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Englannin kieli on viime vuosikymmenien aikana saganut ainutlaatuisen aseman
niin maailmalla kuin Suomessakin. Taman tutkielmarkoituksena on selvittaa,
miten englannin nykyinen asema kansainvalisen&tiéelon vaikuttanut englannin
opetukseen Suomessa. Tutkielman tavoitetta laldgstykolmesta eri nakdkulmasta,
jotka on valittu teoreettisen viitekehyksen polgaltastauksia haetaan seuraaviin
tutkimuskysymyksiin: 1) Minkélaisia englanninkayit® malleja opettajat ovat
oppilailleen? 2) Minkélainen rooli kulttuurin opé&tella on suomalaisessa englannin
opetuksessa? ja 3) Onko opetuksessa sellaisia S3sli0j8, jotka kasittelevat
englannin nykyistéd asemaa kansainvélisena kiejanés on, niin millaisia ne ovat?

Tutkielman aineistona on yhdeksén puolistruktueitteemahaastattelua.
Haastateltavat ovat nuoria englanninopettajia,aotikat opettaneet englantia 1-5
vuotta. Haastattelut nauhoitettiin ja litteroitija, taman jalkeen aineisto analysoitiin
aineistolahtoisen sisallonanalyysin keinoin.

Tutkielman tulokset osoittavat, ettd nuorten opetta englantiin ovat
vaikuttaneet seka ulkoiset etta sisaiset tekipierk heidan oma peruskouluaikansa ja
henkilokohtaiset mieltymykset. Opettajien puhumalanti on joustava yhdistelma
erilaisia aksentteja, kun taas heidan kirjoittanaamsglanti tukeutuu johonkin
englantia aidinkielenaan kayttavien varianteistpetiajat ovat tietoisia roolistaan
englanninkayttdjina oppilaiden silmissa, ja se wuH#éa heidan luokkahuone-
englantiinsa. Kulttuurin osalta tulokset osoittavattd kulttuuri koetaan kieleen
littymattomaksi, erilliseksi asiaksi kielen opes@ssa. Kulttuuria lahestytaan usein
konkreettisten asioiden kautta ja eri kulttuureitasitellaan yksi kerrallaan.
Englannin tunneilla puhutaan ainoastaan niista tkuleista, joissa englantia
puhutaan aidinkielena. Tutkielman tulokset oso#tawnyds, ettéd englannin tunneilla
on hyvin vahéan sellaisia opetussisaltgja, jotkaitigélsivat englannin asemaa
kansainvalisena kielena. Nuoret opettajat esitéglegystemaattisesti englantia
aidinkielendén puhuvien variantteja, mutta engéanigraana kielené puhuvien kielta
kasitelladn vain silloin, jos oppilaat kiinnittavéiihin huomiota. Opettajat ovat
kuitenkin tietoisia englannin kielen monimuotoiseath ja he haluavat tuoda
autenttista kielté luokkaan.

Tutkielman tuloksista voidaan paatella, etta vaikigapilaat kayttaisivat
englantia enemman toisten sité vieraana kielenapeh kanssa, englannin opetus
ei valttamatta anna heille tarvittavia valmiuksiallaseen kulttuurienvéliseen
kommunikointiin. Englannin opetukselle Suomessaaigit maaritella uudet,
selkeammat ohjeet, niin ettd opettajien ja oppdaiei tarvitsisi kielenkaytdssaan
pyrkia imitoimaan englantia aidinkielendan kaytéivivarianttia. Tama heijastaisi
myo6s paremmin englannin nykyistd asemaa kansag®evidikielena.

Asiasanat: English as an international languagevicao teachers. interview.
qualitative analysis. content analysis.
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1 INTRODUCTION

Even though the expression may be blamed for beickiché, the world has indeed
gotten smaller. As technological innovations hamsueed real-time communication
between people on the opposite sides of the glabenagration has mixed cultural
groups into a multicultural patchwork, English Hascome the language used in
tourism, popular culture, academic research andhyoulture, to name but a few.
Even though Finland may have been perceived asadated country on the edge of
Northern Europe, these changes in the world hafeetafl language use in Finland,
too. English has been the most popular foreigndagg taught in Finnish schools for
over fifty years now, but recently it has started gain ground in many other
domains, too. Changes in language policy have af#éersed heated discussions, and
some people think that the growth of English hgspleaed at the expense of Finnish.

Be that as it may, its status cannot be ignored.

English is not the first international languagetihavas once a major international
language, and French, Greek, Arabic, Spanish arsbi&u have also had such a
status in the past (Crystal 2003: 8). Today, Ehgiss the language most widely
taught as a foreign language — in over 100 cowtri@nd in many countries it is
emerging as the main foreign language to be tangsthools, often displacing other
languages in the process (Crystal 2003: 5). Engiahnot gained its contemporary
status during the last decades. It has been agmugss, and there have been many
reasons for it. Smith (1983a: 20) has stated dg aarin the 1980s that as English is
used more and more frequently for internationappses, we should teach it as such.
Interestingly, English teaching for non-native dm¥a has not managed to keep up
with the development. For instance, Jenkins (2000:has remarked that the
contemporary status of English is nothing new. Adow to her, the only surprising
element is that the English language teaching pmyladnas failed to adjust its
methodologies to correspond this changed situatiowhich the goal of learning is
no more to be able to communicate with only nasipeakers of English, but also to

have competence for interaction in interculturalaions in English.



There is no unambiguous definition fénglish as an international languadgIL).

In the present study, EIL refers to the use of BBhghs a means of international
communication across national and linguistic bouiedaEnglish as a lingua franca
(ELF) has been another widely used term for thig,dince some of the researchers
have described ELF as a language between peoplaofue of whom it is their
mother tongue, the term EIL is used in the prestrdy to avoid misunderstandings
and to indicate that both non-native speakers att/en speakers are counted in

when thinking about the global use of English.

EIL has not yet become a widely studied subjectkids (2000) has been a pioneer
in describing the variety of English in intercuiirommunication, by examining
EIL phonology. Some studies have focused on Eltha European context in, for
instance, Greece (Sifakis and Sougari 2005) andtridugSeidlhofer 1999). In
addition, some studies have examined the statingfish in Finland, a study by
Taavitsainen and Pahta (2003) being one of themafd&ess of these studies, EIL in
English teaching has not been examined further. diimeof the present study is to
reach some kind of an understanding of whetheratrEiL has affected English
teaching in Finland, and thus this study attemptsrbuse interest in the state of
English teaching in Finland. It is important to dtuwhether foreign language
education has managed to react to the changes wdhd and whether it succeeds

in offering pupils the kind of English competenhey will need outside classroom.

The quality of the Finnish basic education has baeknowledged in the world,
especially due to the successPISAevaluation, and the high quality of the Finnish
teacher education has been portrayed as one ahib&reasons for the successful
school system. On the other hand, there has beeleree of the deep-rooted
educational practices (Modiano 2000: 28). Refornsngh traditions can be a very
slow process, even if the changes in the contemponerld required revised
teaching practices. Novice teachers of Englishratke core of introducing new, up-
to-date teaching practices and contents in Eng#iabhing, because English has had
a remarkable status in the Finnish society forrthwéiole lifetime. Newly graduated
novice teachers have a long career ahead of thedre\aen though they already have

some set routines for their work, they are alsepéue for new teaching practices.



The purpose of this study is to examine novicelieegt awareness of EIL and its
effects on their teaching practices. This is aitptate study and the data consists of
nine individual semi-structured interviews. Theal& analyzed inductively for its
contents. Since EIL is such a vast concept, thnggea are chosen to study how the
contemporary status of English affects Englishieagin Finland. The three angles
are chosen on the basis of the factors which haraecup in the theoretical
framework. The first angle examines novice Englisachers as English-speaker
models. Since they offer a model of an English-kpedo their pupils, it is not
insignificant what kind of models they provide thevith. The second angle in the
present study focuses on the role of culture inliEimgeaching. Since EIL suggests
that English has become de-nationalized, it is g to study whether this has
affected the teaching of cultural issues in cl&asally, the third angle studies those
teaching practices which address the contemportayuss of English as an
international language. On the basis of these thneges, the present study seeks for
a better understanding of the novice teachers’ emess of EIL and how it shows in

their teaching.

In chapter 2, the status of English in the worldtisdied from various angles. The
terminological choices of the study are discussedl previous studies on EIL are
examined. Chapter 3 concentrates on the role ofligngn Finland, focusing
especially on its role at school. The selectionnadthodology and the research
guestions of the present study are carefully desdrin chapter 4. Chapter 5 presents
the findings of the study, and in chapter 6 thalifigs are discussed further. To
conclude, chapter 7 summarizes the contributionthefpresent study and outlines

directions for future study.

2 ENGLISH IN THE WORLD

This chapter considers the role of English in thegley discussing how the language
has gained its contemporary status as an interratianguage and what it means in
terms of teaching English as a foreign language. ditapter begins with section 2.1
about Kachru’'s classification of English as a wdddguage and then Graddol’s

revised version of this decades-old model. In sac?i.2 the terminological problems



of ESL and EFL are discussed, and section 2.3 elgts discussion into different
terms describing EIL. The reasons which have brbagjout the current status of
English in the world are briefly considered in s&tt2.4, whereas section 2.5
discusses the role of culture in EIL. Previous &sicdbn EIL will be reviewed in
section 2.6. Chapter 2 will be closed with secBiohabout the norms and models for
teaching EIL and section 2.8 about the implicatitireg the current status of English

imposes on the teaching of English.

2.1 English as a world language: Inner Circle, Outer Qicle and
Expanding Circle

To better understand the use of English in diffemuntries, Kachru (1985: 12-17)
developed a model in which the speakers of Englishdivided into three concentric

circles (figure 1).

Expanding Circle

Quter Circle

N

Inner Circle
320-380 million

300-500 million

Mg

500-1000 million

Figure 1. The three circles of English according(éxhru (1985: 12-15) with estimates of numbers of
speakers in millions according to Crystal (2003: 61

In this model the speakers of English have beem@ivinto three groups (Kachru
1985: 12-17; the numbers of speakers updated bgt&rg2003: 61). People in the
Inner Circle speak English as their mother tongue (L1), ang the in countries

such as the United Kingdom, the United States, ratiastand New Zealand. It has
been estimated that there would be up to 380 miltieople in this group, of which
about 120 million live outside the United Statetie Becond,the Outer Circle,

contains people who speak English as a second dgeg(L2, ESL), and these
speakers live in countries such as India, Namiénya and Hong Kong. English is



not necessarily an official language in these avesitbut the reason why it has had
and still continues to have such a high statuhaé many of these countries are
former British colonies, and therefore English glaypart in the institutions of these
nations. This group has been estimated to have5800million English speakers.
The third circle, theexpanding Circle is for those who speak English as a foreign
language (EFL). Finland, along with most of thet resthe world’'s population,
belongs to this circle. In these countries Englikles not play any historical or
governmental role, but it is nevertheless widelgdjsfor instance, as a business
language. The current estimates of the users didbng these countries range from

500 million to one billion.

In this model the three groups have been dividéd fnorm-providing”, “norm-
developing” and “norm-dependent” (McKay 2002: 53-5he Inner Circle has been
defined as “norm-providing”, which suggests thaeythprovide the norms for
standard English, to which non-native speakers (§)N® English have to conform.
The Outer Circle has been defined as “norm-devetgpisince innovations in these
countries get conventionally established by regu$sr and are subsequently codified
in their own varieties. The Expanding Circle hasrbeeferred to as “norm-
dependent”, because the use of English in thesetites relies on the standards set
by the native speakers (NSs) in the Inner Circle ¢herefore these norms are

essentially external.

As mentioned earlier, this model was developed abmenty years ago, and it has
been revised since. For instance, Graddol (2000alttéred Kachru’s original model

from concentric circles to overlapping ones (fig@je

Figure 2. Graddol's model of L1, L2 and EFL speak@000: 10)
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In this more recent version the circles are no éorwgithin each other, but one upon
the other so that the Inner Circle is the smakllest at the bottom, highlighting the
point that nowadays the use of English has evadir@d those countries and the total
number of users of English is smaller in the In@arcle than in the Outer and
Expanding Circles. In the revised model the ExpagdCircle is at the top and the
biggest of the circles. Graddol (2000: 10) suggkskat the three circles overlap,
with the “centre of gravity” shifting towards L2 Biish speakers at the start of the
21% century, and in the next century “those who speaglish alongside with other
languages will outnumber first-language speakeds artreasingly, will decide the
global future of the language”. In the original rebthe Inner Circle was conceived
as the utmost source and norm of the English layguahereas in the revised
version the Inner Circle is seen as the root framctvthe other uses of English have
evolved. Graddol (2000: 10) explains this changéhaway of thinking by stating
that the traditional model locates the NSs andNiBecountries at the centre of the
use of English in global communication, whereasupeated version of the model is
the most useful when describing the use of Engfisthe 2£' century; since those
speakers who use English as a foreign languageoatieumbering the native

speakers, there is no need to perceive the N3 amty language models anymore.

2.2 Terminological problems with ESL and EFL

The traditional terms oEnglish as a second languad&SL) andEnglish as a
foreign languagéEFL) have been widely used for decades in adial®out language
learning and teaching. The contemporary situatiowhich the status of English has
become so special in several countries has shélkemlear-cut division, and many

scholars are suggesting that these concepts havenkanadequate and useless.

Traditionally, ESL has referred to those who spEaglish as their second language
and EFL has referred to people who speak Englishfaseign language (see section
2.1). Smith (1983a: 13-20) contended as early dsarbeginning of the 1980s that
there is no need for such confusing terms as ESLEL, which often overlap.
Accordingly, they have “not only confused those salg the field of English

language teaching but have been a source of awkevanidnation for us within the
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field” (Smith 1983a: 13). In addition, he remarkédt in some places ESL and EFL
have negative overtones of cultural superiorityhvitie NS as judge and jury as to
what is “right” in English language usage. Kirkpekr(2007: 27-28) has also argued
that the concepEnglish as a native languagé&NL) suggests that it is innately
superior to ESL and EFL varieties, and hence itemvalues other, non-native
varieties of English. Crystal (2003: 6) has wartteat distinctions such as “second”
and “foreign” should not be given too simplistidérpretations; in particular, one
should avoid interpreting it as a difference irefigy or ability. He illustrates this by
mentioning the very high levels of fluency demoat&d by a wide range of speakers
in Scandinavia and the Netherlands, where Engleh theen taught as a foreign
language. The Scandinavian-Dutch bloc has actba&@n characterized as a kind of
neutral Anglophone presence, where the competehEaglish is remarkably high
and people can use it with great ease (Gradddl #989: 7-8). Even the native/non-
native distinction of speakers can be questionedame contexts where NNSs
become familiar with English from an early age arse it routinely (Swann 1996:

13-14). This can be the case in countries suchdia hnd Singapore.

Despite the difficulties and obscurity in the distion between ESL and EFL, it
might be a helpful classification when one is exang the patterns of English

worldwide and the possible language shifts in titark. In many parts of the world
there are ongoing shifts in the status of Engletg even though they are often
undocumented and unquantified, they represent rifisgnt factor in the global

future of the language (Graddol 2000: 11). Accagtlincountries where English is a
second language at the moment are very likely te fa language shift towards
English as a native language, since especiallyepsidnal and middle class people
being bilingual in English are adopting English the language of the home.
Likewise, people who are now using English as aifpr language may start using it

as a second language in the future.

2.3 Defining English as an international language (EIL)

When scanning through various sources that disttissphenomenon of the spread

of English and its current status worldwide, it ®®es obvious that language



12

professionals have been and still are using sewifedrent terms describing it.
Terms such agnglish as an international language.g. Jenkins 2000, McKay
2002),English as a global language.g. Crystal 2003, Gnutzmann 1998jglish

as an international auxiliary languagée.g. Smith 1983b)English as a lingua
franca(e.g. Seidlhofer 2001English as a world language.g. Bailey and Gorlach,
1984a), and World Englishes (e.g. Melchers and Shaw 2003) are used
interchangeably, and it is often difficult to digjuish their meanings from each
other. In the present study the teEnglish as an international languagend its

abbreviatiorEIL will be used.

EIL has had two distinctive meanings in previous litena First of all, it can be
gualified as a variety of its own, “an artificiahnety, with no particular accent, but
related above all to a set of communicative prasticddesigned to make it
comprehensible to speakers of all varieties” (Metshand Shaw 2003: 192-193). In
the present study, however, EIL is not seen agtecpkar variety of English shared
by all non-native speakers, especially since thisl lof a variety has not been
established or officially codified. The present dsturegards EIL in its second
meaning, referring to the use of English as a meamsternational communication
across national and linguistic boundaries (seeidsr2006: 160). In this sense, the
use of English has diverged from the NS culturesl, iis aiming at cross-cultural

communication, valuing all of its varieties and extts.

Because of these two different and confusing memnisome researchers prefer the
term English as a lingua franca (ELRY EIL. ELF has been a widely used term for
the situation where English is used as a commogulage between people who do
not share the same mother tongue. For instanceseH@999: 74, emphasis added)
defines a lingua franca use as “interactions betweembers of two or more
different linguacultures in Englistior none of whonknglish is the mother tongue”.
Even though the majority of ELF researchers nowadmgcept that NSs of English
also participate in intercultural communicationniies 2006: 161), the teringlish

as an international language (EIL)s used in the present study to avoid
misunderstandings and to indicate that both NNS$ M8s are counted in when

thinking about the international use of English.
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Now that the choice of the term has been dealt,iitts time to consider what it
really means and implies. Smith (1976, as quotedbiay 2002: 11) was one of
the pioneers who launched a definition ifdernational languageby noting that it is
“used by people of different nations to communicaith one another”. Crystal’'s
(2003: 3) definition of an international languagehat a language achieves a global
status when it develops “a special role that i®gazed in every country”. McKay
(2002: 5) expands this definition by stating thagksh has become “an international
language in both a global and a local sense”, sirftas become a language of wider
communication both among individuals from differesduntries and individuals
within one country. In cross-cultural situationsem English is used as a shared
foreign language, an international language, icteyas often take place between
people with different levels of English proficiencyhose pronunciation and
command of English grammar and lexis are non-stan@andrews 2007: 162).
Seidlhofer (2004: 212) states that in these sitnatiEnglish has taken a life of its
own, largely independent of the norms establishgdthe native users of the

language.

2.4 Reasons for the spread of English

The review of the many reasons that have contribtde¢he spread of English offers
enough material for an extensive stymy se yet it is worthwhile to briefly consider

at least some of them in order to look for explemet for why one language has
gained such a status in the world and why it islBhgf all languages. It has been
claimed that English is widely used because itihsa flexible language with only a
few grammatical endings and a cosmopolitan vocapMelchers and Shaw 2003:
9). Nonetheless, the inherent, superior qualitieEBrglish itself can hardly explain

the rather quick worldwide expansion of the languablo other language has
undergone such a unique expansion since Greek amdam times (Bailey and

Gorlach 1984b: 2).

From the late 1% century onwards, English has been taught, thontghmittingly,
to people for whom it was not their mother tongoecause of trading, commercial

interests, the promotion of the British empire tlog everyday survival of migrants
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(Jenkins 2000: 5). Crystal (2003: 59) maintaing tha contemporary world status
that English has is primarily due to two factofse expansion of the colonial power
of Britain in the end of the nineteenth centuryd @he emergence of the United
States as the leading economic power in the twiantientury, and particularly the
latter factor continues to explain the world pasitiof English today. When talking
about the past, colonialism, speaker migration, aed@ technology developed in
English-speaking countries can be seen as theimpsttant incidents for the initial

spread of English (McKay 2002: 16). What are thedes that are fueling the current

spread within the existing speech communities, 2hen

Several reasons for the spread of English todag Heeen listed by a number of
scholars (Crystal 2003: 86-122, McKay 2002: 15-G83addol 2000: 5-9, 28-54,
Rubdy and Saraceni 2006: 5). International orgdioza use English as their official
language, about 80 per cent of the world’s eleataily stored information is in
English, and English dominates the film industiterature, popular music, trade,
diplomacy, sport, science, technology, commerdermational travel and tourism —
the list seems endless. One specific reason ifattgriage policies of the countries,
and the significant role of English in educatiope8king of the language policies,
Phillipson and Skutnabb-Kangas (1999: 19-32) offemore critical view of the
reasons for the spread of English, as they talkiathe idea oEnglishizationas one
dimension of globalization and localization. Thagte that language professionals
have a special responsibility of considering theseh factors that contemporary
global linguistic ecology brings with it. The comnthof English relates to current
power structures, and the privileged position oflish has been established through
processes of linguistic hierarchization. Theretbiese who cannot speak English are
usually repressed and the poorest. According tbif&aun (2006: 68), Englishization
is integral to globalization and it reflects broageocesses of Americanization. By
using English Europeans expose themselves to sheofibeing anglicized in one’s

thought, possibly even becoming brainwashed.

These critical arguments can, however, be countertéd different points of view.
Smith (1983c: 9), for instance, has claimed thaEnglish has truly become de-
nationalized, one does not need to become moreéivest change one’s morals to

use English well in international situations. Hiirg is that English is a means of
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communicating to the rest of the world one’s oweanitity, culture, politics, religion,

and “way of life”, not the identity of, for instaacAmerican or British society.

2.5 EIL and culture

As many studies and articles have shown, languagecalture are often tightly
linked, language shaping culture and vice versd that is why cultural learning has
to take place as an integral part of language iegri-or instance, Byram (1994: 11)
has stated that “a thorough understanding of aulageg can only be gained by
understanding the cultural context which has predut’. Thus it is not enough for
pupils to master the linguistic patterns of theglaage. Too often culture is regarded
as separate pieces of information conveyed byahguage, and cultural awareness
becomes an educational objective in itself, sepdrabm language (Kramsch 1993:
8). It has also been pointed out that that toonofseiguage learning leads to the
encoding of a message rather than to real commtionicand interaction with
another people (Byram 1994: 39). This means thattérlocutors simply encode
their own meanings without seeking to understasdréiationship to that of the
others, there can be no negotiation of shared mgarnd understanding of the
world. To illustrate this, one could think aboubyerbs or idioms, which are often
strictly culture-bound. If a language user triesttanslate an idiom into another
language without thinking of the culture-bound megnthat it contains, the
interlocutor from another culture may not underdtarat all, no matter how flawless

language has been used.

Kramsch (1993: 23-24) has pointed out that tradéily the teaching of culture in
the language class has taken two main directiohg. first one has focused on
cultural information, such as statistical infornoati high culture (literature, music),
and the traditions of everyday life. The other di@n has developed from cross-
cultural psychology and cultural anthropology, giyilanguage learners ‘keys’ with
which they are to interpret phenomena in the tacgktire and make sense of foreign
reality. The problem with these two directionshattthey both consider the learner a
passive recipient of cultural knowledge. Kramschgasts a third direction where

culture is still seen as facts and meanings, histatiso a place of struggle between
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the learners’ meanings and those of NSs. Ofterages of smaller languages (e.g.
Finnish) and the old nationalistic view of one pati— one language, the link
between language and culture can be quite cles, owever, very challenging to
explore this tight interconnectedness of culturd Emguage in the case of EIL; if
English is used as an international language, whathe culture it should be

connected with?

Trifonovitch (1981: 214-215) has maintained thatvees come into contact with
various cultures with the help of English, it islnager enough to concentrate on the
cultures of the English-speaking world only. We wHoinstead develop an
awareness of the other cultures and a basic cegrativareness of our own culture.
McKay (2002: 12) solves this problem by statingttha English has become an
international language, it has also become de-maliced — that is to say, its use is
no longer linked to NS countries. At the same tirsiee claims that English has
merged or is merging into the culture of the coumthere it is used. Hence it is not
enough to have knowledge about the historically liBhgspeaking cultures, and
earlier demands for cultural knowledge have charigeal a need for intercultural
knowledge. Risager’s (2005: viii) distinction bew®wrethese two is thatultural
competence involves knowledge, skills and attitudescerning a specific cultural
area such as associated with (one of the) targefuéege countries. By contrast,
intercultural competence involves knowledge, skills and attisude the interface
between several cultural areas including pupilsh@aeuntry and the target language
country. Therefore Risager sees the developmeirtefcultural competence as a
process which includes the pupils’ experiences emmpetencies from their own
cultural backgrounds, and which allows them to ewflon their own cultural
assumptions as an integral part of the further ldgweent of their skills and

knowledge of the world.

In terms of concrete teaching materials in Engtesdching, McKay (2000: 10) has
maintained that they should aim at internationegeticulture instead of NS cultures,
and this would be beneficial in many ways. Firstadlf they could illustrate cross-
cultural pragmatics in which NNSs, while using Hslgl draw on their own rules of
appropriateness in inter-personal communicatiocosé of all, the materials could

exemplify the manner in which English is being useftectively by NNSs to
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communicate with others in international interactid hirdly, the pupils would
understand that English is used globally by bilmigspeakers, who have chosen not

to internalize the norms of NS countries, and thaye the right to do so.

2.6 Previous studies on teaching EIL

Previous studies on teaching EIL have mostly commatd on the situation in the
Outer Circle countries where English is spoken as@nd language, and there is a
growing demand for studies concentrating on theuanstances in the Expanding
Circle. The reason is that the speakers of Enghslthe Expanding Circle will
outnumber those who speak English as a mother &nand, as pointed out in
section 2.1, they will decide the global futuretbé& language. Hence, it would be
important to explore how this group of speakerc@®es English. It is particularly
important to study the teaching of EIL, since tlodten modifies the way how
speakers view the language, and therefore EFL ¢eaatan have a huge impact on
their students’ attitudes (e.g. Tsui and Bunton@OQCurrently graduating English
teachers may retire as late as in the 2040s, asid plipils may still be in the
working life in the 2090s. Therefore it is presuteathat the way how contemporary
teachers understand and portray EIL can have aginfluence on how the role of

EIL will be perceived in our society in the future.

The first major study of interaction in EIL wd$he phonology of English as an
international languagedy Jenkins (2000), focusing on EIL phonology. 8iricen,
EIL research has extended into other areas ofaihgulge, for instance pragmatics
(Andrews 2007: 162, Seidlhofer 2004: 215). In thebgl context, Matsuda (2003a)
studied English teaching in Japan and concludedi¢laghing has failed to meet the
requirements set by the current status of Englisthé world. The majority of the
dialogues in school books are either between Japawcbkaracters and NSs, or
exclusively among NSs. Another study by Matsud@&) showed that in addition
to curriculum developers and school administratdepanese teachers and learners
seem to privilege inner circle Englishes. A stugyJenkins (2005) examined NNS
teachers’ attitudes towards different accents ofliEn and their willingness to

incorporate their local L2 accent as the norm, astudy by McKay (2003) focused
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on the teaching of EIL in Chile. This study showhdt there is a growing demand

and support for EIL practices in Chile.

In the European context, Seidlhofer (1999) explotteel status and role of NNS
teachers in Austria, as they have to reconcile abeflicting demands of global
claims and pressures with the local conditions imcW they work. This study
showed that the majority of English teachers feidtt tduring their studies the main
emphasis had been on becoming an effective, némernaommunicator rather than
becoming an effective foreign language teacherthEuamore, a clear majority
indicated that being a NNS made them feel insexatreer than confident.

Modiano (e.g. 2000) is another pioneer of studyiig teaching in Europe, by
describing the features of Mid-Atlantic English. sAirvey by Sifakis and Sougari
(2005) focused on Greek EFL teachers’ attitudesardigg their beliefs about
pronunciation and teaching practices. The studynéxad the possible link between
pronunciation teaching, EIL, and the sociocultudgntity of NNSs of English,
trying to establish the extent to which the teasheere aware of ElL-related
matters. Another study by Sifakis (2004) focusedsetiing specific criteria for the
EIL classroom and raising teachers’ awareness at vshneeded in order to identify
and teach EIL classrooms. A study by Taavitsainah Rahta (2003) has looked at

the situation in Finland, focusing on the statukglish in Finland in general.

A study by Llurda and Huguet (2003) examined thié-erception of NNS EFL
teachers in Catalonia. It did not examine spedifidhe teaching of EIL, but it had
similar perspectives on the status of English éndffects on English teaching as the
present study has. The study focused on three @sperguage proficiency, teaching
views, and the NS-NNS debate. In terms of the mtestudy, there were some
interesting findings regarding the role of culturéenglish teaching. The participants
were asked to rate the need to have a good knowlefiBritish, local (Catalan and
Spanish), European and Commonwealth cultures irerotd teach English in
Catalonia. The results showed that both primary sedondary school teachers
regarded British culture as the most importantucalto be taught in class. Following
it, at great distance, was the appreciation ofllgcéture, and far behind that was

European culture. Another interesting finding ie gtudy was that about half of the
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primary school teachers and 73 per cent of thenskay school teachers thought that
having learned English as a foreign language peaitiem with a special advantage
to teach EFL over NS teachers. According to Lluada Huguet, this implied an
increased awareness and appreciation of their ol® Nondition. All in all, the
teachers thought that their difficulties with Esglicompetence should not be blamed

for any teaching problems they may have encountered

Despite the several studies focusing on NNS teaclhérEnglish and cultural
contents in English teaching, the teaching andnlegrof EIL has not yet been
studied extensively, and therefore raising moreerggt towards EIL teaching

pedagogy among researchers and scholars is essentia

2.7 Norms and models for teaching EIL

As the previous sections have shown, there is atanhdemand for some kind of
norms or models of “correct” language when teacliinglish. For instance, section
2.1 demonstrated how the Inner Circle speakers Iheen perceived as “norm-
providing” whose language use other English spesagleould imitate. Swann (1996:
25) has listed some characteristics of “Standargliéhi’. It has been described as a
prestige variety of English which can be used awmaalel for education and for
language use in public, for instance in the meldigs also a variety that has been
codified for dictionaries and grammars. Therefdre forms of Standard English
should show little if any variation. Since Englisad, by the nineteenth century, two
centers, Standard English came to exist in two noordess equally valid varieties —
British Standard and US Standard (Melchers and SP@®3: 31). What are the
norms set by NSs, then? When thinking about theeuanof StandardEnglish and
the ownership of it now, the situation becomes nooraplicated. Roberts (2002) has
discussed this controversial topic in his articket' us free from standard English”,
and his statement about the issue is the following:

But when most writers and academics discuss napeakers and the ownership of
English they tend to refer not to non-standardetess but to standard British English
or standard American English. Paradoxically, themgeties of Englistdo not have
genuine native speakers in large numbeaad it has even been maintained that
standard Englishes are entirely learned withinhelsstic or academic environment.
(Roberts 2002, emphasis added.)
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Here Roberts has challenged the concept of Starkfaglish, as such a variety does
not have real NSs anymore. Richards and Tay (18®lsuggested as early as in the
1980s that when considering writing in Englishtandard should be set, whereas in
matters of pronunciation, stress, rhythm and infionaa certain standard would not

be as important.

In many studies it has in fact been customary ¢éevihe linguistic development of a
learner on a continuum whose endpoint is a linguistnstruct called the ‘native
speaker’, and hence NNS teachers and learnergyamng to approximate the NS
norm (Kramsch 1993: 9). This imitation was consédeessential, particularly when
teaching and learning pronunciation, and, in th& @ntury, very often with respect
to a single prestige accemeceived Pronunciatiofdenkins 2000: 5). According to
Modiano (2000: 28-30), British English wiRP pronunciation has been the norm for
English teachers in Europe, and this attitudeilisigith us. Modiano states, however,
that there is a movement towards greater acceptainaecents. For instance, there
are efforts in BBC to liberalize their broadcastihg employing radio and TV

announcers with regional accents.

The debate over NS language teacher versus NN$&dgegteacher when teaching
English is closely connected to the concept of &iath English and it heats up every
now and then. Widdowson (1994) has argued thatdd8hiers are disadvantaged in
this matter, with regard to their language learngxperience. It has also been
claimed in other publications that NNSs are in &dveposition to teach foreign
languages that NSs are, because NSs have not expexnli the process of learning
the language in the same manner as the pupils (sek e.g. Seidlhofer 1999).
According to Andrews (2007: 154-155), the benefitsNS and NNS teachers in
terms of language proficiency must always be cdotdized. First he points out that
if learners are being trained mainly in order tanoounicate with NSs, then NS
teachers may possess certain advantages as a denguadel. However, if the
learning goals relate primarily to preparing leasn® communicate internationally,
using English as a means of interaction with oM6s of English, then any assets a
NS teacher possesses in terms of native proficiencyfor instance, British or
American English, become largely irrelevant; efifictcommunication in cross-

cultural uses of English is not dependent on conifiog to NS norms.
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It is presumable that this is often the case irdfith, where nearly every English
teacher in basic education has Finnish as theihendbngue, and their pupils are
most likely to use English with other NNSs of Esbli Therefore there is no need to
adhere strictly to NS norms, and the charactemgflih as an international language
can and should be taken into account. When teadHingit would be important that
as pupils are being exposed to the model of Englissented by their teacher, they
should also have the opportunity to listen to asynarieties of English as possible
to sharpen their understanding of the linguisticiets (Trifonovitch 1981: 215).
According to Viberg (1989: 90), when a languageHrea seeks for a model of a
foreign language speaker, it is often a conscitwaéce. In the case of many smaller
languages, the only possible model is the teaciwbereas English is such a
dominant language that pupils can find possible ef®éverywhere: in the media,
among their friends and so on. Especially whenguginglish in informal situations,
pupils may actually choose their peers as theiretsodhther than the teacher. On the
basis of Viberg’s claim, one can conclude that thiskes the role of teacher as a

model less important in English than in many réamaguages.

Llurda and Huguet (2003: 221) have pointed out thate is no systematic research
based on neutral and objective data that lookkeatanguage and teaching skills of
NNS teachers in comparison to native ones, bubmespapers it has been argued
that the traditional dichotomy between native amuh-native teachers should be
disregarded (see e.g. Cook 1999). Andrews (2002-163) has clarified the
scholars’ contemporary pedagogical point of view digting that they are not
suggesting that learners should aim to learn a iithiwo variety of EIL. He,
however, argues that it is both unrealistic andojmmapriate to insist on pupils’
conforming to the NS norms in the context of intdional uses of English, where
the most important factor imutual intelligibility. This rejection of the NS norms is
based on practical pedagogical considerationsababrding to Widdowson (2004,
as quoted by Andrews 2007: 162-163), it has anladgeal function, too, because
the conformity to NS norms may be seen as “theaaiiéftian imposition of socio-
cultural values which makes learners subserviend @mevents them from
appropriating the language as an expression af oe identity”. If, as discussed in
2.4, educators perceive English as a language wWiaistbecome de-nationalized, this

problem of NS norm defining speaker’s identity adved.
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Kachru (1986: 84-87) has stated that when talkinguéthe norms in the case of
NNS of English, researchers imply conformity withmadel based on the language
used by a segment of NS of English. According ta,ithe need for such preferred
norms stems from pedagogical, attitudinal, andetatreasons, and it can be either
indirectly or directly suggested in dictionariegdpgogical manuals, or models on
television. As he has explicitly pointed out, teiaghmaterials and teacher training
programs do not generally present a “linguisticalblerant” attitude towards
localized non-native varieties, or towards the Epea of varieties considered
different from the “standard” ones. Moreover, thajonity of EFL teacher training
courses persist with syllabuses that assume a M$ldoutor, and this demand is
often unnecessary, unrealistic, and, at worst, hdrfor preparing teachers to equip
their learners with needed skills appropriate terimational use of English (Jenkins
2000: 1). Trifonovitch (1981: 211) has also madeénaportant remark by saying that
even though English is used as an internationgiuage, its speakers are not always
international persons. By this he means that the afsEnglish in international
contexts may arouse communication breaks and messtahdings, as people are
using English from their own cultural perspective.addition, listeners’ attention
may be on the style of English, rather than onsthigiect which a NNS is trying to
communicate (Trifonovitch 1981: 213). This can leeyfrustrating to those who do
not speak English as their mother tongue. Finnigbilp are, however, in a special
situation compared to pupils in many other cousfrés schools in Finland are using
almost exclusively English books published by Fshnipublishers (Lahdesméaki
2004: 278). That way the books have been writtearibg in mind Finnish pupils
and including some elements of Finnish culturéenam. Studies have actually shown
that the amount of explicit cultural informationshdecreased in the English books in
Finland, and at the same time the texts are coratarg more on themes that interest
pupils (Lahdesmaki 2004: 280).

Kirkpatrick (2007: 184-193) suggests that currentiye of the two following
alternatives tends to be chosen at schools. Bi#taehers adopt an exonormative NS
model, or they adopt an endonormative nativised eholachru’'s (1986: 21)
distinction between these two is that an idealieednormative model refers to a
native model for mimicry and teaching, whereasrestitutionalized endonormative

model provides a local educated variety for languégaching. Kachru remarks,
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however, that the division is not always clear-sutce these two often coexist with
a range of variation between the accepted normaahl language use. According
to Kirkpatrick (2007: 184-193), most Outer and @bly all Expanding Circle
countries have chosen the exonormative NS moddltteare are several reasons for
this. One reason is that these NS models haveigeeand legitimacy, and, most
importantly, they have been codified. Kirkpatrickt@s that this codification brings
with it the acceptance of the codified languageetgras a standard, and therefore
learning can be tested and evaluated against eddiiorms and standards. The
second reason is that the teaching materials lasedch codified models are easily
available. A third reason for making this choicerss interesting, as Kirkpatrick
claims that by insisting on a NS model, Ministradd€Education around the world can
claim to be upholding standards and providing pupilith an internationally
intelligible variety of English. This claim appeardriguing from the Finnish point
of view, because even though British English setnte the model in EFL teaching,

it has not been written down anywhere (see se&i®h

Countries that are most likely to choose an enduoatiwve model are Outer Circle
countries, which already have a socially-acceptaloleal variety of English
(Kirkpatrick 2007: 189). For example, Nigerian Bebglhas become the classroom
model in Nigeria. Kirkpatrick points out that by adsing the local model, the
multilingual competence of the teacher is both geed and can be exploited in the
classroom. This increases teachers’ self-confidemckself-esteem, and legitimizes
their variety of English. The disadvantage of thgion is that these local models are
rarely codified and therefore there are no gramroatextbooks. A possible solution
could be that a NS model could be used amoan rather than as a model
(Kirkpatrick 2007: 191). In Finland no single locehriety of English has been

codified, and therefore the choice of the bestadtive may not be so clear.

2.8 Implications for teaching EIL

The previous sections have defined and explaintdiniational English from a very

general angle. For teachers of English in Finlah@yould be important to have a
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look at what it all means in terms of teaching picaés and the requirements from the

teacher.

Modiano (e.g. 2000) has been one of those who Imeen insisting that when
teaching EIL, separated from ESL or EFL, a spdaeiathing methodology needs to
be developed. Hence, it is not beneficial to cargirteaching English with the
decades-old methods. Modiano (2000: 34) suggests HL pupils should be
exposed to language use which showcases a wide @ngative and non-native
Englishes. In his opinion, careful attention shdoddpaid to pointing out features of
language which are “core English” and those whioh geographically restricted.
Moreover, EIL pupils would learn to speak the laage without striving for near-
native proficiency in a prestige variety (i.e. Inn€ircle varieties). Therefore,
according to Modiano, pupils would be less concgméh mimicking the accent
and culture-specific lexical choices of the “natseaker”, and more interested in
the importance of clarity in cross-cultural comnuative settings. In this sense,
Kirkpatrick’s suggestion (see section 2.7) of pasiogg NS model as a norm rather
than as something pupils should try to mimic sedmse in agreement with

Modiano’s opinions.

How could all this be concretely accomplished ie tiassroom, then? Modiano
(2000: 34) proposes that an understanding of tlfferdhces between American
English and British English is a good starting poitvhen looking at the

contemporary textbooks and teaching, this has drdmen executed in Finnish
schools: textbooks and tapes feature both of theeevarieties, and address their
differences in terms of pronunciation, lexicons apeélling. Modiano continues that
pupils should learn a great deal about the indigshivarieties and the current
situation of global integration. All this, accordimo him, facilitates the evolution of
a lingua francafree from the systems of marginalization which arkerent in

traditional English language teaching practices.eWHooking at the teaching
materials of English in Finland, smaller varieti@$en remain unrecognized to a
larger extent, and the current, global situatiothi; world may be covered with talk

about the US as a melting pot of different natitieesl.
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At the moment, it would probably be impossible tp and teach some kind of a
hybrid variety of EIL in the classroom, since itshaot been standardized yet, apart
from Jenkins’ (2000) work on EIL phonology. Kirkpak (2007: 193) notes also
that because of the many varieties of English N€¥8s produce, it is very difficult
to describe or codify an international variety astsfor the EFL classroom. This
does not, however, need to force teachers to adbetlee dominant NS varieties
only. For this kind of dingua franca approachKirkpatrick (2007: 193-195) offers
three important components. First of all, pupilechdo be alerted of the cases in
which linguistic features cause particular probleshsnutual intelligibility in cross-
cultural communication. Secondly, the curriculuned® to focus on the differences
of cultures and the implications of such differender cross-cultural interaction.
Thirdly, pupils should be taught the communicatsteategies that aid successful
cross-cultural communication, for instance, différéinguistic and sociolinguistic
norms and a range of repair strategies that might useful if faced with

misunderstandings.

Adopting this sort of a lingua franca approach,fties and aim of English language
teaching would move from the acquisition of themsrassociated with a NS model
to an intention to acquire linguistic features tardl information and communicative
strategies that will facilitate communication iross-cultural encounters (Kirkpatrick
2007: 194-196). According to him, this shift wouletquire a number of
competencies from the teacher: knowledge of thellgumother tongue and the
different varieties of English, an understandincghofv and why English has gained
its current status, and information about the roleEnglish in the community.
Furthermore, teachers need an ability to evalusdehing materials critically, an
ability to evaluate the specific needs of theirifgymnd an ability to alter teaching
on the basis of those needs. Melchers and Shav@(290-193) have concluded that
EIL learners should be able to understand as meognés and varieties as possible
and to avoid culturally specific references andawsdrs in their own speech and
pragmatic behavior, the goal being an effectiveermational communicator who
masters cross-cultural communication strategiehall also been suggested that
instead of having different geographical culturasstlae target culture of English
teaching, teaching materials could focus on morgrakcultural domains, such as

the world of science or popular culture (LAhdesn2iK4: 277).
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On the basis of the ideas mentioned above, onel acmiclude that teaching EIL
might not be an impossible mission for English tess, and it mainly requires just a
wider and more tolerant perspective on the End¢isalguage and its various users. In
the next chapter, the most important guides foguage teachersThe Common
European Framework of References (CEEBRY The National Core Curriculum for

Basic Education (NCCWwill be analyzed in terms of the changing statuEnglish.

3 ENGLISH IN FINLAND

This chapter considers the status and influencEraflish in Finland. Section 3.1
discusses the overall status of English and traietuhat have explored the situation
in Finland. Some of the historical events are suthog too. English in education is
discussed in section 3.2. Section 3.3 considerstidtus and use of English in other

domains in Finland, for example in working life degure time.

3.1 The status of English in Finland

English has been holding an important status asreign language in Finland for
decades now, and the reasons for the spread ofskngl Finland are for the most
part the same as everywhere in the globalizing dvoflhe urbanization of the
country, internationalization, changes in the beas# life, migration, effective
language education, and new media devices and denfar instance easy access to
internet and interactive communication methodsehalV contributed to the current

status of English in Finnish society (Leppanen itdila 2008: 16).

In the 1980s, language courses and student exchpragrams became more
common in Finland (Birkstedt 2004: 248) and in #890s and the 21century the

use of English in Finland has increased in a moré more accelerating pace.
English has gained ground as the language of dedleraains: business, science,
education, media, commerce and entertainment. &hgubhge skills of Finns are
considered to be on a relatively high level comgare, for instance, Southern
Europeans. Therefore the use of English in thesgadts is not often questioned — it

is assumed that everyone’s English skills are aaleqanough. In this respect the
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possible language shift from EFL to ESL (see sac®d) is probably true for many
in Finland, especially for younger generationstha beginning of the 24century,
over 60 % of Finnish adults had at least some Englompetence (Pahta 2004: 32).
It is to be remembered, however, that at the montlemtuse of English is still
marginalizing a certain group of people, i.e. oldenerations who have not learnt
English at school.

The discussion for and against English heats upyevew and then in Finland, like
in many other countries, too. Some people find itsaful and practical language,
others think that it is killing Finnish and makipgople unequal (Pahta 2004: 42).
There has also been quite a lot of discussion atimutkind of English that, for
instance, politicians and athletes should use. igmamt comment about the shameful
“monkey-English” of the Finnish politiciansJtiopottelu ja apinaenglanti eivéat sovi
virkatilaisuuksiin” HS Nov 11, 2008) raised a huge debatehia Letters to the
Editor of Helsingin Sanomain November 2008 and got a good reply from an
English professor in the University of Jyvaskyl@assuring that Finns should allow
their Finnish accent to be heard in their EngliSEnglanninkielen professori:
“Apinaenglanti on loukkaava sanaHS Nov 15, 2008). These kinds of public

discussions reveal that language policies andteselto rouse strong feelings.

Language policy and practices have also arousenhtdeest of scholardhe Centre
of Excellence for the Study of Variation, Contaeisd Change in English
(VARIENG) is a research unit shared by the University ofisidki and the
University of Jyvaskyla, and it investigates the v$ English in Finland in different

domains with various research projectisttd://www.jyu.fi/hum/laitokset/kielet/

varieng/el. One of the domains of the unit is English irssl@moms, and the research
concentrates on thase of English, with English as a global language beary
overall theme in all of the studies. In additidmere have been a number of studies
exploring the use of English as an internationafgleage in Finland. These have,
however, mostly concentrated on EIL in the adviegior business communication
context. Several studies have investigafadylish for Specific Purposg&SP) in
Finland, yet the teaching of EIL has not arousedrest very much. Similar remark
has been made by Leppé&nen and Nikula (2007: 338334), as they have pointed
out that even though the spread of English hasrgetk debate, there is very little
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empirical evidence on how English is taken up amdtp use by Finns. Some of the
studies in Finland have, however, concentratedhensthool domain. A study by

Haaranen (2006) focused on the impact of cultuaajization on English textbook

series, and Varis and Virén (2005) developed a naatgackage for teaching EIL. In

her study, Ranta (2004) investigated the schoapeetive, by studying the attitudes
of 34 non-native English teachers and 108 uppesrsksry school students towards
EIL in Finland. The present study focuses on Etinfrthe point of view of teachers,

studying the goals of teaching, and not so muchsfieific language use or word
choices, apart from the accent or variety chosethéyeacher.

3.2 English in education

In Finland, the status of English is exceptionaityong compared to other foreign
languages, and the first foreign language (Al)ssally English. For instance, in
2007 90,9 % of the 8 graders started English as their first foreignglzage (The

Federation of Foreign Language Teachers in Finl20@d). The situation has not
always been like this. As Leppanen and Nikula (2008-21) have summed up,
English was already starting to appear in populdtuce before the second World
War, but it was only after the war that English dr@e the most popular foreign
language studied at school, taking over Germaneéslly in the 1960s, changes in
Finnish society led to the boost of English: foraewle urbanization, popular
culture, subtitles and travelling paved the waythar spread of English. In the 1980s,
English was still a language that was studied s &inns would be able to
communicate withforeigners but in the 1990s and in the beginning of thé' 21
century English has become the language used fohale range of purposes in

Finland, not only as the shared language with mefspin other cultures.

As early as in the 1960s, the importance of teachinglish as a foreign language at
Finnish schools was justified with the help ofstatus as a world language and its
importance for the culture (Birkstedt 2004: 246) spite of the growing importance
of international interactions in English, the exonative model of English, derived
from standard British or American English, has cordd to be the one on which
most EFL teaching is based around the world (Andr2@07: 162), and this has also
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been the case in Finland. Many of the previousistubave criticized the fact that
the target cultures presented in English books hamly included British and

American cultures (Lahdesmaki 2004: 274-275). Idit@h, it has been noticed that
textbooks have achieved such an authority that ey started to define what the
English language and its learning is and shoulddoeording to Lahdesmaki, some
of the researchers in Finland have explicitly pethout that there are no grounds for

including only British and American cultures in thehool books of English.

Even though the changes in Finnish society in #s pave had a huge impact on the
contemporary educational system and its contenEFRCand NCC are the
documents that guide the teachers’ work the most,thus it is important to review
what is being said about the teaching of Engligh thie aim of language teaching in

them.

3.2.1 Teaching English inThe Common European Framework

CEFR is the manual which is used to describe aehiewnts of foreign language
learners in Europe. It was composed by the Cowfidlurope, and its main aim is to
provide a helpful tool for teaching and assessamgliages. CEFR (2002) describes
six reference levels, with which teachers and le@racross Europe can assess an
individual's language proficiency on the basis lué shared framework. Hence, it is
possible to compare the language proficiency ofpfeeavith different cultural
backgrounds and different educational systems irofigan countries. CEFR can
provide a common basis for the elaboration of laggu syllabuses, curriculum
guidelines, examinations, textbooks, etc. In Fid|adCC and the most recent school
books of foreign languages have been adjusted &t the aims of CEFR and to

apply the six reference levels.

CEFR (2002: 4-5, 43, 103-105) talks about plurliaism and its effects on the
goals of language learning. A plurilingual approacteans that as learners’
experience of languages in their cultural contexizands, learners do not keep these
languages and cultures in strictly separated meatapartments, but rather build a

communicative competence to which all knowledge amgerience of language
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contributes and in which languages interrelate iatetact. When learners are, for
instance, trying to make sense of a text writtea foreign language, they can make
use of all the languages they know. According td-REthis develops the learners’
interculturality, too. Intercultural awareness ilwes a wider range of cultures than
those carried by the learners’ L1 and the targaguage. This perspective has
profoundly modified the aim of modern language edion. The aim is no longer to
achieve “mastery” of two or three languages, with tideal native speaker” as the
ultimate goal. Instead, learners should striveddinguistic repertoire in which all
linguistic abilities have a place. As clearly sthie CEFR, for instance, the highest
level (C2) named “mastery”, is

not intended to imply native-speaker or near nasipveaker competence. What is
intended is to characterize the degree of precigppropriateness and ease with
the language which typifies the speech of those hdnge been highly successful
learners (CEFR 2002: 36).

Even though the goal of learning is not NS comps#te@EFR specifies that learners
should be able to interact with NSs (2002: 26-any this can be quite confusing for
teachers. In regard to designing curricula andingitextbooks, CEFR is not a legal
document which authorities are obliged to follonE@R 2002: 141). Nevertheless,
the Finnish National Board of Educatidras decided to use the reference levels of
CEFR as the basis of the evaluation scales of N\k\DG4) and this has also prompted
textbook writers to exploit CEFR in their work. Tbmok writers are expected to
make their school books correspond with the coraauum, and therefore both the
curriculum and school books in Finland follow theidglines of CEFR. What this
implies is that the aim of foreign language teaghimFinland is not “the ideal native
speaker” and this statement should also appednerchoice of the materials and

teaching practices presented at schools.

3.2.2 Teaching English inThe National Core Curriculum

Since NCC is the most important document that guitie work of a teacher, it is
essential to see what it has to say about Engbsithing and its international
character. Cultural learning and internationalisra mentioned on three levels in

NCC (2004): in the general guidelines for basic cation, in one of the cross-
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curricular themes of instruction, and in the secfior foreign languages. Next, each

of these three levels is explored.

Generally speaking, NCC (2004: 12) states thatiSimoulture offers the basis for
instruction. Different cultures together with thdalture must, however, be valued.
Teaching should support the growth of the pupilinccultural identity and his or

her part in the globalizing world. In addition, tipaipil should become tolerant
towards other cultures and gain intercultural ustderding. The endorsement of
multiculturalism is one of the underlying valuesbafsic education. NCC (2004: 35-
41) has seven cross-curricular themes which shbeldncorporated into several
subjects, and one of them is cultural identity ardrnationalism. The objective of
this theme is to acquire capabilities for crosstoal interaction and

internationalism, having their starting point irethupil’s own cultural identity and

background. It would be ideal to embed this cufactheme into English teaching,
since the English language is often the tool fquatng intercultural knowledge and

understanding.

The specific goals of language instruction are ragfiin the curriculum, too. The
first foreign language that a pupil starts studyimg the third grade in the
comprehensive school is called Al, and as menti@aetier, more than 90 % of3
graders choose English as their A1 language. N@D422138-143) states that the
goal of Al instruction is to accustom pupils tongstheir language skills and educate
them in understanding and valuing how people liveother cultures. Along with
language learning, pupils are to start developh@irtintercultural competence and
understanding. NCC states that in grades 7-9 pshitsild know the target culture
and understand it in relation to their own cultudantity. They are to learn some of
the key differences between different varieties Bhglish, know how to
communicate and function in the given culture inagpropriate way in everyday
situations and become aware of the fact that vaedwesculture-bound. The cultural
skills criteria after the ninth grade for a gradeeght define that pupils will “know
about the way of life in, and history of, the tariggguage’s language region” (NCC
2004: 143). These guidelines are quite vague, IsecANCC does not define the
target culture or the varieties of the languagarin way. In addition, it is interesting

to notice that NCC addresses the target culturgirigular, as if there is only one
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target culture. Moreover, it is not defined with amh pupils should be able to
communicate in everyday interaction — is it NSsh&f target language, other NNSs

or possibly speakers with the same cultural backgias the pupils?

All'in all, NCC does not offer any strict guidelm&r choosing the “right” variety of
English. The cherishing of the pupil’s own cultubalckground and the appreciation
and understanding of the multicultural world are gtarting points of education. In
addition to NCC, each school in Finland have toehtheir own curriculum which
must be based on NCC but which can also have sohmokspecific clarifications
(NCC 2004: 10). When skimming through several cutd, one can conclude that
they mostly repeat the guidelines of NCC. Even gfiwouhey do have more
information on, for instance, the contents of eBollish course, the target language
and culture are very seldom defined. In conclusioone of the curricula states
explicitly the variety of English or the culturenked with English that should be
taught at school, and it is not mentioned anywltea¢ NS would be the model for

language learning.

3.3 English in other domains

As the previous chapters have indicated, Englishésmost commonly used shared
language in many different domains, for instancésree, media, higher education,
tourism, international business, and diplomacysTihiplies that everyone working
in those domains will encounter occasions whereesosompetence of English is
needed. In fact, surveys in all Nordic countriegehshown that there are strong risks
of domain loss in local languages, as the use gfiinis increasing in scholarship
and technology, in higher education, the busines$dwand media (Hoglin 2002). It
has been estimated that two out of three Finns neade English in their work
regularly (Nevalainen 2004: 19). In the workingIEnglish competence used to be a
requirement only for correspondents and those vetbtb travel, but nowadays most
of the workers, regardless of their education orkvgtatus, have to use at least some
English at work in Finland (see e.g. Virkkula 20@89). The internationalization of
companies is also going on in the Finnish busititesssand English is gaining more

room and status, not only in international busiaesdut in all kinds of business
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domains and work places. Many Finnish companieg&jdNand Nordea being among
them, have actually chosen English as their intecoenpany language (Louhiala-
Salminen 2002, Pahta 2004: 37), simply becausetita language which most of the
people understand, especially when the companyiisgdbusiness abroad. Even
though English is not necessarily used as the wgrkinguage on the lower levels of
workers in these companies, it is used in reportd ather kinds of written
communication, and therefore it is influencing gaere in the company (Hoglin
2002). Recently, several Finnish companies hawe rakrged with companies from
other countries. Many familiar Finnish companieseéheeplaced their Finnish names
with English ones, for instance, Metsa-Serla becmaeal in 2001 (Pahta 2004
37). Even those enterprises and companies thabféeeng services to Finnish-
speaking people only are using English words inrtlagvertising. Finns have
become accustomed to words sucltester, shop, group, service, systesalonand
teamin the shop signs in their neighborhood (Pahta42B@-38). Professional titles
have also undergone quite a big change, as it is amed more common for a Finn to
have an English title, such aales manageor group controller(Pahta and Nurmi
2004: 133). This can easily be discovered by simfdgking at the job

advertisements in any Finnish newspapers.

In addition, the sudden and immense developmermoaimunications technology
has brought about the situation where each workeesponsible for international
communication, and the old system of correspondentsrpreters and translators
has been drawn to an end (Graddol 2000: 33, Al&@0®). Therefore employees are
no longer divided into those who deal with natiomatks and those who are
responsible for international businesses (e.g. &lU®99). New working practices
like this often change so quickly that the educwicsystems cannot keep up with
them and therefore education does not always tdaiskills required by working
life. What are the requirements of the working,liteen? Previous research has
shown that Finnish workers feel that they are distussing Euro-English in their
work, not British or American English, and that iénseem to find the delivery of
the message more important than grammatical coesstof it (Nevalainen 2004:
19). This is a surprising finding, because is hasnba popular myth that Finns are
afraid of making grammatical mistakes when speakingign languages, and that is

why they do not always dare to say anything at all.
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In leisure time activities, the use of language bave a huge importance for young
people, and the English-speaking popular cultusstde®n an important factor for the
identity of contemporary young generations (Ratia &uhr 2004: 140). Today’'s
teenagers have been exposed to English music, metdimet and products through
their lifetimes, and for them the use of Englistofsen an unquestioned and self-
evident fact in many of the domains in their livdsnglish abbreviations, for
instance, are used in text messages, e-mails atdabms without extra effort (e.g.
Ratia and Surh 2004). The amount of English elemenEinnish advertisements has
increased exponentially during the past few yeaspecially in magazines and TV-
shows that are aimed at young people (Hiltunen 2098). These elements are often
catchy slogans, suggestions or brand names, wldoie people regard as poor
language while others view it as rich expressiauahpetence (Hiltunen 2004: 198-
199). The spread of English in various areas ofetptas caused a situation where
young people’s conception of English may notabliyedifrom the view taught at
school, as most of them are using English a losidatschool in different domains
(LAhdesmaki 2004: 284).

As the various studies have shown, the spread gfidnis a very complex and
heterogeneous phenomenon and it has different esaifons and effects in
different domains (Nikula and Leppéanen 2008: 423)e challenge of the present

study is to examine it from the perspective of nevtnglish teachers.

4 RESEARCH DESIGN

The following sections explain the research procesiof the present study in detalil,
starting with motivating the study and presenting tesearch questions. Section 4.2
describes the data and its collection, and sedti8rintroduces the participants of the
study. The data processing procedures and the ohethanalysis are explained in

section 4.4.
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4.1 Motivating the study and the research questions

The aim of the present study is to examine the emess of EIL of novice English
teachers. In addition, the idea is to investigai® It possibly affects their teaching
practices. This aim is approached from three difierangles: by studying the
teachers as English-speaker models, by studyingotheof culture in their teaching,
and by studying the nature of EIL contents in the#&ching practices.

The aim of the present study arose from observatminthe current world-wide
status of English. The importance of English hasnbadiscussed for decades now in
various sources, from academic studies to daily spawers and everyday
conversations, yet the teaching practices of Ehdtiave seemed to be following
those traditions that were developed when Englisis still one foreign language
among others. Keeping its current status in minid, mot enough to teach it with the
same practices that are being used when teactongndtance, German or French.
Furthermore, this issue has not been studied ifaihapart from occasional pro
gradu theses, even though the ability to use Hmghisnteraction with foreigners is
especially important for Finns as Finnish is sueimiue small language that cannot
be used outside Finland. During the'2entury, there have been a number of studies
investigating the impact of English on Finnish dinel presence of English in Finnish

society, but the studies have not addressed tgaphattices.

The perspective through which the present studigssésr an understanding of the
topic is Teacher Language Awarene$ELA). TLA has been described as “the
knowledge that teachers have of the underlyingesystof the language that enables
them to teach effectively” (Thornbury 1997, as gabby Andrews 2007: 23). As
explained by Andrews (2007), TLA is concerned véttbject-matter knowledge and
it has a strong effect on the behavior of the temaend the pedagogical practices that
are performed in the classroom. By examining tipéctof the present study from the
point of view of the teacher, it is possible to geteeper understanding of the actual
teaching practices of English in Finland and thigebkebehind them.

The main interest of the present study is to discdww the special status of EIL is

represented in the teaching of English in Finnishosls. This will be approached
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from three different angles, which have been chasethe basis of the theoretical

background. The research questions of the preteiy are:

1) What kind of English-speaker models do teachergigeatheir pupils with?
2) What is the role of culture when teaching Englisfrinland?
3) Are there EIL contents in the teaching of Engliahd if so, what kinds of

EIL contents?

The first research question explores whether thehiers are striving for NS-like
language use or whether the models they providie pupils with represent more
typical EIL users of English. This provides infortioa on the norms and goals of
language learning and the possible appreciatiosoafe varieties of English over
others. Even though the research question talksitateachers aspeakersof
English, the focus is on both spoken and writtergleage use of the teachers. The
term speakey for instance imative speaker of Englishefers often to people who
use English as their mother tongue, and thus itama@r both spoken and written
English. Since the term is widely used in the &itare of the field, a decision was
made to use it in the present study, too, and emtce it with a more specific term,

for instance, a languageser.

The second research question seeks for an ansvwemt@and what kind of cultural
contents are included in English teaching. Doesver only NS cultures or is some
kind of an intercultural perspective included? Wimatthe role of culture when
thinking about the international nature of Englishaddition, this question provides
information on which cultures are being broughtinpteaching. The aim of the
guestion is to explore whether pupils are beinméto communicate effectively in
English regardless of the cultural background &f plartner, in all kinds of cross-
cultural encounters. Like the first research questithis one is faced with
terminological problems, too. The teroulture has had various descriptions in
previous research. In the present study, it is us®ti as a term for all kinds of
general cultural contents in the teaching, foranse high culture or manners, along

with information on specific cultures, such as Armoan culture or Finnish culture.
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The third research question investigates whetherettare instances in teaching
which illustrate the current status of Englishie pupils. Furthermore, if the data of
the present study consists of such teaching pes;tithey will be described and
summed up. On the basis of these three anglesydheinterest of the present study

should be covered.

The data of the present study consists of nine -seémétured interviews. The
participants of the study were young novice teaxhafr English with varying
teaching experiences. The interviews were recoatat! transcribed, and the data
was analyzed for its contents. The present stadybe characterized gsialitative
research, even though the concept of qualitative researctoften somewhat
ambiguous. Quantitative and qualitative researclhats have traditionally been
presented as opposite ends of a continuum, everghhthey are not antipodes of
each other in reality (Hirsjarvi and Hurme 2000; Zhlomi and Sarajarvi 2009: 65-
68). According to Seliger and Shohamy (2000: 124e, conclusions in qualitative
research are inferred inductively from the pattemthe data and these patterns are
grouped into categories. In the present study, ghigess is done with the help of
content analysis (see section 4.4). Rather thaargkpations, the aim of the study is
to discover the range of opinions and practicestargkt a deeper understanding of
their roots.

4.2 Data and data collection

The data of the present study was collected usirgerai-structured individual
interview. This choice was based on several reasdnsemi-structured interview
means that each participant will be asked the sseh@f questions, but their order
and exact wordings can vary. Methodologically a iss&muctured interview
emphasizes the participants’ interpretations oftépéc and the meanings they attach
to it (Tuomi and Sarajarvi 2009: 75). The schedfiehe interview is designed to
match the research questions and the aim of tlty,stnd therefore the questions
need to be chosen carefully. Two of the main acdgeg of a semi-structured
interview are its flexibility balanced by structuaad the quality of the data obtained

with it (Gillham 2005: 70). During a semi-structdranterview, the interviewer has
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the possibility to repeat questions, correct migusthndings, clarify wordings and
be in constant interaction with the participantaidihi and Sarajarvi 2009: 73).

Therefore the participants have the freedom to esitheir own ideas about the
topic and the interviewer the possibility to reg@ahe question and ask clarifying
guestions or elaborate the topic further. Thusphsicipants are not bound to the
schedule of a structured interview or a questiaendn addition, a semi-structured
interview allows the interviewer to remove somdhaf questions or alter their order,
if the participant has, for instance, already anms@éhe question. Furthermore, such
changes may be needed if the course of convershtisnby chance required an
altered order from what the interviewer had planbefibrehand. This can also be the
case if the participant has indicated that he @ sannot answer some of the
guestions. A questionnaire as a means of data eamald have enabled a bigger
group of participants, but since the present stuslyqualitative rather than

quantitative by its nature, it was more importanhave fewer participants with more
profound answers. The topic of the study itselfjiste ambiguous and somewhat
complex, and therefore it was essential for theaesher to have the opportunity to
discuss it personally with each participant. Thisuld not have been possible in

using a questionnaire.

The schedule of the interview consisted of fiventes, and the schedule can be
found in Appendix 1. The first theme covered thertipgpants’ background
information. These questions dealt with the pgdats’ education, length of work
experience, workplaces, and possible other langutyeght. The second theme had
to do with the participants as English speakerss Theme was started with the
participants’ own descriptions of English. They wayiven the opportunity to, for
instance, describe the overall status of Englishaatays, what English sounds like
to them, or in which domains English is used in therld. The aim of these
questions was to lead the participants into thenthef the interview and to arouse
their thoughts about it. In this way the descriptiof the international nature of
English was not given by the interviewer, but thetigipants had the chance to
define it themselves. After this, there were questithat covered the description of
English the participants use. They were given anchao describe the language
norms they strive for, the possible reasons fothi, possible impact of Finnish on
their English, the goals of developing their Engligkills at the moment, and the
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instances where they use English apart from wohle third theme of the interview
dealt with the teaching of English. These questioctuded the different varieties
and accents heard in the classroom and the kinEngfish that pupils use. The
fourth theme discussed cultural contents in Endlesiching. This was covered by
guestions concerning those cultures that were exedralong with the language, the
aspects of culture that were discussed, and the@fugisitors in the classroom. The
fifth theme had to do with the current status ofgi&h both worldwide and in
Finland. The participants were asked whether tlséohi, the importance, and the
status of English had been discussed in the classrand whether the pupils needed
motivation for studying English. One guestion wasrenphilosophical in its nature,
as it asked whether the participants felt they weaehing EFL, ESL, ELF, and so
on. Even though many of the participants found thisstion quite challenging, it
offered interesting points of view as they startieithking about it out loud. After
these five themes, there was the final questiort gave the participants the
opportunity to express, ask or comment on anythingcerning the interview
themes, the questions, the situation itself orstuely in general. It is important to
give the participants this opportunity, and evesutih one of its functions is simply
a “social closure” for the interview, it often pides more valuable material about
the topic, too (Gillham 2005: 78-79). This was alse case in the present study, as
many of the participants wanted to provide morernmfation about their teaching
practices concerning EIL, or to comment on why tfaynd the topic of the study
especially important and interesting. This alsosseaed the researcher’s opinion

about the importance of the topic studied.

4.3 Participants

The participants of the present study were not @hogandomly, because instead of
generalizations, the aim of the study was to gé¢eper understanding of the topic.
Therefore it was reasonable to choose participtras could provide the kind of

information that was striven for (Hirsjarvi and Hug 2000: 58-60). The participants
needed to be novice English teachers who would fragé ideas about the topic and
enough experience about the work, and the partitspthat were chosen had to

fulfill these two criteria. In previous researcincerning language teacher cognition,
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studies have focused on either pre-service teacti@as is teacher trainees, or in-
service teachers, that is those who already havgleted their training and work in
classrooms (Borg 2006). Novice language teacharsbeaplaced in the middle of
these two groups, as they already have finished th&ining but they do not
necessarily have a permanent post yet. Borg (2D05:106) has also listed previous
research comparing novice and expert language eesdbut this kind of comparison

is not conducted in the present study.

The present study had nine participants, one nradeesght female teachers. Their
ages ranged from 25 to 27, hence they were allyoawvice teachers. Most of them
had a Master's degree and they had graduated witinge years. A couple of the
participants had not yet finished their Master'esiis due to their current work as a
teacher, and they were planning to graduate appetely within three months. This
is a very common phenomenon among the target gsioge many of the graduating
English teachers start working before they finiBRirt studies, and therefore their
graduation delays. All of the participants had wagywork experience as an English
teacher, from shorter temporary posts as a sutest@acher to permanent posts, and
they had been working as a teacher for one toesxsy The work experience of the
participants covered most of Finland. Most of thiemal one or two other languages

that they were teaching along with English.

The participants were informed about the main thefthe interview beforehand.
The interview questions were not, however, giverthiem in advance. There are
differing opinions about this among researcherané&dhink that it is ethically
reasonable to let the participants know the topic @he interview questions
beforehand and that people are not willing to paudite if they do not know what the
interview will be about (Tuomi and Sarajarvi 20088). Others say that by not
providing the actual questions beforehand the gpents will give more
spontaneous and truthful answers. In addition, idnog the questions in advance is
often impossible, because many of the questionsaah should change as the
interview progresses (Patton 2002: 408-410). Thithe reason why the questions
were not delivered beforehand in the present statter the interviews, a couple of
the participants mentioned that they could haveerabered their teaching practices

concerning the theme better if they had been gitlem interview questions
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beforehand. That way they could have had more torteink about everything they

had done in the classroom during the past few nsosutid years.

4.4 Data processing

The first draft of the interview schedule was cosgmb in December 2008, after
which it was revised on the basis of peer-feedlzakthe theoretical background. A
piloting interview was conducted in January 2008cérding to Gillham (2005: 25),
a piloting interview provides the possibility toka®r comments and feedback from
the interviewee and to adjust the interview schedu the basis of it. In this case,
some of the questions were revised on the badiseofeedback. In addition, it gave
the opportunity to practice interviewing and to maure to avoid prompting. After
the piloting interview, the participants were sante-mail asking for participation in
the interview. Apart from one person, all the map@nts contacted agreed to be

interviewed. The interviews were carried out in feeloy and March 2009.

The data of the present study consists of ninevies. Each interview lasted 35-45
minutes. The interviews were carried out in différplaces, depending on what the
participants preferred. Each interview started aithexplanation of the main theme
of the interview, and the participants were giveioimation about the recording and
the transcribing of the conversation. They were a$ormed about the protection of
anonymity and the use of transcribed parts of tiberviews in reporting the results.
The participants were instructed that the questdmsiot measure their proficiency
and that there are no right or wrong answers to ghestions. They were also
informed about the possibility of not answering soquestions if they did not want
to. The aim of the interview was to explore thguimons and practices regarding
English teaching, and that way the participantsegaiuable information about what
was going on in English classrooms in Finland. Tl of orientation before the

actual interview begins is important, even thouigé information has mostly been
delivered already when contacting the participdotghe first time (Gillham 2005:

78). The nature of the conversation was quite dasuna at times the interviewer

added her own comments in order to create a relatedsphere.
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The interviews were recorded and transcribed imatelyi after each interview.
Since all of the participants were Finnish-speakihg language used was Finnish.
This language was chosen because it is usualleretsi people to express their
ideas freely in their mother tongue. The excerpthe interviews that were used as
examples in chapter 5 were translated from FintudBnglish and they can be found
in Appendix 3. The translations have the same cwrdas the Finnish extracts, but
some of the empty expletives, hesitations and iteget of syllables have been left
out. This has not, however, influenced the contétihe excerpts. Each interview has
been coded so that it is possible to track downrevieach excerpt used in the text
has been taken from. Each interview has been giveamdom identification number
between 1 and 9. This means that it does not reatxeathronological order of the
interviews. In addition, the transcribed intervielas/e page and line numbers. If, for
instance, an excerpt has a number sequence (3,H22¢xcerpt is taken from the
third participant’s interview, starting on line B8 page 5. This kind of identification
makes it easier to check the wider context of tteempt if needed, and to make sure
that all the examples of a certain category aretakgn from the same participant.
Since there was only one male participant, allhaf participants are referred to as
“she” in order to maintain the anonymity of the gapants.

The transcription conventions which are used awmgptdl from Leppénen, Nikula
and Kaanta (2008: 430-431). In the transcriptiesh®rt gaps or pauses are indicated
with a full stop (nutta . ei sp Cut-off sounds or repetitions of syllables ardicated
with a line i- mitd. The symbol (xxx) stands for unclear speech, and other
activities than speech are indicated in brack@taighter). Underlining stands for
emphasis Wléakoulussa and square brackets with a line insidg )( indicate an
unimportant part in the speech which has beendeftof the transcription. The

researcher’s clarifications are written in squaseckets famerikanenglanti).

The data of the present study was analyzed faomsents Content analysisnay be
used to highlight reoccurring trends, patterns dffegtnces within data
(Krippendorff 2004: 49). Content analysis can bedixted from three perspectives:
on the basis of the theoretical background, on lihsis of the data itself, or
combining these two (Tuomi and Sarajarvi 2009: 12@). In the present study, the

second perspective was applied in the analysis Kind of an inductive approach
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enables the researcher to compile the theoretadtdround and the data in parallel
with each other. This is a very typical featuregoélitative research, where different
phases of the study can be run simultaneously,tlaadiata can be gathered even
though the theoretical background is not quite ygad (Tynjala 1991: 394).

Tuomi and Sarajarvi (2009: 107-120, see also McR@Y6: 57-58) have described
the three phases of content analysis. Firstly, itfiermation within the data is
reduced by condensing and cutting it into parte &am of the study defines which
parts of the information should be taken into actoS8econdly, the data is clustered
by going through the coded utterances and groughiegn on the basis of similarities
and/or differences. At the same time the data besomore concentrated, as the
individual utterances form more general conceptd subcategories. Thirdly, the
data is conceptualized, as the subcategories ambined into broader classifications
and concepts. During this process the size of #ta teduces but the information it
contains becomes more important. In the presemtystthe analysis of the data
followed the process described above. In the pisase the information that the
participants’ answers contained was reduced injod@ds and concepts, and in this
study these are calletthiemes In the second phase these reduced key words and
concepts were grouped on the basis of similardmes reoccurrence and the groups
were given a label which described them. In thesgmeé study these are called
subcategoriesin the third phase the groups were combined loidger categories
and broader concepts, which are calledin categoriesin this study. These
categories formed the findings of the present stadyhapter 5. Appendix 2 contains

tables 1-3 which illustrate the analyzing procedssazh research question in detail.

According to Dornyei (2003: 116-117), content asayhas two important

advantages. Firstly, content analysis is a convéniay of analyzing answers to
open-ended questions, because they do not havede@@aeesponse options. Since
the data of the present study consists of openecmgestions without precoded
response options, content analysis offered a Heipdlito organize the data. With its
help, it was possible to form a logical structunéoithe pool of diverse answers.
Secondly, systematic content analysis can helpvoidang the harmful effects of

subjectivity on the part of the coder which migthierwise distort the analysis. That

way the pool of diverse responses is reduced tandfal of key issues in a reliable
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manner. Content analysis, as well as almost evathad, is always subjective to
some extent. Gillham (2000: 65, as quoted by DGr@983: 117) has described the
difficulty of content analysis by saying that inntent analysis there is “a good deal
of to-ing and fro-ing and there are almost alwagme loose ends, unclassifiable
elements which have to be reported as such”. Th& mgortant thing is that the
researcher makes the analysis detectable, sohihataders can see the researcher’s
train of thoughts and with its help decide whetlieey agree or not with the
researcher. From the researcher’s point of viewyterd analysis can be both
surprising and frustrating. Surprising in the setis# one cannot know beforehand
what the findings might be and what kind of catézpwill be formed. This can also
be challenging, because since the categories areébfully on the basis of the data,
it may be difficult to compare them to the thearatiframework of the study. Both

of these aspects were present in the analysisostiidy, too.

5 FINDINGS

In the following sections the findings of the preisstudy are reported, together with
illustrative extracts from the data. The findings @ach research question are
introduced in a separate section, and in the béginof each section a mind map
summarizes the findings in a visual form (figureS)3The most important words or
phrases in the extracts are emphasized botd. lllustrations of the analysis of the
data and the formation of the subcategories and roaiegories can be found in
Appendix 2 (tables 1-3). Even though the presamysts qualitative in nature, it is
interesting to review how many out of the nine jggzants mentioned each theme.
That is why the summaries of the main categoriestime in brackets the number of
the participants who brought up each theme. Theravfithe categories reflects the
frequency of them, as the main category with thetmfrequent themes is discussed

first. The same argument defines the order of tibeategories and the themes.

5.1 Teacher as a model of an English-speaker

The first research question studied the Englisichteaas a model of an English-

speaker. Even though English teachers in basicatidncin Finland are almost
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always Finns who do not speak English as their erattngue, they naturally speak
English as they teach. Therefore they offer a madfiein English-speaker to their
pupils. The findings concerning the question fornleete main categoriesauses
affecting teacher’s Englisicharacteristics of teacher’'s Englisdnd English in the
classroom Each of these main categories consisted of twacategories. The

analysis of the first research question is illustlavith the mind map (figure 3).

TEACHER AS AN ENGLISH-SPEAKER MODEL

CAUSES AFFECTING CHARACTERISTICS OF ENGLISH IN THE
TEACHER'S ENGLISH TEACHER'S ENGLISH CLASSROOM

EXTERMAL INTERMAL MARIABLE STABLE TEACHER AS LANGUAGE M
CAUSES CAUSES HARACTERISTICSICHARACTERISTICS] A MODEL THE CLASSROOM
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Figure 3. Teacher as an English-speaker model

The first main category, causes affecting teach&rglish, consisted of two
subcategoriesexternal causesnd internal causesThe two subcategories of the
second main category, characteristics of teachdtigglish, were variable
characteristicsand stable characteristicsThe third main category, English in the
classroom, consisted of two subcategories cé#ladher as a modeindlanguage in
the classroomThe following subsections study these categownih the help of

clarifying extracts from the data.
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5.1.1 Causes affecting a teacher’s English

The findings of the study showed that there aréouarcauses which have affected
or which are affecting the English that the novieachers use. These causes were

eitherexternalorinternal.
External causes

The external causes that came up in the intervieeve causes which came from the
outside. This means that the reasons that haveemied a teacher’'s English were
not dependent on the teacher but the environmeglidh lessons in basic education
have had a huge impact on the type of English that novice teachers use

nowadays. This cause is discussed in extract (1):

(1) no mita nyt on_harjoteltjust niinkun kuitenkin aantamista kun miet-
mietitdan meidanki se aantamiskurssi niin kyllalsiind enemman . enemman
se kuitenki painottu siihen brittipuolelle ja nitnlsemyo6s koulussa aikanaan
sehan nehan oli lahes ainae luki- lukijat ja muut . tekstien lukijatniin tota
sielta (9,1,43)

Since the characters on tapes have had a certz@mtadt has also affected the way
the participants pronounce English nowadays. BEmdéssons back in their school
days have influenced the English of the novice heexin many other ways, too.
Other factors in basic education have been, faam®, the English teacher and the
school book. The variety in the school books hasnben influential model for

spelling, as illustrated in extract (2):

(2) varmaan sillon ku ite on kayny kouluja nise . on niinku ollu
oppikirjoissa sdyyli [brittienglannin kirjoitustyyli] (7,1,30)

As most of the texts in school books have beenritisB English, the novice teacher

has adopted British English spelling as her vaiietyritten English.

In addition to basic education, university studiese been an important external
cause on the type of English the novice teachersiawadays. Extract (3) illustrates
this:
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(3) ehkd mydsvarmaan opinnoissa se oli . oli sitte enemman . ahk
opettajilla semmonen taustgbrittienglannin tausta] siina sitte taas et
varmaan seki muokkaa jollain tapaa etta mita oik&jotusta ndkee ja kayttaa
ja lukee (8,1,43)

Since most of the professors and teachers in tivensity studies had been speaking
and writing British English, it has affected thevite teachers’ way of speaking and

writing in English.

Formal teaching of English is not the only factdnieh has affected the teachers’
English. Television seems to play a huge role itemining which variety and
accent the novice teachers use. The participaextiact (4) discusses the influence

of television:

(4) mut toisaalta sitte taas ku aattelee sita eti@ oon aika paljo televisiosta
oppinu niin varmaan puhun puhun my6s aika paljo amerikiémku variantilla
koska aika monet sarjat tulee just amerikasta naté telkkarista kattonu
(1,1,30)

Accordingly, American English seems to dominate I[Ehgon television, which had
brought features of American English into the laampi use of the novice teachers.
Many participants mentioned that even though thag learned British English at
school, television had changed their English mongatds the American English

variety.

Some of the novice teachers had also stayed alimoaa English-speaking country
for a while as an exchange student. Extract (3pdhices the influence which stays

abroad have had on the participants’ English:

(5) koskaméa oon ollu sen vuoden vaihto-oppilaana usassa . sielt ehka jai
vahan sellanen amerikan aksentti [-] vaikeehan sitid puhua toisellakaan
tavalla ku kaikki muut puhu jollain lailla (3,1,35)

A year in the United Stated had influenced theigent's English so that she had
gotten features of American English in her own leage. It is quite natural that the

language which everyone else uses around us affectanguage.
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To sum up, the data of the present study demoeadtfaur different external causes
that have influenced the novice teachers’ EngBssic education has had the most
important influence (8 participants). More spedifig, the factors in basic education
have been the school books, the tapes accompattygngooks, and the teacher’'s
English. University studies have also changed thg the participants speak and
write English, as most of the teachers in the usite have had British English

background (5 participants). Thirdly, televisiores® to have affected the teachers’
English, and American English has been the mostiramh variety on television (4

participants). Finally, longer stays abroad hawe ahfluenced the participants’ way

of speaking and writing in English (3 participants)

Internal causes

The external causes which were mentioned abovehaay had either conscious or
subconscious influence on the novice teachers. Me@ns that the participants may
have wanted to imitate the type of English thatythed heard at school or on
television, or these factors may have influencesdrtinglish subconsciously. The
data showed that there are, however, also twonaterauses which, by contrast,
have always been conscious choices of the pantitspdhe first internal cause was
personal preference. This means that the noviahées prefer one variety or accent
to the others, and this preference has affectetietighers’ own English. Extract (6)

illustrates this choice:

(6) se varmaan sitte ku on ollu niitd amerikkalai&avereita ja mun mielesta
se on aina kuulostanu hienolteettd on se ollu tdmmodnen niinku et ehka
halunnu vahan samaistua sitte siihen viiteryhmaatita on se varmaan mutta
osin myds sitte ettd mm- ollu naita kavereita jitem kans kayttany sita kielta
niin sit se on sielta tullu (5,1,30)

The participant has consciously chosen to use AraerEnglish, because she thinks
that it sounds wonderful. She has also had Ameridands and she has wanted to
identify with that linguistic group. Other partieipts explained also that they have
such personal preferences for a certain varietgcoent over the others, and that is

why they have chosen to use them.
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Another finding was that in addition to persona¢fprences, the novice teachers
have positive or negative attitudes towards certaineties, and that has affected

their own English. Extract (7) demonstrates negsadittitudes of a participant:

(7) emma tieddna jotenki koen serbrittienglannin] ehka . tuntuu hélmolta

sanoa parempananutta siis ndin ma sen ehka koga ma en . niin .se on

muu- muun muassa maantietellisestiki lahempén@ . ma en kaikkea
amerikkalaista taimd en niin kaikesta amerikkalaisuudesta valitd hegsti

niin ehk& sekin . on sit sielld taustalla (4,1,31)

The participant has negative attitudes towarddhiged States, and that is why she
prefers British English to American English. Sheoakxplained that since Great
Britain is geographically closer to Finland thae tnited States, she has chosen to
use British English. The phragds, among other things, geographically clogése

on muun muassa maantieteellisestiki lAhempéan&”) desyonstrate that in addition
to geographical factors, Great Britain is also rabytor culturally closer to Finland
than the United States, and that is why she fé@isAmerican English is somewhat
distant to her. Some of the participants also r&ethrthat British English is
somehow more polished or elegant than AmericaniEmghnd that is why they want

to use it.

To sum up, there were two internal causes that hffeeted or that are affecting the
novice teachers’ English. The first one was perspreference, which has made the
participants choose one variety of English overdtiers (7 participants). The other
internal cause was negative or positive attitudeatds a certain variety which has

also affected the choice of variety of the novieachers (3 participants).

5.1.2 Characteristics of a teacher’s English

The data of the present study consisted of sewestdnces where the participants
analyzed characteristics of their English. Everugiothe participants described their
English in terms of accent or variety of Englishe tpresent study was more
interested in the broader characteristics of tlaiguage. Instead of simply listing
which accent or variety was the most common ore fébus was on whether they

use a certain, settled English variety or whethey tend to vary their language use.
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Do they give their pupils a model of a fixed vayief English, or do they present
features of several varieties? The characteristiestioned in the data were divided
into two subcategoriesariable characteristicandstable characteristicsand these

are discussed next.

Variable characteristics

The data contained two repetitive themes which acche described as variable
characteristics of the novice teachers’ Englishe Tibst variable characteristic was

mixing of English accents in speech. This aspeirttisduced in extract (8):

(8) ma luulen et se [amerikanenglanti] on jaanykpiken padlle ja nyttemmin
yliopistossa @a koska on ollu enemman brittivaiitdt niin se on ehka
muuttunu vahan siitd [amerikanenglannista] poispéintta ei kuitenkaa taysin
. eliehkd ma puhun jotain niitten sekotust,1,38)

The English accent of the participant has beerueémited by both British and
American Englishes, because studies at the uniydrave brought British English
features into the American English accent which plagticipant has had before.
Therefore the accent at the moment is a mixtutbede two. One of the participants
described that she has a Canadian English acas@ube that accent is described as
an intermediate form of British and American Englihe participants explained
that since they have learned different featureBSraflish in different situations, their

accent is somewhat mixed.

As the English accent of the novice teachers setmse a diverse mixture of
different accents, they also seem to vary theieacdepending on the situation. This
variation can be either intentional or unintentionehe participant in extract (9)

describes the changes in her accent:

(9) se on semmosta sekalaista etta en ti& mitdkseenoon mut se on semmosta
jotain . hieman brittildiseen viittaavaa englantiaut sittoisaalta jos on niinku
tekemisissa vaikka amerikkalaisten kanssa niin sitgvin helposti rupee
imitoimaan sita et se muuttu2,1,35)

If the participant associates with, say, an Amerigeerson, she tends to start
imitating the American accent and therefore herlBhghanges towards American

English, even though her accent is normally mdke British English. The other
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participants reported also that if they focus agirtlspeech, they can make it sound
more like a certain accent. If they speak with anish person in English, their
accent may also be somewhat different from inteactwith a NS of English.
Furthermore, their English may vary depending anftirmality of the situation or
their role in the situation, and the type of Englidey use as teachers in the

classroom is discussed in section 5.1.3.

In summary, the English of the novice teachers setemhave two strong variable
characters. First of all, they do not have a singédtled accent in their speech but
they tend to mix features from several NS acce@tpdrticipants). Second of all,
they vary their English on the basis of the sitatiand the interlocutor (6
participants). It is difficult to say whether thappens automatically or intentionally,

but it seems to be a common feature of severdleoparticipants.
Stable characteristics

The findings showed only one clearly stable charstic of the novice teachers’
English. This characteristic was a consistent dise a@ertain NS spelling of English

in written language. This aspect is emphasizeciraet (10):

(10) ma yritdan ma just haluisin ettdis niinku silleen selkeeettei ku sitte voi
tulla helposti ettd kirjotuksessa vois tulla naliétti ni ni ma oon yritdnny
vaikka wordi aina allevivaa ne mun ku ma kirjotameter enka metre ja
tammadsta nma yritan pitdd sen kuitenki vaikka seamerikan etté ois niinku

semmonen yks yhteneva etta ei ois sellanen sekégikil,36)

The participant wants to use American English spgltonsistently in her written
language, so that it would not behgbrid form (“sekasikio”). Other participants
described similar objectives of consistency in teritlanguage (9 participants). Thus,
one can conclude that the novice teachers doritestionally so that they focus on
using the same way of spelling all the time. Thdyoapointed out that the
contemporary technology in the form of the wordgassing prograridVord helps in
this matter, as it has a spell-check where the aaarchoose the desired way of

spelling.
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5.1.3 English in the classroom

The third category regarding the first researctstijor was about the type of English
that the novice teachers use especially in thesaas. Even though the
characteristics of their English were already dssed in section 5.1.2, they seem to
change their way of using English while they aecteng. That is why it was treated
as a separate category in the present study. Thia nategory consisted of two
subcategoriegeacher as a modelndlanguage in the classrogrand both of these

are examined below.
Teacher as a model

According to the data of the present study, thea®teachers have a strong image
of themselves as models of English-speakers ireyles of their pupils. This image

has affected the way they act in the classroomrelvere two themes related to this
image. The first theme was reflection about beingh@del. There were several

instances in the data which showed that the notdeehers have clearly thought

about their role as English-speaker models, andheix{11) presents an example of
this kind of reflection:

(11) oon mé niinku sanonu niinku etta . ku ne kysylka ettd . saattaa joskus
kysya et kumpaa pitdd kayttaa tai kumpaa pitdd puhu. ma oon niinku
sanonu et se on ihan niinku oma valint@ sit semmosissa ehkéd tormaéa méa
niinku ite mietin jos on jotain sanoja aannetddneg$a et toistakaa mun
perassa niin . sitte mulla on niinku semmonen \@bé&t haluuko ne sanoa nyt
ettd water [amerikanenglannin aksentti] vai sanookee ettd water
[brittienglannin aksentti] ja silleen ett&alilla ma oon sanonu et alkaa taa ei
tarkota nyt et teidan on pakko niinku sanoa néin amkkalaisestija . mut
silti toisaaltamun on ite hankalaolle- puhuu jotenki muutenku se on taas
mun semmonen niinku oma niin sitte m& oon vaarkuikoittanu ettd ma
puhun ite ihan aika (laughter) vahvasti sitd omaat mon antanu vapauden
niinku etttd saa puhua mita haluaa [-] vaikka itellon joku semmonen
amerikan aksentti ja tommonen niinku suuntautuni@vaiinku amerikkaan
niin ei se tarkota ettd ma haluaisin niinku semmosfamerikanenglantia]
vaan valittaa niille(5,3,37)

The participant has been worried that since sheahlthick American English accent,
her pupils may assume that it is the only moddtmglish that she wants to provide

them with. Yet, she says that it would be veryidifft for her to change her way of
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speaking because of this. That is why she has iegldo her pupils that they can

choose whichever accent they want to and they dbance to imitate her.

As the previous extract showed, the novice teachezsaware of both their own
identity as an English-speaker and their role as€nglish-speaker model in the
classroom. This can be confusing for them, becthesgedo not know which variety
they should teach in the classroom. Their way afigigEnglish is usually based on
the NS models, yet they do not know whether theyukhuse those models in the

classroom. Extract (12) describes thoughts abasit th

(12) taé& on just taa ettd keneenglantia me opetetaan ja se ettd esit jos
opettajilla pitaa olla joku tietty aksentti niin et miksja kuka sen maarittelee
ja . et siis . tdd on_hirveervaikee [-] sehan on myos vaha niinku
identiteettiasiaettd . mulla on hyvin auki oikeesti niinku namél&itassa etta .
etta tota tda on sen takia mun mielesta niin miglatonen aihe koska sita se
on hirveen vaikee sanoa [fhulla oon kuitenki oma identiteetti sitte siina
kielenkayttajana(8,2,1)

If it is expected that teachers should teach omeicpéar variety of English in the
classroom, what is the reason for it and who idgcide which variety it should be.
The teachers feel that the type of English they isasgtrongly dependent on their
identity as a language-user. If they have to chahge way of using English only
because they have to act as English-speaker mamékeir pupils, it also affects
their identity. This is why it would be importart study whose English is taught at

school, as pointed out in extract (13):

(13) mut m& oon ehk& sitd mieltd oon ett@in mielesta ois hirveen hyva
niinku vahan koulu- . kouluopetuksessa englannindp&sessa miettidita et
kenen englantia siella opetetaan mka siella vahan tutkia sitd mikaiella
oikeestaanonks siella jollain variantilla sitte semmonen yhita et jotain
opetetaana . ja pit-saako se olla niin ja pitaisko se olla niifa . ja siismitka
ne arvot et miks joku_toinerenglanti on niinku parempaa ku joku toinen
englanti[-] ei se oo enda silleen kenenkaan omaiswgika tavalla et se tassa
on just vaha silleen aina miettii ettd hmm no té@@myt varmaan vois hyvinki
monella tavalla opettaa ja . ettd siis aiitd vaihtoehtoja on niin paljon. etta
se on vaha . on mista valita . ainaki (8,6,52)

The participant thinks that English does not beltmgny certain group of language
users anymore, and there is a wide choice of a@t®es in terms of English varieties

and accents. By studying which varieties are dontiimathe classrooms, it would be



54

possible to start a discussion on whether it isvadld to have such dominance and
which are the values behind these decisions. Becaltishese considerations, the

novice teacher feels confused about her choicenghh variety in the classroom.

In addition to different kinds of reflections abdaging language-speaker models to
their pupils, the novice teachers seemed to havetaresting view about making

mistakes in the classroom, as pointed out in ex{fat):

(14) jos ma vaikkduokassa opettajana mulle tulis semmonen niin satuot
moka ni se ei olis mun mielesté sillon ihan niin stavaavaikka siis virheiden
tekeminen on sallittua ja ndin muta en haluais antaa oppilaille vaaraa
mallia kdyttaa jotain juttua mutta sitte muuten ni se@imun mielesta millaan
tavalla vakavaa et kylla jokainen saa siita kielést tavallaan tehd oman
nakdsensa niin kauan ku tulee ymmarretyks (6,2,4)

In other words, the novice teacher feels that e@ugh making mistakes when
using English is allowed and okay, it is not smakd for a teacher who is using
English in front of pupils. The reason for thistiet she does not want to give her
pupils a wrong model. Extract (15) provides anotkgample of such way of

thinking:

(15) kyllah&n sen [suomenkielen vaikutuksen] kuslt#e aina ja valilla emma
tiid huomaako ne oppilaat niinkda mite aina sit sarahtad korvaan et voi ei
taasne meni tossa vaarifry] mutta pakostihan se sielta ja eihdn mmé en oo
natiivipuhuja niin mé& en oo natiivipuhuja(9,2,12)

Even though the novice teachers seem to accepntivence of Finnish on their
English, they may become discouraged if they ndtie¢ they have made a mistake
in front of their pupils. In addition, the partiaipt seems to think that NSs of English

do not make mistakes in, for example, pronunciation

To sum up, the novice teachers seem to regard #eessas English-speaker
models, and this shows in their reflections aboy¥ iparticipants). Moreover, they
try to avoid making mistakes when using Englishhi& classroom, because they do
not want to provide their pupils with a wrong mo@@lparticipants). In their opinion,
NSs of English do not make mistakes in their lagguase, and since they are

striving for a NS-like language competency, thegudth not make mistakes either.
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Language in the classroom

In addition to the more general expectations whilsh novice teachers set to
themselves as English-speaker models, the datashlwed that there are some
specific characteristics of the language which tischers use in the classroom.
Section 5.1.2 discussed some more general chasiicerof the language of the
participants, but the following two features seenbé¢ typical of their English in the

classroom.

First of all, the novice teachers strive for contgnesibility or clarity in their

classroom English, as pointed out in extract (16):

(16) joskus niinkwpettaessa yrittda silleen puhua selkeemrkivska kuitenkin
amerikan englannissa ehké vahan se enemman sekmtaénteet . ettd se on
sitte kans semmonen . semmonen tota niinkun tiiela ainaki ettdse on
helpompi sitten heidén erottaa ne aantg6t2,1)

The teachers try to use clearer English in thesotesn than they normally do. They,
for instance, try to pronounce different phonemesarcarefully, so that the pupils
could distinguish them more easily. In additiorgyttnave tried to avoid the influence
of Finnish as their mother tongue, because spedkiglish with a Finnish accent
might, according to them, be difficult to understdor their pupils. This was also
one of the reasons why some of them wanted to sasmduch NS-like as possible —

it would be easier for pupils to understand them.

Second of all, as some of the novice teachers traceto imitate NS-like accent so
that their pupils would understand them better, safthem have tried to neutralize
their accent in order to avoid causing negativenotations or attitudes towards a
certain accent. Negative attitudes towards Amerkeaglish are discussed in extract
@an:

(17) huomaa etta jossain niinkuokassa ei ehka tai yrittda valttaaki etta ei
puhu niin hirveen leveeta jenkkidja semmosta mut sitte jos on vaikka
amerikkalaisten kanssa niin sitd helpommin puhtte §nemman semmosta ja
yrittdd valttda niinku semmosta suomalaista mutiiée sjos puhuu vaikka
suomalaisten kanssa niwoi niinku vaha yrittda ettei se oo niin semmosta
arsyttavan vahvaa jenkki&] jotain amerikkavastaisia ihmisia se voi arsyttaa
niinku suomessa vaikka ja kylla ma sain joskus silbeki semmosta palautetta
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[[] etta aluks arsytti leved jenkkiaksentti muttdtes siihen tottui ettd voi
kuvitella ku amerikka taas ei valttamatta oo kokovassa huudossa ainakaa
nyt bushin aikaan ollu . niirse voi sitte niinkukér- kohdistua vaha niinku
siihen aksenttiin sitte ettd niinku se arsyttad ka@sarsyttaa vaikka amerikka
maana tai amerikkalaise(5,1,51)

The teacher has noticed that she strives for araleatcent, or a very general
American English accent, in order to avoid irribatiamong the pupils. Strong
American English, for example, can irritate thosgifs who do not like Americans
or the United States as a country. That is whytelaeher with a very thick American
English accent tries to neutralize her English atesery time she teaches. This has
not, however, affected her way of speaking Engbsitside her workplace. Other
participants reported also that as they are tegcthiny strive for a more neutral

American or British English accent.

In summary, the novice teachers tend to change leemal way of using English in
two ways as they use English in the classroom. Thgyto make it more
comprehensible (5 participants) and they try to tradwe their accent (3
participants). This shows that the teachers car lufferent identities as English-

speakers — one as teachers and one as “normalsknglers outside classroom.

5.1.4 Summary of the teacher as a model of an English-salker

All in all, when describing the novice teachersEaglish-speaker models, one can
find both reasons that have affected their Englstd characteristics that are
common to their English. First of all, there arei@as reasons behind the variety and
accent of English that the novice teachers use.eSofrthe reasons are external,
some of them are internal. Some of them may beatauns choices that the teachers
have made because they have wanted to identify avitlertain language group or
separate themselves from some linguistic or culgn@ups. Some of the causes may
have been totally subconscious. This may be the gashe situation where, for

instance, a young child is starting to study Eiglis elementary school. At an early
age children are not necessarily aware of all ifferdnt varieties of English, and

they start to imitate the English they hear on saoa television or in the teacher’s
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speech. Later on, as the data of the present $tady demonstrated, the language

learners often become aware of these subconscimses.

Second of all, the characteristics of the noviachers’ English are both variable
and stable. The paradox between spoken Englishwaittén English is that as the
novice teachers describe their spoken English they words likemixture of

different accents, whereas when describing theittemr English they say that they
try to avoid it being amixture It is interesting to wonder why the novice teashe
strive for a consistent use of one way of spelimgritten English, even though they
do not have such ambitions with their spoken EhglMdoreover, their models of
English are based on NS varieties and they doeemngo describe their English as,

for example, Finnish English, which could be seeamEIL variety.

Third of all, the novice teachers are clearly awafréheir role as English-speaker
models in the classroom. They try to avoid makingtakes in front of their pupils,
and in their English use they strive for comprefigliy and neutrality. Often these
changes in their language use are conscious, adtaeugh they do not normally
have strict demands for “perfect” English, theyrade have higher expectations for

flawless English in the classroom.

5.2 Role of culture in English teaching

The second research question studied the role ltdreuand cultural contents in
English teaching. The findings of the second redeaguestion were divided into
three main categoriesulture defined from the outsideulture defined through
concrete componentandculture as part of the languag@&he analysis is illustrated

with the mind map (figure 4).
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The first main category, culture defined from thetside, consisted of two
subcategoriesthe role of the school bookndthe role of the teacherThe second
main category, culture defined through concrete pmmments, had two subcategories
as well:general knowledgandpeople’s behaviorThe third main category, culture
as part of the language, consisted of two subcetegealledlinguistic politeness
andother remarks about verbal communicati&@ach of these main categories will
be discussed in the following subsections with ik of examples from the data.
The fourth subsection reports shortly the findilagut the interesting question of
whose culture is taught at school. This factor watsa category that came up in the
analysis, but since it was discussed with the @pets and it is an important
guestion when thinking about the international reataf English nowadays, it should
not be left untouched. The fifth subsection expants into intercultural

communication and how it is taken into consideratioEnglish teaching.
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5.2.1 Culture defined from the outside

The findings of the study showed that as the noteeehers think about culture in
their teaching, they often present it as somettivag is defined from the outside,

eitherby the school boodér by the teachehim or herself.

Role of the school book

The data of the present study showed that the $dimuk has an important role
when teaching cultural contents. Different cultuags usually divided into separate

themes or chapters in the books. Extract (18)tittiss this point:

(18) no monesti se aina menee vaha silla@akohtasesti ettd noissa kirjoissa
saattaa olla se ettd . etta tdssa nyt on vaikkas vkappaletta jostain
irlantilaisesta tytosta kerrotaan ja nain ja sillagiita sitte otetaan sita ja sitte
taas menndan vaikka amerikkalaisen . jonku totan miuoren elaméaa
seuraamaan ja sitte . katotaan sielta etta mitétarsiihen liittyy et se menee
monesti talla tavalla niinku ylékoulu tuntuu ainakitd oppimateriaaleissa se
on ajateltu silla tavalla monesti se (8,4,27)

Different cultures or countries are divided intpate themes, which are scattered
in the books, so that different cultures are radicussed together. For instance,
five chapters tell about the life of an Irish giahd that way the pupils get to know
something about Irish culture. After this the faliag chapters may tell about

American culture by following the life of an Ameaic youngster.

Sometimes there may be only one chapter which ppased to be enough for

introducing one culture. This is discussed in extt(49):

(19) siind oli joku just australiaa kasitteleva kegbe . se oli just silla tavalla
ettd jokuaustraliakin niin se meni tavallaan yhessa kappassaetta se oli nyt
niinku se vaihtelu siihen normaaliin (7,3,30)

Cultures are often handled separately and briéiftye participant explained that
Australia, for instance, has been discussed incbagter, and that has brought some
variety into the “normal themes”, which in this eagferred to British and American

cultures.
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In addition to the small number of chapters onedléht cultures, the participants felt
that cultural components are only something exdrad everything else is more

important in the chapters. This is mentioned imaeitt(20):

(20) siis sita tulee silla lailla . monestihan kieeitten kirjojen kappaleet on
laadittu silla lailla ettd niissa olis siina siséibsa jotain kulttuuriin liittyvaa et
se tulee siin& niinku tavallaan ohessamut ettd must tuntuu et se hirveen
monesti jaa silleerettd siitd ei sitte varsinaisesti keskustebdta keskitytaan
vaan siihen kappaleeseen ja kappaleen kaantamisgé@rse ymmarretaén se
teksti oikein mut ettd seekstin sisaltd itessdan jaa vahan heikosti kadyél
1,4,4)

As the data shows, teaching often concentrates worthe language itself, rather
than the content of the chapters in the books ttommon for the teacher and the
pupils to focus more on translating the chapter anderstanding each sentence

correctly, and so they do not discuss the inforomaitn the chapter so deeply.

Cultural contents were also described as somethitgch is covered only

superficially in the school books, as extract (@\eals:

(21) no oli joku oli joku skotlantijakso Kedytiin ihan tAmmaosta yleista triviaa
et ei nyt mitenkaa syvéllistéet se oli todella semmostpintapuolista
kulttuuritietoa mutta vahan edes (2,4,8)

Cultural information in the chapters is often stip@l trivia, which does not go
deeper into cultural issues. For instance, a chafteut Scotland had provided only
very general information about its culture. Thetipgrant stated, however, that it is

better than nothing.

As the previous points showed, the school bookdragmportant role in defining
culture and bringing up cultural issues into larggideaching. This point was also
made by the novice teachers, as they talked abheubte of the school book. Extract
(22) illustrates this:

(22) monesti just naissa . ku siirrytddn osiostésden niin niissa on sitte
semmosia kulttuurijuttuja mut . mut aika paljontsmnjustriippuu tosta . mika
kirjasarja on kaytossd9,5,1)
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Cultural content is dependent on the school boadug&specially contemporary
school books seem to be quite good in terms ounllteaching, as discussed in
extract (23):

(23) jotenki luottaa my6s siihen etiika hyvia jo on oppikirjatetta sitte niissa
tulee aika paljo sitd maantuntemusta ja semmostkunitessaan (5,5,34)

The novice teachers rely on the contents of theaddmooks. The books nowadays
are claimed to have quite a lot of cultural thena@sl information on different

countries, and the participants seemed to be pleaik that.

In summary, the participants explained that cultw@mponents are divided into
themes or chapters which cover one culture at & tif participants). Different
cultures are not discussed together and there amehapters which would discuss
intercultural themes. Secondly, the participantsasked that cultural components
are often superficial information or only somethegra in the books — culture is not
an important subject in itself (6 participants).irdlly, the themes related to culture
often depend on the school books and what the nartb@ve found important (5
participants). The novice teachers seem to relyhenquality of the contemporary
books.

Role of the teacher

Even though the school book has a big role in dgjicultural teaching, the teacher
has an important role in it, too. The novice teastsem to approach the topic with

the help of their own experiences about other cesdtuas extract (24) points out:

(24) ma oon ite ollu pari kertaa amerikassa niinkiha pitemman aikaa niin
ni kylla sitéa haluaa niinku vaikka itellaki se adetenki ihan pieni niinku kuva
siitd amerikasta ihan olematanut silti jotenki niinku voi kuvitella tai itestin
ainaki kiva jos joku kertoo niinkemia kokemuksianiin me ollaan katottu
vaikka yhessa kuvia ja ma oon niinku niista kuvigtaku tuonu jotain niinku
mista mun mielesta tulee se amerikkalainen_kulttuuesiin ja niinku et ja
haluaisin ettd enemmanki olis ettitdd nyt niinku ruveta vaan
matkustamaantassa nain kans ettd et edes jotain niinku . j@rhaa etta
oppilaat hirveesti tykkda semmosegts,36)

The novice teacher feels that pupils are excitduetr about her experiences abroad.

She has shown them photos that she has taken Wnited States, and that way they
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have talked about American culture. She would wantravel more, so that she

could have personal experience about several egltur

The stories do not always have to be experienceitidyeacher. Even stories about

the teacher’s relatives or friends will do. Thipedt is discussed in extract (25):

(25) ma ite tykk&an niinku heittdd enemman sellagtamun kaverisiella tai
taalla tai niin edelleen etta sellaset jutut yle@néa niille paremmin mieleen
(6,4,29)

Stories about the teacher’s friends abroad hawe raised the pupils’ interest, and

they seem to remember those stories better thamménethat the school books report.

In addition to the teachers’ experiences, the ggehts of the study remarked that
they should gather lots of additional material abmiter cultures. This point is made
in extract (26):

(26) et mulle ainaki on tullu itelle semmonen k@i mun pitdis hirveesti
hommata semmosta muuta materiaalia semmosta kultinateriaalia oikein
ettd mé saisin joka kappaleeseen semmosta lisatetté ma saisin sitte viela
kerrottua lapsille enemman siit&ttd ma saisin niille kerrottua sitd muutenki
sita kulttuurijuttua kuin mita siind kirjassa tuleeja etta siitd . jo- jotenki
kasiteltya sitd enemman sita kulttuuria siella $g on tietenki eri asiakuinka
Syvaa se on sitte ettd jos ei 0o mink&anlaisia orkéntaktejatai nain niin
kuinka hyvin ne jaa mieleen (8,4,8)

The participant wants to gather plenty of mateatadut cultural issues in order to be
able to teach cultural contents. At the same tithe, participant suspects that if
cultural teaching is based on materials which ateconnected to the teacher’'s own
experiences, pupils may not learn cultural issuwesvsll. In other words, cultural
teaching which arises from the teacher’s experiemgenore meaningful for pupils
than cultural materials which are gathered onlytéaching purposes. That is why
the teacher should have some contacts to otheureslt Similar feelings are
discussed in extract (27), in which the need fdtucal issues has caused feelings of
inadequacy:

(27) tuo oli sellanen oikeekipukynnys itellatai mietti etta_mitersita pystyy
niinku opettaa sita kulttuuria niinku ettéd se omrtirveenlaaja ja englannin-
englanninkielinen puhuvia maita [-] niitd on hirveanonta ettd ma niinku
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ikind mun tuntemus riitd siihenettd ma voisin kertoa jotain niinku taysin
jostain intian kulttuurista ja australia ja ameriilja englannin ja mita niita nyt
on . et se niinku tuntuu etté ihaittamattomyys iskeeiina (5,5,22)

The teacher has felt inadequacy when talking alwoitures which she has not
visited or experienced herself. The participardcdbed this as a “pain threshold”,
and she has felt that her knowledge is not enoaghfroducing different cultures to

her pupils.

The findings of the study showed that the novieehers are aware of their own role
in introducing cultural issues to their pupils. Ext (28) illustrates the role of the

teacher when teaching cultural contents:

(28) no sanotaanko niin ettd aa . kirjasarjastgppuen aa siina itse kirjassa
voi olla aika paljonki semmosia sivuhuomautuksiasia niitd voi olla tosi
vahan . mutta sise on vahan opettajasta riippuvaa se etta mitenjpaitte
niinku haluaa muuten tarinoida asioitg6,4,9)

Even though the school books present cultural ppiacdepends on the teacher how
much she wants to bring additional information dlgbfierent cultures into language

teaching. This is also discussed in the extracdt (29

(29) totta kai se [kulttuuri] nyt ja& vAhemmalleikwse ite kieli . mutta sitte
musta tuntuu ettdna ite aina sinne lisdilen jotain kommenttejaippuen
asiayhteydesta (3,4,19)

The teacher states that cultural issues are in romyosition compared to the
language itself. She, however, likes to add her cemments and stories to bring up

more cultural issues than what the school booksemte

Interestingly, even though many of the participamtsnted out their own role in
talking about other cultures, only one participar@ntioned pupils’ own experiences
about other cultures and how those experiences dmiuised in the classroom. This

point is made in extract (30):

(30) ja sitte niinku hyddyntaa myds sa@pilaitten omaatuntemustaet sitte
taas ne on tuonu ku on ollu ollu [-] matkailu teamaniin ne on tuonu omia
kuvia ja sitte joku on saattanu olla vaikka ausaa$a ja se taas kertoo niinku
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et ei sen tarvi olla ettd_mégaan niille vaan ettd niinku yhessa opitaan
tavallaan (5,5,42)

In other words, it is not always the teacher whousth be in charge of talking about
other cultures, since many pupils have been abavadthey can also teach each
other and the teacher.

To sum up, the teacher’s role is vital and it carseen in three different factors. First
of all, the novice teachers use their own expederas examples of other cultures, or
they report experiences that their friends haveaiadad (5 participants). They have
noticed that pupils like to hear about their owpenences and that pupils remember
those stories better than the information in thieost books. Second of all, the
novice teachers feel that they should travel moik gather lots of extra material to
be able to please their pupils and answer theistopres about other cultures (3
participants). If they have not travelled muchytheay feel inadequacy when talking
about other cultures and they say that if the etoare not based on their own
experiences, the teaching may be quite superficiaitdly, it is often the teacher
who is in charge of bringing up culture in the sta®m (3 participants). The novice
teachers feel that they have the responsibilityath about other cultures and add
some extra comments to those cultural themes wthietschool books present. The
experiences that pupils have about other cultueesnsto be underutilized, as they

are not often used in the classroom.

5.2.2 Culture defined through concrete components

When looking at the data in detail, there were caaitng themes in terms of
concrete components representing culture. Theseretencomponents were divided
into two subcategorieggeneral knowledgend people’s behavigrwhich will be

discussed next.
General knowledge

One finding was that when the novice teachers wsked about cultural contents in

language teaching, they started describing diftetepics of general knowledge
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about other cultures. Geography, as extract (8igtrhtes, is often discussed in the

classroom as part of culture:

(31) ja nyt sitte ma kayn talla hetkella l1api .dylsvaltoja juuri niin niin siina
kayaan niinku eri osavaltioita yhdysvalloissaiista tulee niinku maantietoaki

. emma tia onko maantieto ny kulttuuria no tavallaan . tAmmdsia juttuja
mulle tulee @kkiseltaéan mieleen (1,4,16)

The class had been discussing different stateseituhited States, and it was easy to
go through the geography of the country at the sdime. Even though the
participants mentioned geography as part of cultilmey did have some hesitations

about whether it is counted as a cultural issue.

In addition to geography, concrete topics regardinool and studying in other
cultures were seen as part of cultural learningrdex (32) shows how different

cultures can be compared in terms of school:

(32) no just tulee tulee niinku esimerkiks alakggh nda et min- et
mink&lainen koulu on siella esimerkiks briteissd ja mink&lainen sen o
suomessa et tulee naa koulupuvut ja kaikki nda et mitdhéan aineitaja
mité kaikkee tammaosta niinku . semmosia kulttuafigtuja (2,4,29)

Information on school in other cultures is ofteedisvhen the participants want to
compare Finland to other cultures, and a schodbtmiis commonly used as an
example of the differences between these cultdies.data showed that this kind of
comparison is used especially in the lower gradiege school is a familiar subject

even for younger pupils.

Besides geography and school, the novice teacharg snformation also on other
topics when teaching culture in English lessons.iffgtance, cuisine and living in a

certain country are introduced in extract (33):

(33) ja mitéa mieleen tulee ku kaydaan jotain kappallapi jos kdaydaan jotain
asumisasioita tai . ruokailua[-] ja englantilaiset asuvat sellaisissa ja
tallaisissa asunnoissg heilla ei ole tuplaikkunoita tai jotain muutastaavaa
et se on niinku enemman sellasta sen tyyppisté2®,4

Besides living and cuisine, the participants merg typical games, the flag of a

country, the system of government, and history asdgopics for describing other
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cultures. All of these are very concrete componémta culture, and they may be
easily taught and understood, even for youngerlgpuphese components can be
taken to the classroom as concrete items, or taeype shown on a picture or a map,
tasted as a dish or bakery, heard as a song, yedlay the pupils themselves, for

instance.

To sum up, all kinds of general knowledge or triplay an important role when the
novice teachers are introducing other culturesh@rtpupils. Geography is a topic
which is often discussed together with the chap#drsut other countries in the
school books (4 participants). Information aboutcsd and educational systems in
different cultures are often used when the teacharg to compare Finland to other
countries (3 participants). In addition, the novieachers mentioned also several

miscellaneous topics describing other culturesaf@igpants).

People’s behavior

The other subcategory concerning culture defineoutfh concrete components was
people’s behavior, and it consisted of two thenfesfivities and customs The
celebration of different festivities is a way otrivducing other cultures in language

teaching, as extract (34) shows:

(34) aika paljo on nytte sitten . kdyty just ihatota niin niin . 66 no mita nyt
on kaikkeanaité pyhianiitten osalta juhlia sun muita ja sitterhan on kayty
silleen erikseenkin(9,4,49)

Different festivities in other cultures are disesin the classroom as separate
topics. The novice teachers mentioned, for insta@teistmas and Thanksgiving. It

is easy to compare the festivities in other cukui@ the ones people celebrate in
Finland. Even though festivities are not concreétans themselves, they can be

addressed by showing pictures of items or cust@tased to them.

In addition to festivities, cultural groups haves@lother customs which reflect
people’s behavior in other cultures. Extract (36satibes other forms of behavior

which are discussed in the classroom:
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(35) méa ite koen sen tarkeena etta tuo myos sitiukitia mukaan niinku
nimenomaan tavallaan kun puhuu siité etta mitereetikhmiset jotka oikeesti
tata kielta niinku kayttaa aidinkielenaan ja sieitéissa ne asuu niine oikeesti
tekee niin ja nain ja oikeesti ne ei huuhtele astm tiskauksen jalkeen tai
jotain . niin se on sellasia asioita mitka niinku ei kuitenkaa evitunnista
hirveesti aikaa mutta ne tekee jotenki paljon niinkautenttisempaasiita .
kielenopettelusta japaljon mielekkdampdad ja mielenkiintosempaaiille
oppilaille . ma mun mielesté se on tosi tarkeetépsttaa myds sen kontekstin
tavallaan mihin se kieli kuuluuei pelk&staén se oikee sanasto (6,4,11)

The novice teacher wants to present informatiotheneveryday practices or rituals
of those people who use English as their motheguenShe feels that it does not
take much time to talk about such things, and yeiakes the learning more
authentic and interesting for pupils. Thereforasitnot enough to teach only the
vocabulary, since it is important for the pupilsget to know the context of the

language, that is the culture.

To conclude, the concrete components of cultureglwhad to do with people’s
behavior seemed to be commonly introduced by thecaaeachers. Even though
they talk about all kinds of practices that peaplether cultures do in their everyday
lives (4 participants), festivities appeared tahee most popular custom discussed in
the classroom (6 participants). These practicesnatenecessarily such concrete
items as the themes in the first subcategory, g¢keowledge. These are, however,

something that can be easily visualized with tHp bégood teaching materials.

5.2.3 Culture as part of the language

One finding was that in addition to concrete congmaa of culture and culture as
something that is defined from the outside, there @lso some components of
culture that are seen as part of the language. Wais demonstrated in two

subcategoriedinguistic politenessandother remarks about verbal communication
Linguistic politeness

Most of the remarks about verbal communication Wwhi@re mentioned in the data
were connected to linguistic politeness. The notéeehers want their pupils to learn

how to express politeness in English, as mentiamectract (36):
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(36) emma nyt tieda lasketaanko tatakaa kulttaurinut ndd kaikki
kohteliaisuussanat englannissa et kun niit kaytetdfaljo enemman niin toki
sita tulee sit verrattua suomeegt oppilaat sit tiedostaa sen eron etta ne tietaa
et miks jotakin tiettyja sanoja kaytetaan ja migdsdaan nain (4,3,29)

Politeness in communication is often compared te way how people show
politeness in Finnish. The participants remarkedt thince politeness is more
important in English, their pupils should learn hdw show it and why it is

important. Especially the worgleaseis seen as a small, yet significant factor in

English, as extract (37) demonstrates:

(37) siella pitéaa olla aina se please mieluitaraikka suomessa sita ei kayteta
muttase olis hyvien tapojen mukaisi@,4,9)

The reason for this is that there is no such waetun Finnish and the participants
want to teach their pupils how to show good manmegnglish. In other words, the
novice teachers want their pupils to learn how Mt @olitely in verbal
communication, either by usinglease or some other polite expressions (6

participants).
Other remarks about verbal communication

Even though politeness was by far the most comrhemé when thinking about
verbal communication and culture as part it, theiggpants did make some other
remarks about verbal communication in terms ofwaltissues, too. The novice
teachers find it difficult to talk about verbal coranication, as mentioned in extract
(38):

(38) ne on just tallasia erillisid just jotain védi& ruokia ja tallasia aika
konkreettisia asioita ettd sgellasia mitd vois ehkd enemmanki tuoda esille
just ylemmilla asteilla on naa kaikki tallaset kuka tarkeeta on sanoa please
ja kaikkee tallasta ._kommunikaatioorliittyvaa niin sitd vois olla ehka
enemmanki. etté ne on tietysti paljo helpompia sellasiajotettd tAma on nyt
tama lippu ja tam& on nyt tdma ja sielld on kuniakaet ja . ne on ehka
jollain tavalla helpompia kéasitella (2,4,16)

At the moment cultural teaching is mostly conceetiaon concrete components, but
teachers could also share information about s@taldys of communication in a

certain culture, especially in the higher gradeserEthough it is easier to talk about
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more concrete components, it would also be imporammention such guidelines
that have to do with communication. One participaettioned that culture in school
books is more about concrete components and goéelior a certain situation,
whereas the participant would want to bring up Hevaand more general

components of culture.

Guidelines for communication in a certain cultueflect the tight connection

between language and culture. This connectiorsisudsed in extract (39):

(39) sit ma niinku tajusin ettd s- ettaaljo niinku tulee siind ite kielessa on
sita kulttuuria . silleen etté . britit sanoo how do you do jantm vastaa how
do you do niinku ja . ei sen tarvi mita kuuluu mkt#uluu ja tai silleen ett&e
kulttuuri on niinku sidottu siihen kieleentavallaan monissa asioisga niinku
sita kautta voi kertoa niinku vaikka kulttuurista iinku  naa
kohteliaisuussaannét et siella ei oo kohteliasta nn@de sanoo niinku
suomalainen vois olla vaikka suorempi ja . niinaitgaan seki tulee vaha niinku
siitd kielesta etta please sanan kaytto vaikka ettign niin ehké seki tommoset
asiat niin nese kieli heijastaa sita kulttuurisilleen (5,5,27)

The novice teacher had noticed that by teachinglahguage she can also teach
culture. That is why cultural teaching does notassarily have to include separate
pieces of information about a culture, becauseepeleunderstanding of the culture
can be achieved through the language. All in BB, movice teachers had remarked
that teaching communication skills was one wayeafching culture (5 participants).

They did not, however, have any clear suggestionadw to do it.

5.2.4 Cultures that are being taught

As the participants were asked about teaching r@ulitu the English lessons, they
were also asked about which cultures are beingusiégd in the classroom. All of

their answers were very similar, and extract (4ndnstrates their joint opinion:

(40) lahinna ne on naitten 66 britannia ja sitte enkka et toki niissa pienissa
patkissa kun on muita kulttuureita tai muita norariantteja tarkasteltu ni voi
on voinu olla jotakin pienia mutta siis se on sitttéin vahaista etse on
keskitytty tohon britteihin ja amerikkaari4,3,24)
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In other words, the variety of cultures where peogpeak English as their mother
tongue focuses mostly on two cultures: Americantucel and British culture.
Moreover, most of the participants thought thatual teaching is totally or mostly
connected to those cultures where English is spa@ee@a mother tongue, and as

extract (41) shows, they do not necessarily queshis phenomenon:

(41) yleensa joo [natiivikulttuureita] . joo . eo harvemmin on tullu mieleen
ees ruveta puhumaan jostain 60 saksalaisten jostain jutuisteet lahinna
semmosia missa maissa sita englantia puhutgém,20)

The participant maintains that she has not evengtioof talking about any other

cultures than those where English is spoken asthentongue.

5.2.5 Intercultural communication

Even though the findings showed that cultural teaglis very strongly focused on
cultures where English is spoken as a mother tqrtheee were a few remarks about
the need for intercultural communication skills.eTiollowing piece of conversation
in extract (42) describes what one participantkhithat cultural teaching is at the

moment and what it should be:

(42) Interviewer: onko se kulttuurinopetuskin aina niihin natiivikulireihin
sidottu

Participant7.on se tdhdn mennessa ollu .vaikka sen ei pitdistiutta tota .
kyl se oikeestaan on ollu

Interviewer:no miksi sen ei pitéisi olla

Participant7: no koska .kumminki se missd p&éasiassa sita englantia
kaytetaan niin tulee olemaan se etta ne ei valttdtagoo niitd natiiveja . niin
ylipaatansa se . kulttuurienvalisyys siind . oli séte mika kulttuuri tahansa
eika se etta mitenka nyt esimerkiks . briteiss@itaan tai mitka tavat siella on
mutta etta ylipdatansa niinku .jotenki herkistda sille  kulttu-
kulttuurienvaliselle viestinnalle(7,3,37)

The participant points out that cultural teachihgdd not only concentrate on NS
cultures, because pupils will more likely use Eslglivith other NNSs of English.

Similar thoughts are also reported in extract (43):

(43) kylla ne taitaa aika pitkalle olla natiiviktliureita . ettédaika vahan tata
tallasta ettamik& se kuitenki se todellisuus on etté se on_sadainvalisissa
yhteyksissa se kommunikaatio on ei-natiivien kansean sitd ehka tulee
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vahemman . ehka se tulee sit jossain niinku heasjetukautta et saattaa olla
just jotain leikitaan ty6haastattelua tai jotainlisia niin siella tulee enemman
sit sitd . ettdmitkd ne vois olla ne todelliset tilanteet ettd rwds sitd sit
kaytetdan . etta se ei valttaméattd oo ensimmaissadatiivi(2,4,22)

In other words, there is very little practice of discussion about communication
with other NNSs of English, even though the reailityinternational interaction is

that people will probably communicate with other S8\

These extracts show that there is a difference dewhe actual practices in the
classrooms and the desired practices of the noeashers. The teachers do not seem
to find a way to bring intercultural elements intee classroom, and they find it
easier to talk about NS cultures, one at a timesid&s, the range of the cultures
where English is spoken as a mother tongue seenmave culminated into two
cultures, American culture and British culture. Tdrdy occasions where the novice
teachers may give their pupils a chance to praciecemunication with other NNSs

of English is when they simulate some real-lifeaiions, such as a job interview.

5.2.6 Summary of the role of culture in English teaching

To conclude, one can state that culture plays amiole in English teaching and
that cultural teaching is focused on British and ekitan cultures. First of all,
cultural contents when teaching English in Finlamne strongly dependent on which
topics the school book address or what the teathimis are important or interesting.
This means that cultural themes do not arise ffominstance, the language itself or
from the pupils’ interests. Culture is defined amsthing extra, a separate theme of
its own, which is therefore discussed separately mot as an integral part of

everything that is done in the classroom.

Second of all, the participants seemed to viewucelthrough concrete items or
customs that symbolize a certain culture. They ipl@information on such concrete
components for their pupils, and they also thin&tth is easy to compare such
concrete components in other cultures to the omedinland. Some of the
participants referred to the concrete component§jaig questions”, which means

that they are short, unambiguous pieces of infdonawhich are easily understood
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by the pupils. That may be the reason why theysareommonly used in English

teaching.

Thirdly, even though the participants did see celtas part of the language,
especially when thinking about expressing politen@sEnglish, culture was more
commonly defined through concrete components dheyeacher or the school book

than by the language itself.

5.3 EIL contents in English teaching

The third research question studied those teacpmgtices and contents which
somehow illustrate the contemporary status of EBhglis an international language.
On the basis of the data, EIL contents were dividéalthree main categoriestatus
of English in the worlddifferent varieties of Englistand reflection about EIL

contents in teachingThe mind map (figure 5) illustrates the categoméiich were
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Figure 5. EIL contents in English teaching
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The subcategories of the first main category, stafuEnglish in the world, were
illustrations of authentic EnglisandEnglish in Finland The second main category,
different varieties of English, had also two subgaries and they were called
systematic teachingnd unsystematic teaching'he only subcategory of the third
main category, reflection about EIL content in téag, was theneed for better
competenceSimilarly to the first two research questions ttategories of the third
research question are discussed in the followihgesttions with the help of extracts
from the data.

5.3.1 Status of English in the world

The findings of the study showed that when the e®veachers try to demonstrate
the contemporary status of English as an internatitanguage to their pupils, they
do it by providing the pupils witilustrations of authentic Englisbr by discussing
the status oEnglish in Finland

lllustrations of authentic English

The novice teachers think that it is very importengive the pupils possibilities to

come to contact with authentic English. Extract) ddmonstrates this opinion:

(44) kylla mé niinku n&an et se on tosi tarkee et selkiniinku . elava kieli
tulee sinne luokkaarei silla oo valia niinku etta onks se natiivi \eks koska
se on just siis se lingua franca tavallaan ettéd eteettd ne oppilaat sais sen
kokemuksen jes etta tda englanti on hyva ja tan Kauma saan tietda ton
saksalaisen kulttuurista lisa&tta ei siind oo niinku olennaista se olleenkda [-
se on hyva kuwsiina tulee sitd_aitoovuorovaikutusta ja semmosta_aitoo
kielenkayttoa(s,6,13)

The teacher wants to give the pupils experiencesighh which they understand that
by using English they can get to know more abolé&otultures. It is not enough to
read English texts in the school books or listemuthentic English on audio tapes,
because she wants her pupils to get a personatierpe of interacting in English.

Such authentic experiences for using English atenotreated with the help of

visitors, but the novice teachers use also othatskof materials with which they can
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show their pupils that the English language isordy in the school books or audio

tapes but outside the classroom.

When the novice teachers were asked to tell abwutvisitors they have had in
English lessons and who they would like to invitegy explained that it does not
matter whether the visitor is a NS or a NNS of Eigl In extract (45) one

participant explains why NNSs are welcome, too:

(45) ei silla mun mielesta oo silla lailla valia ettd @&o se natiivi vai ei koska
jos sitd englantia kaytetaan siind vaan sind komnikminnin vélineena niin
samalla laillahan se tulee todeksi niille oppiladll sillon ettd ma nyt kaytan
tatd englantia johonki muuhunki ku vaan taalla tillantekem- muodostamaan
lauseita . ettd kylla . kylla siind on mun mielesigked silloinki (1,4,36)

When the pupils get to communicate in English veittmeone who does not speak
Finnish, they understand that English is a mearmonfmunication with which they
can share thoughts with other people. In suchuatsin it does not matter whether
the interlocutor speaks English or some other lagguas a mother tongue, as long as
they can communicate in English. Even though thas @ common opinion among
the novice teachers, one of the participants thotiwdt visitors should be mainly

NSs of English, as extract (46) reveals:

(46) ennemmin justiinsa natiivipuhujia ja tdn nimenomags kulttuurin
edustajia. koska emma sit nd& suurta hyotya siita et se olisk& tahansa
muu joka ois tavallaan niinku samassa asemassa kindnmut tulis vaan sit
vierailevana téhtena siihen . et toki sen kulttawtustajalla on varmasti paljo
enemman sanottavaa ja . ehk& nakisin just ennemmin et sen kulttuurin
edustaja ja sillon se todennékodsesti olis natiivipya (4,3,40)

She thinks that since she is a NNS of English,etherno point in inviting other
NNSs into the classroom. Pupils would get more athge if they got to talk with
NS of English, because they would get to learn sbimg about NS cultures at the
same time. Some of the participants mentionedtabsiothe visitors should not speak
Finnish as a mother tongue. If the teacher invétdeinnish-speaking person into the
classroom to communicate with the pupils in Engligte pupils would find this
strange and they would not take it as an illusirabf authentic communication in

English.
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In summary, the data included two reoccurring themich reflected how the
novice teachers try to give their pupils authefllistrations of English. The teachers
want to create situations where their pupils gefxperience authentic interaction in
English (9 participants). The other way of illusing authentic English is to invite
either NSs or NNSs of English to visit their Enfglisssons (8 participants). Both of
these themes regard authentic English as somedifiegent from the language that

school books or other “official” teaching materiaféer.
English in Finland

Another subcategory concerning the contemporatystat English in the world was
its status in Finland. The data contained two iigpetthemes which illustrate the
status of English in Finland and how it has affdctiee novice teachers’ teaching
practices. The first one is an interesting obs@mwatvhich in fact is not a teaching
practice but rather a practice whichnist required in English lessons, in contrast to

other school subjects. This observation is disaigsextract (47):

(47) kukaa ei oo silla tavalla mua niinku . _haastanattd ma oisin joutunu
sen niinku . perustelemaaret kukaan ei 0o niinku avoimesti tuonu esiin
mielipiteita etta t&&a on ihan tyhmaa miks pitagatéipiskella . etté ei oo silla
tavalla . joutunu . perustelemaan .eglannissa ei kuitenkaa u- niin usein
00 sitd ongelmaa etta kaikki jotenki hyvaksyy settée se on hyddyllinen .
jossain maarin vaikka se nyt on osalle sitte vaiteé€7,4,36)

The novice teachers have noticed that pupils firel importance of English very
apparent and obvious. The teachers do not neadtifyjthe importance of English,
because the pupils have noticed that it is a vegfull language, even though it may
be difficult for some of them. This makes Engliséry different from all the other
foreign languages that are taught in Finnish schobhe novice teachers explained
that when they are teaching, for example, Swedisty have to constantly give

reasons for why pupils should learn it.

Another theme which came up in the data is theabEenglish in Finland and how it
is brought up in class. Extract (48) provides aaneple of how the role of English

can be discussed with the help of newspapers:
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(48) me justiinsa tehtiin tdssa ku on sanomalekiai niin talleen ett&ateltiin
ihan lehtia etta mita 10ytyy sielté tallasia ihannglannista peréasin olevia
suoraan jota ei oo viittitty kaantdd millaan tavall ihan niitdahan loyty
hirveestija talleen ettd mun mielesté oppilaat on niinkjuteu sen . sen sitte
niinkun nyky&an etta et se on se valtakieli (9,1,11

The pupils had skimmed through Finnish newspaped laoked for English
expressions which had not been translated intoigtinhn this way the teacher had

illustrated the role of English in the Finnish sgi

To sum up, there are two themes which illustragedtatus of English in Finland in
English lessons. The first one is actually a migspractice of the lessons —
motivating the pupils. The Finnish pupils take tportance of English for granted
and they do not need to be provided with reasons ldarning English (7
participants). This observation shows how the Ehglianguage has become an
integral part of Finnish culture. The second thasnthe role of English in Finland,
which the novice teachers have discussed in lessihshe help of different kinds

of materials (3 participants).

5.3.2 Different varieties of English

The data consisted of reoccurring themes aboulifferent varieties of English, and
these were divided intsystematic teachingndunsystematic teachingn the basis
of whether the teacher had planned to bring thenmugass or whether they were

discussed only because the pupils had asked aboatumented on them.
Systematic teaching

The novice teachers try to provide information ardmples of different accents and
varieties of English in the classroom, and thisofsen a planned part of the

curriculum. These are, however, limited into NSglaaige use, as extract (49) shows:

(49) siella on brit- briteistd niinku englanniorittienglannin puhuja sitte on
irlannin  amerikanenglannin  kanadan australian  uudeseelannin
etelaafrikan nuoriajotka niinku puhuu et silla tavalla tulee aika hywiinku .
nuorille . ilmi se etta et se ei oo pelkastaan sglanti britannia ja amerikka
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missa sitd puhutaan . ja etta tavallaan . niinkmun mielestd se on hieno
juttu etta ettéd ne nuoret oppii sen etta ei 0o gtdta ainoota oikeet6,2,47)

In this case, the accents which have been broyghtwe been British English, Irish
English, American English, Canadian English, Ad&ra English, New Zealand
English and South African English. The participoind it very important that the
pupils get to hear also other accents besidesahenost common ones, British and
American English. All of these are NS accents. ©Ofaticipants pointed out that in
addition to a range of accents, the school boo&sgmt examples of NS varieties of

English.

In addition to the novice teachers’ systematic heag of these different NS varieties
and accents of English, the school books helpismrttatter. They provide examples
of different varieties and accents. This can sametiencourage the teacher to start a

discussion about different ways of using Englishestract (50) points out:

(50) ei silleen niinkun o0 otetttietty-tietosesti hirveestinut aina sitte yleensa
kun naissdhan on on niita niinku kappaleitarnjiéssa teksteissa niireri- eri
aksenteilla lukee niin kylla ma ainayl- yleensa otan sit sen esilletta
tunnistatteko mistd o- aksentista on kyse ja nmssid nimenomaan tunnistaa
(9,3,12)

In other words, the participant does not necesséalk about different accents or
varieties as a separate theme, but she commeriteonevery time the school book

or the tapes used bring them up.

The second theme regarding different varieties aocents of English which is
systematically brought up by the novice teacherghis impact of Finnish on
grammar. The teachers have spotted mistakes wreciudéntly occur in the pupils’
English use and they focus on pointing out thosgaimces. Extract (51) provides an

example of this:

(51) monesti sitte jossain sellasissa just effd@ssain rakenteissa vaikka etta
ettd tdaon niinku nyt se_tdss&annattaa vahan olla varovaineetta heitassa
tulee helposti. helpostitdammaonen koskauo-suomenkielessa sanotaan nain
niin sitte me ajatellaan. ajatellaan niinkuettéd englanninkielesséki menis
samalla tavallamutta ettd englanninkielinen ik&an kuin ajattekssa eri
tavalla et sellaset otetaan sitte kylla . ne tuleeutta toisaalta sehén on sitte
ihan semmosta luonnollista etté se etta mihin miké nykyaan sitte pyritaan
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. ettd et mik& se on se koska sitte jos ajatellm@nokei no kylla australiassa
VOi ndin sanoa tai kirjottaa(8,3,35)

The novice teacher often points out structures whie very different in Finnish and
English and in which the pupils may easily maketakigss. At the same time she
finds this a confusing topic because of the lackaafiefined model or norm for
teaching. In other words, even though a certaimgratical structure was wrong in,
say, British English, it could be grammatically @t in Australian English. Again,
this makes the novice teachers wonder whether ttagy any longer say that

something is said or written wrong in English.

The data provided also a third theme which is syateally brought up by the

teachers, and that is the impact of Finnish on ymoration. The phonemes in
Finnish and in English are quite different, andréfiere the novice teachers want to
pay attention to the pronunciation of their pupilbis remark is illustrated in extract
(52):

(52) aantamisesta on puhetta aika paljonki [suonvaikutuksesta] ja just
niista eroista niista etnin- mink& aanteen kans pitaé olla tarkkana ku aantaa
(6,3,28)

The teacher tries to make the pupils aware of theact of Finnish on the
pronunciation of English. She points out the mafftcdlt phonemes in English to
the pupils and makes them aware of those phonermesewhey are most likely to
make a mistake. Extract (53) offers another pdiniewn on the impact of Finnish on

pronunciation:

(53) kyllahan se[suomen kieli] vaikuttaa paljonki &&ntdmiseen mutta etta
onhan paljo ihan semmosia etta ihan se ihan perusnéeetkivoi olla hyvin
hukassa . osaltd-] seki on semmonen ettdei se oo kaikille niin helppoa
esimerkiks matkia ihan se semmonen perus matkiminen ettd matkipas
matkikaanpas nyt miten tossa nauhalla . et ylakkékelle voi sanoa etta
luetaanpas matkitaanpas nyt oikein miten tassa abattaa lukija meni ja
kaikki miten sa aani nousee ja laskee ndin . téali@siat mutta se ettéuinka
hyvin he sitteop- onnistuvat sitte siina niin se on tietenki eri @s{8,3,46)

It is not always easy for every pupil to try to faie pronunciation and the prosody
that they hear on tapes or in NSs’ speech. Thénégazan point out the differences

between Finnish and English and the possible wardsre Finnish speakers are
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most likely to make an error in pronunciation, utloes not mean that the pupils
would learn them. Some pupils find even the basiongmes difficult, and their

ability to learn to imitate them varies a lot.

To sum up, there are three themes related to ffexatit varieties of English which
the novice teachers bring out systematically inrtkeaching. The most common
theme is to introduce the range of different NSeats and varieties of English (7
participants). In addition, the novice teacherculs the impact of Finnish on the
English grammar (4 participants) and the impacdEiohish on the pronunciation of
English (3 participants).

Unsystematic teaching

Unsystematic EIL contents in English teaching weueh practices which were
accomplished or discussed in the classroom withgystematic planning. The
discussion has often started after pupils have cemted on or reacted to a NNS
accent which they have heard on a tape. Extragtil{Gdtrates this:

(54) on ehka joskutllu jos on ollu joku nauhanpatka kuunneltu missén
ollu just joku tosi . voimakas aksentti jonku erimadaisella tyypilla niin sit
siitd on saattanu tulla semmosta niinku et oppilaah vaikka nauranu ku se
on puhunu niitd on huvittanu se . sitte niinku on puhuttitéssilleen . niinku
ettd ei tdssa oo periaatteessa mitd&n naurettagassitieen etta jos . et sa-
samalla lailla niitd vois naurattaa ku suomalaintrkis ton kappaleen et se
kuulostaa_niilleniinku oudolta . ettd ehk& silleen oon voinu kysyy ettéd no
niinku mik& tassa on huvittavaga silleen [-] jotain tammaostéa huvittuneisuutta
tullu timmaosen variantin jalkeen niin siitd on vahéeskusteltu mutta [€i 0o
ollu mitdé&dn semmosta niinku et ihan varta vastentaik tasta aiheesta
keskusteltu(5,4,44)

A character on a tape had had a very strong NN&rcand this had made the
pupils laugh. Because of this reaction, the novegscher had started to discuss
different NNS accents of English with the pupilsddaemarked that their accent of
English may likewise amuse other people. Otheri@pants also pointed out that
pupils often laugh at NNS accents of English, asused in extract (55):

(55) ehka jotain semmosia niinku kommentteja dno &t jos on ollu jollain
muulla aksentilla ettd t&44 kuulostaa hassulta,3,17)



80

The pupils have often commented on the accent pestaf it has been something
else than British English or American English. Thi®ws that pupils are aware of
different accents and that they pay attention emthPupils may also have strong
opinions or stereotypes about other NNS accentstlzey do not hesitate to bring

them out in the classroom. In extract (56) the lsupave commented on the accent

of German English speakers:

(56) yleensa oppilailld-] on kauheen vahvat mielipiteet etta ku saksalaiset e
osaa puhua englantia ku ne niinku &antaa niin kauheen huonosti sita etta
se on ihan hirveen kuulosta et siis siella sii- siitahan he niinku jotenki
saattaa innostua sitte [-] niin ne ne niinku todelhe heréattda tuntoja mut
niinhan ne on kaikki . kaikki tammadset niin ne g . Ja sitte siis just
kommentteja tulee aft voi vahan keskustella et onks se nyt kuitenksitte
jotenki ettd . tuo on jotenki parempiuhuja (8,4,10)

The pupils had said that Germans cannot speak $njgécause their pronunciation
sounds so horrible. Such comments have shown teettoher that different accents
arouse feelings and opinions. After such opinidres ¢lass had discussed different
accents and whether one accent can be judgedwed/atore than some other accent

in English.

In addition to NNS accents, the data showed andtieme which is related to the
status of English nowadays but which is usually taoght systematically, and that
was historical causes for the spread of English lamd it has brought about the
different NS varieties of English. Extract (57) ypides an example of such teaching
contents:

(57) korkeintaan ehk& joku british empire juttujaetta miten se et miks se
nyt on jossain australiassa on niinkun englantiattéd ehka jotain sita kautta
(2,4,13)

The class had discussed the British Empire and holad spread the English
language to many colonies, for instance, to Austr&ther than that, they had not
talked about historical facts behind the statu€wflish nowadays. In extract (58)

the class had discussed the changes in the Engiighage and the causes for them:

(58) joskus jos on vaikka joku kysyny etta ope miks @@ niin vaikee taa
sana kirjottaa tai jotain . niin sit voi olla ettélen kaynyt sellasen lyhyeetta
no kun kirjapaino tuli ja . sitte tapahtui tamé a@kinmuutos ja muuta . et silla
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tavalla niinku oon yrittdny selittda niille ettd ete minka takia se on niin
niinkun se on mut ettaika vahan muuten ollaan sitte pureuduttu siihen
kielen historiaan. et kylla voi olla etta on tullu jossain kohtinsmonen jos on
joku vanha vanhahtava muoto vaikka englanninkiélesin sitte on vahan
niinku puhuttu muutenki etta no oli niilla enneneeMman taivutuspéaéatteita
sanoissa ja muuta (6,5,20)

Again, the discussion about the history of Englisdd started from the pupils’
guestions about difficult words and why they arétem so differently compared to

other words, but it had not been an intended thefntiee English lesson.

To sum up, the English lessons of the novice teachave two themes about
different varieties of English which are not sysaégically planned contents of the
teaching but which have arisen from the pupils’ gjioms. One of them is the
discussion about NNS accents of English, whichrofienuse pupils or generate
strong opinions (7 participants). The second thentbe discussion about historical

reasons for the spread of English and for the atmngthe language (4 participants).

5.3.3 Reflection about EIL contents in teaching

The third main category regarding EIL contentseiaching was the novice teachers’
reflection about it. Even if they had not neces$ggperformed concrete teaching
practices that would have demonstrated the conteanpstatus of English, they had
clearly thought about it. The only subcategory @nimng this was theneed for
better competenceeither in terms of the pupils’ competence or teacher’s

competence.
Need for better competence

Even though the data did not provide a very widdesof different teaching practices
or contents in English teaching which would concEt, the data showed that the
novice teachers’ awareness of the topic had risgtract (59) provides an example
of reflection where the participant wonders how plils’ English competence may

hinder those teaching practices where EIL couldibeussed:
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(59) ne on semmosia et se ei vaadi sen kun vaamwetttaja vaikka sanoo etta
niin muuten amerikkalaiset aantais tan sanan nan vaikka etta niin ja
amerikassa tai australiassa tai missa vaan ni dte 4éllanenki sana kaytossa
talle ja 60 . se ei tavallaan niinku oo oppijoilfmis sen ei tartte vaatia niilta
yhtéé sen enempaa sen asiaallitse- hallitsemista mut ne jotkasalt- niinku
saattaa olla silla tasolla et ne haluaa tai kykeneenaksumaan niitd uusia
juttuja ni . haluaa tavallaan niille antaa sen mahiesuuden (6,2,37)

In other words, some pupils may distinguish andnatifferent varieties or accents
of English more easily, whereas it can be too ditfifor some others. Pointing out
different ways of using English in teaching matsridoes not necessarily require
extra time or energy and yet it makes the learmmgge interesting for the pupils.
The success in this is, however, always dependetiteopupils’ competence. Extract
(60) offers another example of the different corepeies of the pupils and how it

affects teaching practices:

(60) monet asiat aina hirveesti riippuu siitd ryhsté et minkalainen se ryhma
on ettd .jos jossain ryhméssa on . just hirveesti vaikkaensmosia oppilaita
joilla on ihan se niinku se tydskentelyn alkaminga kaikki on niin vaikeeta
niin kylla sitte siind se . ihan joku aantaminen mi ei sita nyt yhta paljon voi
ottaa . ottaa sitte ku mutta yks mik&a ois sitte etta aileeesti osais kun
sanastossa on ne &antadmisohjeet niin ne osais loki&e mun mielesta hirveen
hyva et ihan seiskaluokalta asti . ja todellakilaalussakin mutta etta ettd ne
niinku oppis lukee niitkoska huomaa jostain lukiolaisista etta ne on_ihan
hoo moilasina etta_mitanda [Adntamisohjeet] niinkuon ettéa . ettd se
aantaminen on sitte ett&iind se on sitte turha puhua ettd no hei et
amerikanenglannissa ja brittienglannissa tda nyt iemrkiks on vaha
erilainen (8,6,42)

It can seem totally useless to talk about the diffeaccents of English, if pupils do
not even understand phonetic alphabets. The poq@ilshave some general learning
disabilities or behavioral problems and those mayse problems in pronouncing
even the most general English accents, let alastenduishing different dialects. As
the participant remarked, pronunciation is only example of the many factors in
language competence. Learning disabilities or ofineblems can be huge obstructs

for learning, and teachers are happy if those pugdrn even the very basic things.

Like the pupils’ competence, a teacher’'s competemay hinder the teaching of EIL,

too. This remark is made in extract (61):
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(61) ehkéase tokkaa siihen ettd ei pakosti ite_tunnistérveen hyvintai etta .
onhan variantteja niinku et joka maalla oikeestaasaksanenglanti
vendjanenglanti [-] niin etta et ehkd se on semmativarmaan sita kuulee
mutta ei osaa valttamatta tunnistaa sitte si3,13)

If the teacher finds it difficult to distinguishftérent varieties or accents from one
another, it is probably very difficult to point timeout to pupils. Even though this
extract discusses NNS varieties or accents of Eimgtither participants talked about
the difficulty in recognizing different NS varieieor accents of English, too. They
can tell generic American English and British Eslglapart, but not necessarily even
other large NS varieties of English. Besides, batherican English and British
English consist of a wide range of regional andiaodialects — can the novice

teachers recognize them?

In extract (62) another novice teacher discussesowa competence of providing

EIL practices in the classroom:

(62) oon ma miettiny [-] ettd kuinka vaha sellastalttuurienvalista
kommunikaatiota niinku huomioidaan etta ehk& uusi g@ ehk& se nakyy
uudemmissa kirjoissa sitte enemman ettd . ja sitité opetuksessa ettd . et
sellaset on kuitenki yllattavan tarkeita fee on just sellasia mitka ei nay niin
selvasti ja tosi vaikeita opettaa niin sit@iet- oon miettiny et miten niita sit
opettaa ku huomaa etta niita ei valttdmatta huondai missaan. mutta jotka
olis kuitenki tosi tarkeité ja jotka johtaa . jotlkaheuttaa just sita kitkaa niinku
sitte . et ne on harvoin sellasia et voi vitsi ny& $anoin sen lift enké elevatorin
(laughter) niin se ei 0o se niinku se mihin se kaataan se saattaa kaatua
siihen ettd jaaha ettd ei harrasta sitd small talldllenkaa tai etta t&da nyt ei
muusta puhukaan ku séasta ja . niin etta tallasekn ja just kuinka tarkea on
pliis ja kuinka tarkeda voi olla teitittely tai joktallanen . etta niin tallasten
asioiden opettaminen mietitytté@,5,32)

Even though the teacher thinks that teaching inten@al communication skills
would be very important and problems in conversatice more likely to stem from
bigger issues than sayinlift (British English) instead oklevator (American

English), she does not know how to teach such sssue

In summary, the data showed that even though Etiterds in the classroom are not
necessarily everyday practices for the novice teatthey have thought about the
topic and how different factors influence teachimgctices. The most common

obstacle for EIL contents seems to be pupils’ latkcompetence (4 participants),
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although the novice teachers’ competence for EHchéng practices appears to be

sometimes inadequate, too (3 participants).

5.3.4 Summary of the EIL contents in teaching

To sum up, the data did not have a very wide rasfgauch teaching practices that
would illustrate EIL to pupils. However, three maiategories were formed on the

EIL contents in the data.

The first category dealt with the status of Englistihe world. The novice teachers
try to give their pupils illustrations of authenfmglish, which is seen as something
different from the language that official teachim@terials offer. They are willing to
invite both NSs and NNSs of English into the claest, so that their pupils would

get to communicate in English with other people.

Secondly, they address EIL by introducing differgatieties of English in class.
They want to give examples of different NS varietand accents of English, and
they do this systematically and according to plEmey also talk about the impact of
Finnish as a mother tongue on the grammar and poiation of English. Even

though they pay attention to the English accent®tber NNSs and discuss the
historical reasons behind the spread of Englisky Hre not intentional or systematic

practices in English lessons.

Finally, even though the contents of the noviceheas’ English lessons do not often
deal with EIL, they seem to have thought abouuitega lot. They have noticed that
their own competence or the pupils’ competence bayacking, and that is why

they have found it difficult to talk about all thigferent varieties of English.

6 DISCUSSION

The aim of the present study was to examine thécadwnglish teachers’ awareness
of EIL and how it has affected their teaching pis. The aim was approached

from three different angles, and the research gquestof the present study were
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formed accordingly. The first research questiorisitl the novice teachers’ role as
English-speaker models to their pupils. The seaesearch question examined the
role of culture in English teaching, and the thiedearch question focused on those
teaching practices which would deal with the inéional role of English. The data
of the present study consisted of nine individuainsstructured interviews. The
participants of the study were young novice Engtesdichers, who speak Finnish as
their mother tongue and who have been teachingignfpr one to five years. The
findings of the present study have now been redoded in this chapter they are
discussed further, in terms of the knowledge gaitlesbugh the theoretical
background and previous studies on the issue. diitiad, implications on English

teaching are considered.

The findings regarding the first research quessioowed different characteristics of
the novice teachers’ English. Basic education reenbvery influential in terms of
their English, and so have university studies. &sib education, it is often British
English which is dominant in the English classrodihis is an alarming observation
in terms of EIL. The dominance of one variety ocextt may suggest that pupils
should also choose this variety in their Englisé. us fact, the happenings in the past
have shown that the dominance of one variety cdimaddhow the whole society
should use English. This was the case in, for im&alndia where British English
was unquestionably the variety which everyone waspgsed to imitate. If, by
contrast, English lessons in basic education pemiexamples of a wide range of
English varieties and accents, pupils would undexstthe richness of English and
the freedom of choice they have. On the other pagils should also understand that
their choice of English variety may have its imptions, because varieties are
always subject to attitudinal evaluation. All thtennot, however, be acquired

through occasional references to other varieties.

Even though university studies seem to have hadasinmfluence on the novice

teachers’ language use, it is probably not ascatitiAt the university stage, students
have greater knowledge about English, especiatlyely study English as their major
subject. They are mature enough to make their emsaous choices of their variety
of English, and they have often spent some timeaabor interacted with foreigners,

which has also shaped their English. Even if méshe professors and teachers at
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the university have a British English backgroundivarsity students are allowed to
use other varieties. Pronunciation courses may elew cause problems for those
who use some other varieties, if the lecturer speBkitish English. Similar
observations of the influence of university studiesre been made in a study by
Llurda and Huguet (2003). They were surprised by miotion that teachers still
mainly identify the use of English with situatioinsolving British NSs, even though
English is the most commonly used language in iBtreopean interactions. They
stated, however, that it is no wonder, since theeausity departments where teachers
have been trained still focus almost exclusivelyttNSs as the target for language

learning and intercultural development.

The impact of television seems to have been strmw, If the dominant variety in
basic education is British English, television seetm be dominated by American
English. Even though the present study examined ldhguage use of novice
teachers, it is presumable that television haslaireffects on pupils, too. Again, it
can be harmful if the wide range of English vadstis limited into one in this
domain, but there is nothing teachers can do alout television, or media in

general, truly has such a strong influence on geenglish, it would be even more

important to provide a diverse image of Engliskatool.

The findings showed also that the novice teachmssonal preference for a certain
variety or their negative or positive attitude tods a certain variety, country,
culture or language-speaker group has directed tiaiice of an English variety.
This is a natural phenomenon and it does not nadgssuggest that teachers would
transfer their own opinions to their pupils, but frossibility for that exists. It is wise
to be conscious especially of a possible negatitieide, so that teachers would not
let these opinions show in the classroom, at leaston a subconscious level. If
teachers express their negative attitude towaralg, & certain language-speaker
group, pupils learn that the choice of an Engliahety reflects the speaker’s opinion
about certain cultures, whereas EIL aims at a comiaaoguage free from such

emotional judgments.

The findings of the study presented also some bkriand stable characteristics of

the novice teachers’ English. An interesting figdiwas that even though the
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participants describe their spoken English as aurexof different accents and their
accent may change depending on the situation, tilyetp avoid such a mixture in

written English. Again, this is a natural phenomeno language use, if thinking
about, for instance, Finnish. Spoken Finnish igmftlexible in terms of grammar
and style. By contrast, written Finnish in a mooenfal situation is good standard
Finnish. It is, however, worthwhile to considergbdindings from the point of view
of pupils. If English teachers always follow thermg of a certain variety in their
writing and do not ever write, for instance, coliaajisms or dialectal features, pupils
may learn that written English is very inflexibleevery situation. When considering
this aspect in terms of EIL, written English doed necessarily need to follow the
rules of a certain NS variety anymore. A study bydiano (2000: 31) proved similar
findings to the present study. He talks addid-Atlantic English(MAE) as a variety

spoken by contemporary Europeans. According tofihdings, Europeans tend to
mix features of British and American Englishes. fao typical feature for speakers
of MAE is that they vary their English on the basighe interlocutor. For example,
if they are talking with a Brit, they use Britism@ish, and when they interact with
another NNS, they utilize a mixture of American @ritish English features which

are best suited for cross-cultural communication.

In addition, another meaningful finding focusedtba information about English in
the classroom. The novice teachers try to avoidimgaknistakes when they use
English with their pupils. They are conscious aldmihg English-speaker models to
their pupils, and they have thought about what &ind demands it sets to their
classroom English. Even though their own varietyfeaflish is not the only model
they want to give their pupils, they find changiigdifficult. According to the
theoretical framework of the present study (sed¢i@e.8), the suggested solution
for this could be introducing a wide repertoiredifferent varieties with the help of
good teaching materials. In this way teachers wowltlhave to be able to imitate
different varieties and accents, because pupilddvogar and see them on tapes and
in school books. The theoretical framework alsogests that teachers who do not
speak English as their mother tongue should notidrymitate NSs, because the
expectations it causes are too demanding and fstréss them. Therefore teachers
should be pleased with their own English, everhditt mother tongue had some

influence on it. The novice teachers explained alst they tend to make their
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English more comprehensible and neutral in thesotmen. The positive and
negative attitudes towards a certain variety oflBhgwere discussed above, and
according to those findings one could conclude ttaitrality in teachers’ English
can be seen as a positive characteristic, everyththick NS or NNS accents do not
necessarily cause any harm, either. Comprehergibdn help many pupils to learn
the different phonemes in English, as long aséhetier's English is understandable.
If teachers make their English too simple, it may resemble the kind of English

that pupils are more likely to hear outside thessiaom.

In their study, Llurda and Huguet (2003) examined-native English teachers’ self-
awareness of their language proficiency. On thdsbas their study they have
concluded that being a NNS of English may creatdirfgs of insecurity, if the
model for language teaching is a NS variety. Seelirigs easily create some further
tensions and stress to teachers, and that is wkhauld always be considered.
Furthermore, a study by Jenkins (2005) showedNihNg& teachers of English reacted
positively when they were asked if they wanted dorgl more like a NS. Every
participant in the study could also recall situasowhich had affected their

orientation to their English accent.

The influence of all of these factors is presenhmclassroom, because pupils regard
their English teachers as English-speaker moddiat iE why it is not insignificant
how teachers use English and what the reasons dé&hare. Furthermore, novice
teachers seem to strive for NS varieties of Engledpecially in written language,
even though they speak Finnish as their mother uengreachers perceive
themselves as language-speaker models in the atmssand that is why they try to
avoid mistakes and they neutralize and clarifyrtbEissroom English. On the basis
of such language use, the pupils may get the irsfmedhat they should also strive
for a NS variety and accent of English and thathdboglish is usually flawless and
fluent. This may cause too high expectations fdahlteachers and pupils. Besides, if
some of the NS varieties dominate English teachingay unavoidably suggest that
some of the varieties are valued more than sonergthnd it can also transfer into
an appreciation of some language user groups tureslover some others. A study
by McKay (2003) showed that Chilean English teaslecognize the strengths they

have as teachers because of their bilingualism,theid familiarity with the local
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cultural context. This is why McKay (2003: 145) hsisggested that Chile could
provide a good model for teaching EIL in other dois, too.

The second research question examined the rolalofre in language teaching. As
the theoretical framework of the present study stthvgince English has reached the
status of an international language, it does nturgeonly to NS cultures anymore
(see section 2.5). The findings of the study showed even though English has
become de-nationalized, cultural teaching in Ehgliessons in Finland still
concentrate on NS cultures. Cultural teaching fesusn general knowledge about
NS cultures, and cultural learning is usually sag separate topic in the classroom,
isolated from the language. Matsuda (2003a) hasrguired the findings of several
studies in his article, and on the basis of themhhe stated that in Japanese
textbooks of English, characters and cultural t®ps&ce based on the English-
speaking countries of the Inner Circle. In contrasstudy by McKay (2003) showed
that many currently-used textbooks in Chile do pomarily emphasize cultural

content from native English-speaking countries.

The findings of the present study showed that wfie cultures are often defined
through details of a certain culture. This is asyestarting point for a discussion
about differences between peoples’ way of livingl @iminking. It is probably not,

however, enough to make pupils understand thatguperfect English does not
necessarily ensure that interaction between twegoer with different backgrounds
would succeed. In addition, it is not enough t@dss the geography or festivities in
the United States, because if the pupils use Hnglith a Thai, such information

does not help. The solution for this could be briggup intercultural themes in

English teaching. If pupils learned how to takeoimonsideration the effect of
different cultural backgrounds on communicatiorlesgnd behavior, they would not
need to learn details about every possible culiite which they may become in

contact with in the future. It does not have to msat novice teachers would totally
give up cultural issues in their teaching — everO\d&@mands some cultural teaching
about English-speaking cultures, as pointed owsuiosection 3.2.2 — but they could
try to assimilate it into intercultural or multi¢utal thinking. The school book has an
important role in defining what culture is and hitwhould be taught. The writers of

school books have often chosen to introduce ornteireylor country, at a time. The
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information about culture is often small detailsdagression in the books. Kramsch
(1993: 8) has made a similar observation of culttgaching being only separate
pieces of information. If cultural issues are dis®d in this way in English lessons,
it is no wonder if intercultural learning does rs@em to take place in classrooms.
Pupils cannot learn how to behave in a multicultaitaiation if their idea of cultural

differences is based on only small details abautinfstance, the cuisine of a country.

NCC (2004) emphasizes the understanding of thetamgjture in foreign language
teaching, but it has not defined the target culfareeach foreign language taught in
Finland. If English is considered in its internatib role, should not the target culture
refer to any culture where English is used? Scbook writers and novice teachers
have clearly comprehended NCC so that it coverg thrdse cultures where English
is spoken as a mother tongue. Thus, if policy makeant to take the international
nature of English into consideration, they shoutdinge the guidelines in NCC.
While waiting for this to be done, school book wr& and English teachers could
focus more on the general guidelines for basic a&filut and the cross-curricular
themes of instruction which are described in NC@. .tk basis of those instructions,
teachers could incorporate more intercultural tewrhin their English lessons
without the fear of acting against NCC. Since ohéhe general objectives of basic
education mentioned in NCC is to acquire capagdlifior cross-cultural interaction
and internationalism, it would be ideal to embedhib English teaching, because
English is often the language through which peamenmunicate in such cross-

cultural situations.

Teachers often share their own experiences wheuarealare being discussed in the
classroom, and pupils seem to enjoy these stofibs can be a good way of
introducing cultural differences to them, sincagites them a sense of what other
cultures may look like for a foreigner. Especiaifyteachers told stories about
situations where there has been a conflict dueultural differences, it could

familiarize pupils with the possible misunderstangsi they may end up in when they
communicate with people with different cultural kgmounds. It might also be a
good idea to tell about situations in many différesuntries and with people from alll

over the world, not only NSs of English.
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Another finding regarding culture was that showpajiteness when communicating
in English is a common theme in English lessonsaiAgteachers could take into
consideration a broader perspective on showindgrass. Even if pupils knew how
to show politeness to a British person and thegghveas filled with the worglease
the rules for successful communication in Englisin e totally different if one is
talking with, for instance, a Japanese, as therétieal framework of the present
study showed. Pupils might get confused if the getdey are communicating with
does not look them in the eye or if the person dwdshake hands with them. They
do not need to become fully informed about the axations for such behavior, as
long as they become aware of the fact that thewldhoot judge other people’s
behavior from the viewpoint of their of culture. Bgarning to approach such
intercultural situations with an open mind and ex$gdor different ways of living and

thinking, pupils would learn how to act in any kiofisituations.

The third research question focused on EIL contémt&nglish teaching. Even
though the issue was approached from many diffexagtes in the interviews, the
information gathered was quite limited. This maggest that the questions that were
asked were not accurate enough for addressindgdpis, but it can also imply that
there simply is not very much EIL contents in Esgliteaching. The latter
explanation could seem more likely, since somédefrtovice teachers explained that
even though they had thought about the contempastatus of English as an
international language, they did not know how toomporate it into their teaching
practices. They reflected a raised awareness dbifie in their interviews, but they
found it quite difficult to describe or rememberckueaching practices which would
have illustrated EIL.

Out of the EIL contents that the datial present, three main categories were formed.
The first category dealt with the status of Englishthe world, and within this
category the most common EIL content was the attémpring authentic English
into the classroom. The novice teachers want te thieir pupils a chance to practice
their English skills in communicational situationkere they get to use English with
either NSs or NNSs of English. In this way pupileuld understand that real,
authentic English can be something else than tigukge in teaching materials. This

is a very important aim for English teaching. Assalissed in the theoretical
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framework, official teaching materials often contrate on the English of NSs, and
if that is the only picture that pupils get, theyutd get surprised when they faced the
real world and all the different situations wheragksh is actually used. In his
article, Matsuda (2003a) has summarized severangmse studies, and the findings
are quite similar to the present study. Matsudavshthat English is still being taught
as an Inner Circle language, based almost exclysiwe American or British
English, and therefore there are no EIL content&mglish lessons in Japan. He
suggests that one way of exposing pupils to vartenglishes in class is to bring in
speakers of multiple varieties. This would show thmils that being an effective
EIL user does not require being a NS. In addittbis would have positive influence
on pupils’ ability to comprehend different varietjesince they tend to find familiar
varieties easier to understand. Matsuda mainthaisift face-to-face interactions are
impossible, this can also be done with the help-ofail exchanges, internet projects,
or movies with other EIL users. In terms of teaghmaterials, Matsuda prefers
textbooks with more EIL characters and chapterswhpecifically address the issue
of EIL: its history, the current spread, what théufe entails, and what role the EIL
learners have in the future. This, according toddda, can also help EIL teachers

encourage pupils to engage in such discussionasekk their own voice in English.

Another finding regarding the third research questshowed that the novice
teachers introduce a wide range of different veesebf English. It is surprising,
though, that the NNS varieties of English are adgressed if pupils point them out
or make dismissive comments about them. In Jenkitugly (2005), the participants
were asked if they would teach their students aymoiation model of their local L2
accent with EIL adjustments for international ifiggbility. The findings showed that
even though the English teachers felt that theylshsupport EIL view, some of
them found that it would not satisfy their persogedls. Jenkins remarked that even
though the teachers claimed to support EIL proratiam, most nevertheless
continued referring to NNS accents as “incorreothis rather than EIL varieties, as
if they accepted EIL in theory but not in practi@oth the present study and the
study by Jenkins may imply that since teachersrajfliEh perceive NS varieties of
English as the ideal model for their own persoaabliage use, they cannot give up
this idealization or goal when they teach EngliBhat is why similar objectives are

applied in English teaching. Finding a solution fieis can be challenging. It might
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not be possible to introduce each NNS variety sephs, but teachers could talk
about such negative and positive evaluations of NBi$eties of English in a more
systematic way. That is how pupils could understdrad they should be aware of
their own value judgments, and that if it is acebpg to laugh at other NNSs’
English, their own English can be laughed at, fbeachers could also encourage
pupils to discuss why and how the mother tongua person may affect the way
how they speak and write English. This could makgilp more tolerant towards
different varieties of English, especially sinceytrare likely to come across a wide

range of English varieties outside classroom.

As the novice teachers thought about their teaclpragtices, they noticed that
pupils’ lack of English competence or their ownklaaf competence can be the
reason for the very limited amount of EIL conteimgheir teaching. For them, this
observation may function as an awakening to thétyethat they could seek more
information about the wide range of varieties ofgksh. It could also inspire
education planners to understand that maybe theaéidn of English teachers is too
limited and it could be expanded to deal with NNfsEnglish, at least to some
extent. Llurda (2004: 318) claims in his articleatthteachers of EIL should
incorporate instructional materials and activitiesoted in local as well as
international contexts that are relevant to langulearners’ lives. As suggested by
Kirkpatrick (2007: 193-195), EIL contents could l®ught into the classrooms with
the help of three components. First of all, pupilsst be acquainted with common
problems of mutual intelligibility in interculturacommunication. Secondly, an
intercultural approach must be added into the culwim, and thirdly, pupils must
learn the strategies which they can use in inteucall communication. All of these
could be implemented in Finnish schools, too. SNEX is an important guidebook
for teachers, emphasizing the value of EIL in thericulum might work as an
effective moving force. Another good encourager ftiscussing EIL in the
classrooms could be adequate teaching materialse she findings of the present

study showed that the school book plays an importde in English teaching.

In short, what are the main implications that candsawn on the basis of this
discussion, then? The first research question stidkaag the English-speaker models

in English teaching are still based on NSs andt#athers would need more specific
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guidelines and norms for the type of English thkgutd teach. The third research
question revealed an alarming observation thaatheunt of EIL contents in English
teaching is definitely lacking. This situation skbbe improved by a revised version
of NCC which would clearly take into consideratidme contemporary status of
English as an international language and suggestifgp teaching practices for
bringing it up in class. Furthermore, the normsHEaglish teaching in Finland should
be clearly defined. In terms of cultural contemtsEinglish lessons, teaching should
be extended to cover a more intercultural perspecto that pupils would acquire
better competence for interacting in internatiositiations in English. In practice,
this would mean implementing a specific, up-to-d&k teaching pedagogy,

different from the traditional teaching practicé$areign languages.

7 CONCLUSION

To conclude the present study, the final chapterceotrates on assessing the
findings in terms of reliability and validity. Theare examined both in terms of data
collection method and in terms of data analysis.atidition, the strengths and
limitations of the present study are discussedallinsuggestions for further study

are outlined.

When considering data collection in qualitative esash, objectivity may be
guestionable, since data collection methods oftesemble everyday interaction
(Tuomi and Sarajarvi 2009: 125). The danger ingigmerview data and asking the
participants about their own behavior is that tlagiswers may reflect more what the
interviewees think they should say rather than whay actually do (McKay 2006:
51). In other words, an interview as a data gatigemethod poses a risk for
prompting interviewees towards such answers thatrésearcher expects to hear.
Since the inter-subjectivity of all social relat®oannot be avoided in a research
context, it is important for the researcher to idesthe role of it when drawing
conclusions (Gillham 2005: 6). In the presents wtutle limitations set by the
methodological choices were known before the dads wathered and analyzed.
Thus it was possible to take such actions whichlevauinimize their effects on the

study and its findings. The schedule of the intawiwas carefully revised and the
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interview procedures were practiced before theaatiierviews took place. With the
help of the piloting interview and feedback from nypgpeople, it was possible to
avoid prompting the participants towards the exg@é@nswers, and instead, to give

them a chance to freely speak their mind.

In qualitative research, reliability in data an@édysan be assessed and improved
through detailed description of the research pmdd@siomi and Sarajarvi 2009:
142). It is important to describe and write dowa ttevelopment of the researcher’s
own thinking during the process, because it helps teader to follow the
development in thinking, as well (Kiviniemi 20071)8 In terms of validity, internal
validity can be gained through a careful recordamgl analyzing of all the data
gathered and by presenting it in a fair and unbiasenner, whereas external
validity in qualitative research can be gained digto a full description of the
participants and the context of the research sbréaders can determine to what
extent the findings might be applicable to othenteats (McKay 2006: 13-14).
Furthermore, authentic extracts from the data shbalincluded in the description of
the analysis, (Hirsjarvi, Remes and Sajavaara 2289). Thus, the most important
factor is providing a detailed description of dletsteps the researcher took to carry
out the study and when selecting examples to ilitestparticular conclusions, to
select representative examples from the data ratieem unusual or surprising
instances. In addition, it is important for theeasher to be aware of his or her own
preconceptions of the topic (Gillham 2005: 7). thes words, since the researcher
has been personally engaged in the data collectionan be claimed that the
researcher cannot consider the data objectively, #ne analysis requires the
researcher to make his or her own interpretatidnthe data. In the process of
analyzing interview data, the researcher is inélytamaking some kind of
interpretive construction of what the interviewéase said and this construction has

always some subjectivity in it.

In the present study, the data was analyzddctivelyfor its contents, which ensured
that the findings of the study arose entirely frdhe data, and not from the
theoretical framework or the researcher’s precotmoeg The analysis of the data
was a two-way process. This means that the datdigastudied carefully and the

categories were formed on the basis of the datéer Ahat the categories were
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examined and those parts of the data that did mdthrthe label of the category in
which it had first been put were removed. Thenhwle data was studied once
more and if there were some parts which would mé#tehcategories but which had
not yet been included in them in the first rourttkyt were now included in the
categories. As the data and the categories wedésdtseveral times and both ways —
bottom-up and top-down — it was possible to stiesgithe choices that were made
on the basis of the data and to make sure that eathct was in the correct

category.

An attempt was made to describe every stage afidkee collection and data analysis
in detail, so that the reader can assess the chthe¢ have been made during the
research process on the basis of the descriptidrenWlescribing the results and
drawing conclusions, the solutions have been jastifvith the help of examples
from the data and the different classifications enad the basis of them. The process
of analysis and the categories have been carefiglycribed in tables 1-3 in
Appendix 2, and the mind maps 1-3 in chapter Stithte the analysis in a visual
manner. All of these actions were conducted soithabuld be easy for the reader to
follow the analysis and to get a good picture ofvhibe findings of the study were
arrived at. Even though all the extracts from tlagadwere interesting and it was
tempting to describe them all in chapter 5, it wagossible to talk about all of them.
That is why an attempt was made to choose thosaatxtwhich were the most
illustrative in terms of the categories and thenapis of the participants. To get a
wider picture of the opinions and a more firm foatidn for the categories, the
extracts in tables 1-3 are different from thosehapter 5. That way it was possible
to provide the reader with further examples. Thetigipants of the study were
described as carefully as possible, within thetBmif anonymity. Thus it is possible
to consider to what extent the findings might beliapble to other contexts. With
the help of these choices made, the reader hgsodsshility to assess the reliability
and validity of the present study. In terms of ahjgty, it would have been
informative if another researcher had analyzeddtita of the present study without
knowing the findings at which have been arriveceh€@omparing those two findings
could have shown at least a rough estimate of heWthve present study succeeded

in terms of objectivity.
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In addition to the limitations in the selectionroéthodology, the topic of the present
study posed challenges. Even though the reasonedbttte spread of English are

quite unarguable and its contemporary status astamational language has been
discussed for many years, the concept of EIL itiseli complex, ambiguous topic.

Since there is no unambiguous definition of EIL dndas not been described as a
certain variety, apart from pronunciation, it is@h very difficult issue to be studied.

To tackle these challenges set by the choice at tdpree angles were chosen to
approach it. With the help of these specific angliewas possible to study at least
some characteristics of EIL, regardless of its dexity. These angles were chosen
on the basis of the theoretical framework, becdlisg seemed to have an important
role when dealing with EIL in English teaching. Hower, since the topic of the

present study has not been examined very mucteipdht, it is difficult to assess its

findings and compare them to the findings of prasistudies. This is a shame, but it
only means that the issue of EIL should be examingder.

The present study succeeded in capturing integgstiew information about the
desired angles in the Finnish context. Even thdeighis such a vast concept, it was
possible to get a better understanding of it byakirgg it up into smaller factors and
study them. As the findings of the present studgpwsdd, the novice teachers’
awareness of EIL has already raised, even thouggssinot yet notably affected their
teaching practices. In that sense the present stadybe described as a proactive
study which focuses on the present and the futtifénglish teaching in Finland,
rather than studying such teaching practices whake dominated English lessons
for the past decades. That was also the reasorthehtarget group of the study was
novice teachers of English. These teachers wiltbking for the next thirty or forty
years, and if their actions and thoughts behinddhaxctions are studied now, there is
still the possibility to change those actions,tifsi considered necessary. Teaching
practices are an interesting topic to be examibedause there are so many beliefs
and traditions behind them. Every teacher's expegs of their own schooldays
affect inevitably their way of teaching, and thagidices of the school system can be
so deep-rooted that it may require a lot of exftfareto change them, even though
the world outside the school building is changihg.addition, the findings of the
present study may contribute in making English hees aware of the choices they
make in the classroom.
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In the future, EIL and its effects on English teaghshould definitely be studied
further. It would be important to examine whethlee teaching of English in the
contemporary world requires the codification ofimgke EIL variety. As shown in
the present study, this has not yet been acconeplisipart from EIL pronunciation,
and it might be a very demanding task. Anotheradtive would be to approach EIL
by introducing the range of Englishes in the wanal appreciating the local variety
of English, without the codification of a specifidL variety. Which one would be
the most beneficial — it is difficult to say. Thatwhy the issue should be studied
further. In addition, it would be important to sjubdow the status of English has
affected English teaching in Finland. The presentdys approached this by
interviewing the teachers themselves. It might besaful technique to observe
English lessons on a systematic way for a longaog@ef time, since interviews do
not necessarily give a full picture of what goesimthe classrooms. As the findings
of the present study have shown, novice teachers feelings of confusion and
inadequacy as they try to live up to their own etpgons of their English
competence and the expectations that the shrinkgiofpe and the increasing
international interaction generate. Novice teackbmuld be supported in their work
and English teaching should react to the chang#simworld.
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APPENDIX 1: Schedule of the interview

Reetta Seppala
Pro Gradu -tutkielma
Puolistrukturoitu teemahaastattelu

O O0OO0OO0OO0OO0OOo

O O0OO0oOo

. VASTAAJAN TIEDOT

Koulutuksesi?

Miten kauan olet tydskennellyt opettajana?
Milla asteilla opetat / olet opettanut englantia?
Opetatko muita kielia? Mita?

. OPETTAJA ENGLANNINKAYTTAJANA

Kuvaile englannin kieltd omin sanoin, esim.

0 mik& sen status on nykyaan

o miltéa englanti kuulostaa
Kuvaile englannin kieltasi
Kaytatko englantia puhuessasi jotakin tiettya akteehMita? Miksi?
Milla perusteella olet valinnut juuri taman aksefti
Kaytatko englantia kirjoittaessasi jotakin tiettygrianttia? Mita? Miksi?
Mink& perusteella olet valinnut juuri tdméan variafit
Onko se ollut tietoinen valinta?
Kuuluuko suomen kieli mielestasi puheessasi? Mitgrtaudut siihen? Onko se
etu vai haitta? Perustele.
Haluaisitko kuulostaa enemman natiivipuhujalta? é¢ehMiksi / miksi ei?
Onko sinulla talla hetkella tavoitteita englannial&si kehittamiseksi?
Kenen kanssa kaytat englantia (natiivipuhujierdaiivipuhujien)?
Minkalaisissa tilanteissa tyon ulkopuolella kayaglantia? Suomessa /
ulkomailla?

. ENGLANNIN OPETTAMINEN

Oletteko puhuneet eri varianteista / aksenteistes?&vl Miksi

Mik& variantti on suurimmassa osassa valmiita cpaaieriaaleja?

Onko opetusmateriaaleissa sellaista ainesta j@sgatéan muitakin kuin britti-
tai amerikanenglannin variantteja / aksentteja?aidiia?

Oletko huomannut oppilaiden pyrkivan kielenkayt@sgphonkin tiettyyn
aksenttiin/varianttiin? Mihin? Minka arvelisit olem tdhan syyna?

Oletko kehottanut oppilaita valitsemaan jonkinyieaiksentin/variantin? Minka?
Miksi?

Oletteko tunneilla kasitelleet suomen kielen vailstsa omaasi ja oppilaiden
puheeseen?

Oletteko kasitelleet muiden kielten vaikutusta angin aksenttiin tai
kielioppiin?

Minkélaisissa tilanteissa ja kenen kanssa kuvithpilaidesi kayttavan
englantia tulevaisuudessa?
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. KULTTUURI KIELEN OPETUKSESSA

Oletteko kasitelleet kulttuuria englanninkielenggdessa? Mita kulttuureita?
Mit& asioita ko. kulttuureista? Miksi juuri niita?

Oletteko tunneilla kéasitelleet kulttuurienvalisiég (esim. suomalainen kulttuuri
vs. kohdekulttuuri)

Onko tunneilla k&ynyt vierailijoita muista kulttweista? Mista?

Haluaisitko tunneille kdymaan englannin natiivipjiawai ei-natiiveja? Miksi?

. ENGLANNIN KIELEN ASEMA MAAILMASSA JA SUOMESSA

Koetko opettavasi englantia vieraana kielena, t@deelend, lingua francana..?
Onko sinulla sellaisia oppilaita, joille englanti  toinen kieli (vaikka se ei
olisikaan esim. toinen aidinkieli)?

Kasitteletkd tunneilla englannin kielen historiaaden nykyasemaa maailmassa?
Miten olet perustellut englannin kielen tarkeytgpiaille?

Oletteko tunneilla késitelleet englannin asemaantxssa?

Tiedatkd miten paljon ja missa tilanteissa (domiasee vapaa-aika, tyo,

opiskelu) oppilaasi kayttavat talla hetkella engkoulun ulkopuolella?

Haluatko viela sanoa/kysya/kommentoida jotakin edeen liittyvaa?
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APPENDIX 2: lllustrations of the analysis of each esearch question

Table 1. lllustration of the analysis about teastes English-speaker models

ILLUSTRATION OF THE ANALYSIS — RESEARCH QUESTION 1

Extracts from the data

Themes

condensing the
information in

Sub-
categories

grouping the
coded

Main
categories

combining the

reading the data, forming a general view of it | the data utterances categories
(63) kyllah&n aina koulussa on kuitenki ollu Basic education

sellasta brittiaksenttia (5,1,29)

(64) no ensinn&ki nyt taalla yliopistossa ollessa o University

jotenki tottunu semmoseen standard english studies External
tyypplseen.klelenka}yttooq __(6,1,42) _ _ causes Causes
(65) mut toisaalta sitten taa teeveesarjojen Television ;
vaikutus on niin vahva (2,1,34) affecting
(66) vaikka sillon australiassakin [-] sehan nyt on teaCh_er S
. australianenglantia mut ei se aksentti tarttunu|  Living abroad English
niin paljoa mutta jotain sanoja tietysti tarttunu

(7,1,19)

(67) se on ehké se etta sita just pitd& natimpana  Personal

omaan korvaan (3,1,48) preference Internal

(68) ehka on voinu tulla myés tammésena causes

asenteena etta se brittienglanti ois semmostans.  Attitude

hienompaa [-] kuningattaren englantia (1,1,46)

(69) se on sit ton britti ja amerikanenglannin

valissd vahan koska [-] koulussa ku on enemm@n Mixture of

brittienglantii ollu ja sitte taas telkkarista ja accents

muusta on amerikanenglantia omaksunu niin sjt ; .
se on varmaan jossain siind valimaastos (4,1,24) chz\a/raartl:"ti:rliitiﬁ Ch"?‘raCte”S'
(70) jos mé vaikka mesessé chattailen jonku 1 tics of
kaverin kanssa ni jos se on australiasta tai Variation in teacher’s
jenkeista ni sillon ma puhun eri tavalla ku accent English
brittildisten kavereitten kanssa . eri sanoja kéytg

silloin (6,1,36)

(71) kyl méa kaytan sité brittienglannin

oikeinkirjotusta . ku téaytyy miettia jostain Stable way of Stable

sanoista et tuleeks tdhan nyt . jok- joku kaks spelling characteristics

kirjainta vai kirjotanks ma taan yhella (8,1,40)

(72) sitte etenki ku on enkunopiskelija niin tulee Reflection about

jotenki hirmu paineet ettéd sen pitd&a kuulostaa being a model | Teacher as a

hirveen hienolta (7,1,47) model

(73) koska ma pyrin olemaan siellda mallina [-] Making

etté se kieli ois sitte niinku ymmarrettavaa (12,4  mistakes

(74) kun on ollu opettamassa niin on jollaki o
tavalla siistiny sitd omaa aantamistaén aika paljonComprehensi- English in
niin etta oppilaat ynmaértaé sen helpommin bility the
(6,1,28) classroom
(75) ma sit kuitenki haluan ettd mulla on joku Language in
yleisamerikkalainen tai yleisbrittilainen [-] et the classroom

pystyy vaihtamaan johonki melko neutraaliin .

koska tietyt tietyistd aksenteista tulee [-] Neutrality

negatiivisia konnotaatioita vaikka mulle tulis
kuinka kaikista positiivisia [-] niin tota kaikillei
valttamatta (2,2,37)
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reading the data, forming a general view of it | the data utterances categories
(76) monestihan kie- noitten kirjojen kappaleet|on
laadittu silla lailla etté niissa olis siind sigésa | Theme / chapter
jotain kulttuuriin liittyvaa (1,4,4)
(77) on pienia patkia kylla hirveen seki on Superficial Role of the

N . . . school book
yleensa semmosta pintaraapasua (4,3,16) information
(78) kirjasarjasta riippuen &aa siina itse kirjagsa| Depends on the Culture
olla aika paljonki semmosia sivuhuomautuksia {tai book defined
sit niité voi olla tosi vahén (6,4,9) from the
(79) sillon jonku verran kerroin niinku omista Teacher’s outside
kokemuksista sielté ja siitd koulumaailmasta experiences
(7,3,32)
(80) ma oon sitte yrittédny etsid enemman tietog Additional Role of the
itelleki ja sitte etta vois oppilaitten kanssaiit material teacher
kayda lapi (9,2,41)
(81) mutta sit se on vahan opettajasta riippuvaa d8epends on the
ettd miten paljo sitte niinku haluaa muuten teacher
tarinoida asioita (6,4,10)
(82) emma tid liittyyko nyt kulttuuriin paikallista Geography
maantietoo semmosii (4,3,20)
(83) ihan nyt vaikka jotain tommosia ettd mita General Culture
eroja koulunkaynnissa on ja . mita siihen liittyy School knowledge .
(8,5.13) defined
(84) ettd tama on nyt tima lippu ja tdméa on nytl  Other trivia through
tama ja siella on kuninkaalliset ja (2,4,19) concrete
(85) ehka tallanen joku selkee esimerkki on joku  Festivities components
joulunvietto (3,4,38) People’s
(86) kyllahan niitd semmosia tapoja ja pienia Customs behavior
asioita (8,4,21)
(87) tietysti ne on vadhdn  monesti
hienovarasempiaki asioita esimerkiks . no joku Politeness Linguistic Culture as
ihan kielenkayttoonki liittyvd asia jotku please politeness part of the

sanat tai tallaset (3,4,40)

(88) ylakoulun puolella jopa aika useastikin kos
opetellaan just sellasia jotain vaikka
vuorovaikutustaitoja (3,4,21)

ka Verbal
communication

Other remarksg
about verbal
comm.

language
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(89) varmasti antais [-] ajateltavaa niille opgi&i Authentic

ettéd kun he nakis jonku joka oikeesti kayttaa sitd English into the

kielta . etta se tulis niille [-] todellisemmaks s classroom Illustrations

ajatus etta sitd kielté voi kayttaa (1,4,31) of authentic

(90) se myos lisda [-] ymmarrysta vaha muistaki Inviting both NS English

puhujista koska kuitenki englantia toisena kielehand NNS visitors Status of
puhuvia on niin kauheesti (3,4,34) English in
(91) enkku on sinanséa vaha kiitollisempi kieli etta the world
[-] sité ei kauheesti tartte perustella [-] ei ®té& | Status of English

miksi englantia opiskellaan et sitd en kylla oo apparent English in

joutunu kenellekké& sanomaan etté miks (1,5,4) Finland

(92) ylakoulun [-] kanssa varmaan ollaan just | Role of English

katottu kai- jotain mainoksia ja kaikkee et missa  in Finland

sitd nakyy [-] sitd englantia (8,6,15)

(93) oli ihan siis oppikirjan mukaan oli eri

varianteista . juttuja [-] ne on ollu britti sitta Introducing NS

ollu amerikan [-] sit yleensa liséks on ollu accents/varietieg

australianenglantii mm intianenglantii [-] sit on

varmaan [-] eteldamerikan englantii (4,2,20)

(94) sanastopuolella ja ilmauksissa [-] verrataan Systematic

suomen kieleen [-] kieliopissa [-] saatan sanoa Impact of teaching

niille ettd tdsséa on suomenkielessa niin ja nadinjfja Finnish on

ihan samalla tavalla te voitte sanoo sen grammar

englannissa tai nyt ei saa sanoa samalla tavalla ku

suomen kielessa (6,3,30) ]

(95) joskus ehka jossaki sanassa joka niinkun Impact of Different
jotenki silleen ettd suomalainen vaistomaisesti Finnish on varieties of
lausuis sen ndin (9,4,35) pronunciation English
(96) se ei valttamatta oo ollu mikaa varsinainen

tunnin aihe mut [-] keskustelu on joskus niinku

valunu siihen suuntaan joku oppilas on heittdny Discussing NNS

jonku kommentin . ja sit ollaan puhuttu siita . on accents

ollu tammdsiéa stereotypioita joskus just miten Unsystematic

ranskalaiset aantaa esimerkiksi [-] mut ne on olu teaching

semmosia [-] vitsijuttuja siella tunneilla (6,3,36)

(97) ihan niinku siirtolaisjuttuja ja [-]

siirtomaitaki sitte et [-] joskus saattaa olla rautt Discussing

eihan se nyt mitenk&aa se liittyy aina sitte jos se historical causes

liittyy johonkin ja tulee jostain sitte ilmi ettéeh

ope miks miks tuollgpuhutaan englantia (8,5,47

(98) monesti niinku esim skotl- skotlantilainen

vaikka se ois kuinkaelkee ja kuinkarrat Pupils’ Reflection
pyorahtés niin ei mutta sitte eiké niinku yleensg  competence Need for about EIL
aust- aussikaa aksenttia ei tunnisteta (9,3,20) better -
(99) mun taytyy myontaa et ma hirveen huonosti  Teacher’'s competence Conten_ts In
niinku tiian naita vaikka englannin sisdssa olevla competence teaching

eri . et siind ois kylla parantamisen varaa (5,8,3

0




111

APPENDIX 3: Extracts translated into English

(1) when we have practiced pronunciation in, foaraple, our English pronunciation course, it has
focused more on British English, and also when $ @iaschool the characters on tapes spoke British
English (9,1,43)

(2) probably when | was at school, the school bdwige had that variety [British English] (7,1,30)

(3) maybe also the teachers in our university ssitiad such a [British English] background, and the
type of writing a person sees and uses and wiffesta her language use (8,1,43)

(4) but on the other hand, when you think about fiw that | have learned a lot of English by
watching television, | probably also use the Amami&€nglish variety, because many series that | have
watched come from America (1,1,30)

(5) since | have spent a year in the United Statesin exchange student it taught me American
English accent [-] it would have been difficulttedk in a different way than everyone else aroured m
(3,1,35)

(6) since | have had American friends and | haveags thought that it [American English] sounds
nice, | probably have wanted to identify with the@mguage group, but also because | have had these
friends and | have used English with them, | hadepsed this kind of language use (5,1,30)

(7) 1 do not know, | find it [British English] may) it feels stupid to say, better but that is haeé it
and it is, among other things, geographically al@sed | do not really like everything American, so
maybe that is one of the reasons, too (4,1,31)

(8) I think that it [American English] has stayedmy language use and now at the university we have
had more British English influence, and thereforg BEnglish has shifted more away from it
[American English] but not totally, so maybe | sh@amixture of those two (3,1,38)

(9) it is a mixture of something, | do not know whaut a little bit like British English but themadhe
other hand, if | am in contact with, say, Americahstart to imitate them very easily, so that my
language changes (2,1,35)

(10) I try, I would like to be consistent so thaten though it would be easy to write British Eslgli
features and even though word always underlinéfsl itvrite meter instead of metre, | try to write
American English so that it would be one consistaniety and not a hybrid form (5,1,36)

(11) when they sometimes may ask that which vatigty should use, | have said that it is their own
choice, but | come up with this problem when thare words which they pronounce after me and |
start wondering whether they would want to say wienerican English accent] or water [British
English accent] and sometimes | have said thatdibés not mean that you would have to say it with
American English accent but it is difficult for me say it differently because it is my way of
pronouncing, but then | have just tried to say #hnan though | have a quite thick accent (laugher)
you have the freedom to use any accent you like\jeh though | have American English accent and |
have somehow orientated myself towards Americdoés not mean that it [American English] is the
only accent | would want to provide them with (3,3,

(12) this is exactly the question that whose Ehgtiee we teaching, and if teachers should have some
certain accent, why should they have it and who idefine it, and this is a very difficult questipi

it is also a matter of identity, which is still ary open issue for me, and that is why | find toigery
interesting topic because it is so difficult to &es it [-] because | have my own identity thereaas
language user (8,2,1)

(13) but I think that it would be very importantstudy whose English is taught in English lessons i
basic education, to think about whose English ugjith and does some variety dominate the teaching
and if that is the case, is it okay and shoulctitike that, and what are the values that why areety
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of English is better than some other [-] it is boder so that English belongs to someone and shat i
why | sometimes think that it could be taught innypalifferent way because there are so many
alternatives where to choose from (8,6,52)

(14) if | was teaching in a classroom and | madeistake, it would not be so okay, in my opinion,
even though making mistakes is allowed but | waubd want to provide my pupils with a wrong
model, but otherwise | think that making mistake®kay and everyone gets to make their language
look like them as long as others can understa(@dt4)

(15) of course you can always hear it [impact ofriish] and sometimes | do not know whether the
pupils notice it but | hear it that oh no, | pronced them wrong again [-] but it cannot be prevénte
and since | am not a native speaker, | do not stikec native speaker (9,2,12)

(16) sometimes as | am teaching | try to speak notearly because the phonemes in American
English are more mixed, and | think that it is tleasier for them to distinguish the phonemes (p,2,1

(17) 1 have notices that sometimes in the classrbom not so use such a thick American English

accent, but when | am with Americans it is easiende such accent and then I try to avoid the impac
of Finnish, but if | am talking with, say, Finnsrlay try to avoid such an annoying thick American

English accent [-] it may annoy someone who is @&jaeverything American in Finland, and at

normal school | once got such feedback [-] that firour thick American English accent annoyed me
but then | got used to it, and | can imagine thates the United States it not very popular at the
moment, especially during Bush, it could have bdieected towards the accent so that the American
English accent annoys people because the UnitddsSés a country or the Americans annoy them
(5,1,51)

(18) often different countries are discussed one ttne in school books, so that first there ave fi
chapters about an Irish girl, and after that thaptér follow the life of an American youngster and
everything related to that, and that is how it nft@es in the teaching materials of the upper tegél
comprehensive school (8,4,27)

(19) there was a chapter about Australia, andishiabw Australia was discussed in only one chapter,
and that was the variety among the normal things30)

(20) often the chapters in the school books arstcacted so that their contents have somethingtabou
culture, and that way cultural issues are discussgdther with the language, but | feel that such
issues are not properly discussed because we fonolys on the chapter and translating and

understanding the text but the content of theitegtscussed very briefly (1,4,4)

(21) there was a chapter about Scotland where sausised some very general information, nothing
very deep, so that it was only very superficialtadl information, but it was better than nothing
(2,4,8)

(22) often between two sections in the school bdb&se are some cultural issues, but it is depanden
on which school book is in use (9,5,1)

(23) somehow | rely on the quality of contemporachool books, so that there are quite a lot of
geography and everything in them (5,5,34)

(24) 1 have been to America twice for a longer paf time, and even though | have only seen a very
small part of America, | could imagine or at ledghink that it is nice to hear someone’s own
experiences, and that is why we have looked atgshand with the help of the photos | have
explained things that, in my opinion, portray Ancan culture, and | would like to have more such
material, and that is why | have to start traveliagd | have noticed that pupils like such thindsta
(5,5,36)

(25) | like to tell about my friends who have besrmewhere, and they really remember such stories
better (6,4,29)
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(26) | have gotten such an impression that | sh@ather lots of extra materials, such cultural
materials, so that | could get some extra infororafior each chapter, and | could tell pupils more
about cultures than what there is in the schookbpand that way discuss cultural issues moref[-] o
course it is another question how deep such digmuss if | do not have any own contacts to other
cultures, and how well the pupils remember it @,4,

(27) that was a real pain threshold for me, or hdeyed how | could teach culture, because it i suc
a wide subject and there are so many English-spgakiltures that my knowledge will never be
enough for introducing, for instance, Indian cudtand Australia and England and so on, so that it
made me feel inadequacy (5,5,22)

(28) | could say that, depending on the school baos¢d, the book may have a lot of parentheses or
there may be only few of them, but it depends entdacher how much she wants to tell the pupils
about such things (6,4,9)

(29) of course it [culture] has a minor role thdme language itself, but | always add my own
comments, depending on the context (3,4,19)

(30) and also take advantage of the pupils’ expege so that if the topic has been traveling, they
have brought their photos and if someone has digMastralia, s/he has told about it, so that itdloe
not have to be so that | am the one who tells tleemrything, because we can also learn things
together (5,5,42)

(31) and at the moment | am going through the WnB¢ates and at the same time we discuss the
different states in the United States, and thdiosw geography is discussed, even though | do not
know whether geography is part of culture, wellainvay it is, such things come to my mind now
(1,4,16)

(32) for instance on the lower grades of compreilvenschool we discuss what the school is like in
Great Britain and what it is like in Finland andethwe talk about the school uniforms and all the
differences between the school subjects, and sultdral issues (2,4,29)

(33) and what comes to mind when we go through stmapters which deal with living or cuisine [-]
and Englishmen live in certain kinds of apartmeatsl they do not have double windows or
something like that, so that the discussion is nli&eethat (6,4,23)

(34) we have gone through all the festivities agtklorations and such, and we have also discussed
them one by one (9,4,49)

(35) for me it is important to bring up culturakiges, too, so that you talk about people who really
speak this language as a mother tongue, wherédlitlegyand how they do this and that and how they
do not rinse plates after doing the dishes or shimgt and they are such things which do not take
much time but which make the language learning anlare authentic and a lot more meaningful and
interesting for the pupils, | think that it is veignportant to teach also to context to which the
language belongs, and not only the correct vocapfas,11)

(36) | do not know if this is regarded as part oftare but all of these polite words in English,igrh
are used a lot more, and of course | compare tloelRinhish so that the pupils would understand the
difference and so that they would know why to usgain words and why it is done in a certain way
(4,3,29)

(37) there should always be the word please eveugth we do not use it in Finnish but it is part of
good manners (7,4,9)

(38) they are such separate issues like food adld soncrete things, and the issues which could be
discussed more on the upper grades are the impertaf using the word please and such

communicational issues, which could be discusseuh enore, but of course it is easier to tell about
the flag or the royalty of a country, they are show easier to bring up (2,4,16)
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(39) then | realized that there is a lot of cultirghe language, so that the Brits say how do gou
and the other answers how do you do, and it doekaw@ to mean how is it going, so that culture is
connected to the language in many ways and withh#ip of the language you can tell about the
culture, for instance these guidelines for polisnthat it is not polite to say everything straigivay
there even if it is okay when you are discussinthwi Finn, and the use of the word please is also
connected to the language, and such things shavhindanguage reflects the culture (5,5,27)

(40) it is mostly about Great Britain and Americ&course there are short pieces about other esltur
or varieties, too, but only very little, and thefis is on Great Britain and America (4,3,24)

(41) usually yes [native speaker cultures] | hea@rcely even thought about saying something about,
say, Germans, so that mostly those cultures wlegéish is spoken as a mother tongue (6,4,20)

(42) Interviewer: is cultural teaching always cocteel to native speaker cultures

Participant?: so far yes, even though it shouldosobut that is how it has been

Interviewer: why should it not be

Participant7: because English will not necessabiéy used with native speakers, and therefore
interculturality should be taken into consideratioegardless of the cultural background, and not so
much about how to behave in Great Britain, but ameshow teach something about intercultural
communication (7,3,37)

(43) | guess they are mainly native speaker cudfuegen though the reality is that in international
interaction you communicate with non-native speskeraybe sometimes in some exercises we may
practice such skills, if we practice a job intewi®r something like that, even though the actual
situations where they use English may not be ab@umunication with native speakers (2,4,22)

(44) 1 think that it is very important to bring tlaetual language into the classroom, it does ndtema
whether it is a native speaker or not, becauseghetactly such lingua franca so that the pupisid
get an experience that hey English is good and thirhelp of it | get to know more about the cudtur
of that German, and therefore it is not esserdjat [s good because it creates genuine interaciod
genuine language use (5,6,13)

(45) 1 do not think it matters whether it is a natispeaker or not, because if English is used as a
communicational tool, it is a meaningful situatifor the pupils that they are using English for
something else that just making sentences in ciakthat is why it makes sense (1,4,36)

(46) preferably native speakers and people from phrticular culture, because | do not see thetpoin
in inviting anyone else who is in the same posit@nl am but who came there just for a visit, of
course a person from that particular culture hbgt enore to say and that is why | would rather have
people from that culture, and therefore it wouldhably be a person who speaks English as a mother
tongue (4,3,40)

(47) no one has ever asked me to give reasons on@das ever stated opinions that this is stupid
why do we have to study this, so | have not be&rd$o give reasons, in English lessons you do not
usually have that problem because everyone haptectéhat it is a useful subject to some extent
even if it was difficult for some of them (7,4,36)

(48) now that it was newspaper week we looked atspapers and tried to find instances where there
were English expressions which had not been traatslia any way, and there were plenty of them,
and | think that the pupils have understood it, that English is the dominant language nowadays
(9,1,11)

(49) there is a British English speaker and Iri8lmerican, Canadian, Australian, South African
youngsters who speak, and that way the young peopulerstand that it is not only Great Britain and
America where English is spoken, and | think thas igreat that the young people learn that there i
no one correct variety (6,2,47)

(50) we have not discussed them systematicallyt,ebld usually there are chapters and texts which
are read in different accents and | always poietttout and ask whether the pupils recognize the
accent and what are the characteristics of thatra¢®,3,12)
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(51) quite often in syntax | say that you shoutdcdareful with this one because you may easily make
a mistake, since you say it like this in Finnistd ave think that it is the same way in English, hat
English person says it in a different way, and tedtow we discuss them, but on the other harsl it i
natural, and | wonder what our goal is nowadaysabse then again you might say or write so in
Australia (8,3,35)

(52) we talk about it [the impact of Finnish] inrmes of pronunciation quite a lot, and especially th
differences in phonemes that where we should pentatn to them as we pronounce (6,3,28)

(53) of course it [the Finnish language] affects pronunciation a lot, but there are some pupile® wh

cannot pronounce even the very basic phonemesi§-hiot so easy for everyone to imitate the voice
on the tape if | ask them to imitate how it is sait the tape and the intonation of the voice, it is
always a different thing whether they succeed imgld@ or not (8,3,46)

(54) sometimes we may have listened to a piecéhertape where there has be a very strong non-
native speaker accent and the pupils may have é&lighit and they have found it amusing, and then
we have talked about it that there is nothing tglaat, because someone else might laugh if a Finn
read that chapter and they might find it odd, amdaly have asked what is so funny in it [-] if there
have been such reactions after a variety, we hesegissed it but [-] we have not hade an intentional
discussion about it (5,4,44)

(55) there have been some comments about a diffaceent that this sounds funny (1,3,17)

(56) quite often pupils [-] have very strong opimsathat Germans cannot speak English because they
pronounce it so horribly so that it sounds terriatel they may get somehow excited about it [-] so
these things really arouse feelings but everytlikegthat do, and then there are comments which we
can discuss that is it really so that that persanlietter speaker (8,4,10)

(57) maybe something in terms of the British Empghiat why people speak English in Australia
(2,4,13)

(58) sometimes, if someone has asked that why #oiglifficult to write this word, | have gone
through a short version that because printing weated and then there were changes in the vowels
and everything, and that is how | have tried tolaxpthem the status of English, but other than, tha
we have talked very little about the history of taeguage, sometimes there may be a dated form of a
word in English and then we have talked about it smme other things that they used to have several
inflections for words and so on (6,5,20)

(59) they are such things that do not require athat teacher can say, for instance, that by thg wa

Americans would pronounce this like this or thaAimerica and Australia or somewhere else there is
another word in use, and it is not away from thpilsuit does not require a better competence ef th

language but for those who are on a higher leveltw are able to acquire new things | want to give
that possibility (6,2,37)

(60) many things are dependent on the group, wieagtoup is like, so that if there is a group with
many pupils who find the starting of studying anerything very difficult, you cannot deal with
pronunciation so much, but since there are instmstfor pronunciation in the vocabulary, it would
be good if they could read them from the seventidgronwards and on the lower grades of
comprehensive school, too, so that they would léarread them, because | have noticed in senior
high school that they do not have a clue what #rey and in that case there is no point in sayiag t
there are differences between American EnglishBxitsh English (8,6,42)

(61) maybe the problem is that | do not necessaeitypgnize them myself very well, as a matter of
fact, every country has its own variety, GermanlBhgRussian English [-] but it is something that
you probably hear but you do not necessarily reizegfb,3,13)

(62) | have thought about [-] how rarely intercuétucompetence is discussed, maybe it shows in the
new curriculum and newer school books more and weyt also in teaching, but such things are
surprisingly important and those are the thingsciwhiannot be clearly seen and which are very
difficult to be taught, and | have thought that hosuld | teach them because | have noticed that the
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are not necessarily taken into consideration anyg/Hrit they would be very important and they may
cause problems, it is so that if you say lift iestef elevator, it rarely causes problems (laugtger
that it does not cause problems in communicatiabtte problem may result in not talking small talk
or noticing that the other person speaks only ab@ather, and how important the word please is and
how important it is to address the person politahd teaching such things feels puzzling (2,5,32)

(63) at school it has always been the British Etgéiccent (5,1,29)

(64) first of all, here at the university | havettgm used to a kind of standard English language us
(6,1,42)

(65) but on the other hand, the influence of tediewi series has been so strong (2,1,34)

(66) even though in Australia [-] it is Australid&@nglish but | did not catch the accent so much but
maybe some words may have stuck (7,1,19)

(67) maybe that is the one that sounds better ipiryion (3,1,48)

(68) it may have been an attitude that British Eigls somehow more elegant [-] Queen’s English
(1,1,46)

(69) it is between British and American Englishitdd bit because [-] at school we have had more
British English and then again | have acquired Aozer English from television and elsewhere, so
maybe it is somewhere between those two (4,1,24)

(70) for example, if | chat with my friend on mesger and if s/he is from Australia or the United
States | speak differently than with friends frome& Britain, | use different words then (6,1,36)

(71) 1 use British English spelling, if | have teade whether | write a particular word with two
letters or should | write it with one (8,1,40)

(72) especially since | study English, | have hpgessures for sounding really great (7,1,47)
(73) because | try to be a model there [-] so thetlanguage would be comprehensible (1,2,4)

(74) when | have been teaching, | have somehowggthmy pronunciation so that it would be easier
for the pupils to understand it (6,1,28)

(75) 1 want to have a general American English geaeral British English accent [-] so that | can
change it to something quite neutral because cestaients generate [-] negative connotations dven i
| had positive connotations towards all of them dveryone else does not necessarily have them
(2,2,37)

(76) often the chapters in the school books hae likesigned so that their content have something
about culture (1,4,4)

(77) there are some short pieces and they arevenyysuperficial information (4,3,16)

(78) depending on the book series, the school namk have quite a lot of such parenthesis or it may
have very few of them (6,4,9)

(79) at that time | told them something about myncexperiences there and the school environment
(7,3,32)

(80) I have tried to search for more informatiorttsat | could discuss it with the pupils (9,2,41)
(81) but it depends on the teacher how much s/msaa tell about such things (6,4,10)

(82) 1 do not know whether it is part of culturecél geography, such things (4,3,20)
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(83) for instance information about the differenaeshe school system and everything related to it
(8,5,13)

(84) this is the flag and this is that and theyehthe royalty and (2,4,19)
(85) maybe a clear example would be celebratings€has (3,4,38)
(86) there are some customs and small things B,4,2

(87) of course they are often a bit more subtladsssuch as, well something related to language use
such as the word please and such things (3,4,40)

(88) in the upper grades of comprehensive schoobften study things like interaction competence
(3,4,21)

(89) it would probably [-] give the pupils sometgito think if they met someone who really uses the
language so that the thought would become [-] miesd to them that they can use the language
(1,4,31)

(90) it also increases [-] understanding aboutrd#mguage users, too, since there are so manyegeop
who use English as a second language (3,4,34)

(91) English is a more rewarding language in thessehat [-] it does not have to be reasoned [-] |
have not been asked to explain anyone why we d€fadjish (1,5,4)

(92) with upper grades of comprehensive schoolvg]have probably looked at some advertisements
and everything that where there is [-] English (B5

(93) in the school book there was something abdfferent varieties [-] there have been British
English, then American [-] and usually there ha®dleen Australian English Indian English [-] then
there has probably been [-] South African Engli4)2,20)

(94) in the vocabulary and expressions [-] we camphem to Finnish [-] in the grammar [-] | may
tell them that here use say it like this and thdtinnish, and you can say it likewise in Englisthnow
you cannot say it in the same way you would say Rinnish (6,3,30)

(95) sometimes maybe in a word which a Finn won#dinctively pronounce it like this (9,4,35)

(96) it has not necessarily been the actual topih@ lesson but [-] sometimes the conversation has
started to deal with it, a pupil has made a comnaat then we have talked about it, there has
sometimes been some stereotypes that how Frencimamgd pronounce it, for instance [-] but they
have been such [-] jokes in the lessons (6,3,36)

(97) there have been something about immigratiah[grcolonies [-] they may have been discussed
but not really, it has always been related to sbingtand it has been brought up that hey teachgr wh
do they speak English there (8,5,47)

(98) often even when the Scottish accent has begnalear and the r sounds very sharp, they have
not even recognized the Australian English acce3;,20)

(99) I have to admit that | recognize the differeatieties of English very poorly, so that | wolldve
to improve my knowledge of it (5,3,30)



