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Riekki, Maritta, Navigating change: nexus-analytic explorations in the field of
foreign language education
University of Oulu Graduate School; University of Oulu, Faculty of Humanities
Acta Univ. Oul. B 146, 2016
University of Oulu, P.O. Box 8000, FI-90014 University of Oulu, Finland

Abstract

The purpose of this study is to navigate the complexity of change in the field of foreign language
education. The study follows ethnographic guidelines. Thus, it aims at analysing various learning
and teaching situations and, additionally, at offering possibilities for new reflections and practices.
The empirical cases of the study have been analysed with nexus analysis. The multiple data
include, for example, answers to online surveys, videos, various presentations, papers and learning
journals by students as well as ethnographic observation.

The study will map the main development of foreign language education in Finland, the major
views on learning and on the related research in the field. In addition, the study presents five
nexus-analytic explorations within foreign language education and discusses the findings of these
cases.

The five nexus-analytic cases were conducted during four years. The research participants
were pupils, language students and teachers as well as education authorities of foreign language
education. The research cases aimed at answering two research questions: (1) “What kinds of
motives do the research participants ascribe for foreign language learning and teaching?” and (2)
“What kinds of discourses, interaction order and historical bodies emerge in the research cases?”
These questions provided answers to the main goal of the research; to gain understanding about
factors which contribute to the complexity of change in foreign language education.

The findings of the research suggest that change is challenging both in formal education and in
teacher education. However, some changes are needed in order to have innovative new language
teachers who can motivate young foreign language learners in the spirit of life-long learning and
plurilingualism in the future, too. The study has implications for language teacher education,
material and curriculum design and for language teachers’ practical work. Additionally, the study
presents examples of working methods, which may be used in designing new teaching practices.
Finally, the study offers insight of the use of nexus analysis as a concrete research tool.

Keywords: change, complexity, foreign language education, future, nexus analysis





Riekki, Maritta, Muutosta kartoittamassa: neksusanalyyttisiä tutkimuksia vieraiden
kielten koulutuksessa
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Tiivistelmä

Tämän väitöstyön tarkoitus on kartoittaa muutoksen monimutkaisuutta vieraiden kielten koulu-
tuksessa. Työ noudattaa etnografisia suuntaviivoja. Näin ollen se pyrkii analysoimaan erilaisia
oppimis- ja opetustilanteita sekä tarjoamaan mahdollisuuksia uusille reflektioille ja käytänteille.
Työssä esitetyt empiiriset osatutkimukset on analysoitu neksusanalyysin avulla. Monipuolinen
aineisto sisältää esimerkiksi internet-kyselyn vastauksia, videoita, erilaisia opiskelijoiden teke-
miä esityksiä, tutkielmia ja oppimispäiväkirjoja sekä etnografisia havaintoja.

Väitöstyössä luodaan katsaus vieraiden kielten koulutuksen kehitykseen Suomessa, kielen-
opetuksen taustalla vaikuttaneisiin oppimisteorioihin sekä alan tutkimukseen. Lisäksi esitellään
väitöskirjan viisi neksusanalyyttistä osatutkimusta ja analyysin tuottamat johtopäätökset.

Työssä esitetyt viisi neksusanalyyttistä tutkimusta suoritettiin neljän vuoden aikana. Tutki-
muksiin osallistui oppilaita, kieltenopiskelijoita ja -opettajia sekä viranomaisia kielikoulutuksen
alalta. Tutkimusten avulla pyrittiin vastaamaan kahteen tutkimuskysymykseen: (1) Millaisia
motiiveja tutkimukseen osallistujat tuottavat vieraiden kielten oppimiselle ja opettamiselle? ja
(2) Millaisia diskursseja, vuorovaikutusjärjestyksiä ja henkilöhistorioita nousee esiin osatutki-
muksissa? Näiden kysymysten avulla saavutettiin tutkimuksen päätavoite eli kartutettiin ymmär-
rystä siitä, millaisia tekijöitä muutoksen monimutkaisuuteen liittyy vieraiden kielten koulutuk-
sessa.

Tutkimuksen tulokset osoittavat, että muutos on haasteellista sekä formaalissa koulutuksessa
että opettajankoulutuksessa. Muutoksia kuitenkin tarvitaan, jotta meillä olisi innovatiivisia kiel-
tenopettajia motivoimaan nuoria kielten opiskelijoita elinikäisen oppimisen ja monikielisyyden
hengessä myös tulevaisuudessa. Työn tuloksia voidaan hyödyntää kieltenopettajien koulutukses-
sa, oppimateriaalin sekä opetussuunnitelmien suunnittelussa. Tämän lisäksi työssä on esimerk-
kejä työmuodoista, joita voi soveltaa vieraiden kielten opetuksessa. Lopuksi, työssä esitetään,
kuinka neksusanalyysi toimii konkreettisena tutkimustyökaluna sekä muutoksen edistäjänä.

Asiasanat: monimutkaisuus, muutos, neksusanalyysi, tulevaisuus, vieraiden kielten
koulutus
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1 Introduction 

This study investigates the complexity of change in the field of foreign language 

education. Following ethnographic guidelines, the study aims at illuminating what 

has been going on over the years and what is going on now. To shed light on the 

changes that are visible in the field at various points in time, the study discusses 

both the developments and the present circumstances in foreign language education.  

Scollon and Scollon (2004) use the metaphor of navigation referring to ways 

how different phenomena can be explored. ‘Navigating change’ refers here to the 

ways change is examined within the research process (see chapter three for the 

whole research process). Based on numerous previous studies (e.g., Taalas, 2005; 

Kuuskorpi, 2013; Jalkanen, 2015) change is a slow process in educational 

institutions, and even if discourses include willingness or even need for change, old 

practices tend to persist. The study aims at showing how change appears in the 

research participants’ discourses, opinions and experiences within five research 

cases involving two online surveys and observations in diverse learning and 

teaching situations. More precisely, the study concentrates on presenting turning 

points of the participants’ personal trajectories and possible resemiotisations 

(Scollon and Scollon, 2004, pp. 101–102) emerging in the course of the 

explorations.  

The theoretical sections of this study illustrate how foreign language education 

has developed in Finland. Based on the chosen research approach which views our 

current actions as based on previous experiences stemming from more or less 

distant times (Scollon and Scollon, 2004, pp. 166–169), a historical summary 

supports the analysis of current practices. Furthermore, these sections will also shed 

light on the related research in the field and on the research approach. The empirical 

part of the study presents five research cases conducted in the course of four years 

among various actors in the field of foreign language education.  

1.1 Background and Motivation for the Research 

Education seems to be facing challenges due to the dynamic situation, in which 

society has been changing during the last years. One of the most notable issues in 

contemporary society is the fast and continuous emergence of new information and 

the related issue of access thereto. On the one hand, various technological tools 

enable fast access to information, which could be seen as beneficial for learning 

(e.g., Vigmo, 2010). On the other hand, educational institutions may have unequal 
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amounts of resources to equip learning environments with modern tools for 

learning and teaching. The uneven distribution of resources may lead into a 

situation, in which learners and teachers find themselves at completely different 

levels of expertise, for example in relation to the use of technology as a tool for 

learning and teaching.  

Indeed, technological innovations, globalisation, multiculturalism and 

linguistic diversity are issues present in many discourses in the media of modern 

society. In this context, the word discourse is used to describe any publicly 

appearing micro interaction (Scollon and Scollon, 2004). These issues impact our 

daily practices; people are interacting with information and communication 

technology (ICT) across national borders. This interaction may be carried out in 

one or many languages and with the help of a variety of technological tools 

enabling collaboration, or even learning, in various operational environments. 

Following Lankshear and Knobel (2006), these kinds of interactional practices 

should not be handled as irrelevant for learning or teaching at schools. As 

international interaction has become easier and more mundane over the years, 

interaction skills, including competence to use foreign languages, are in a more 

visible role than before. Many conventional views on the conception of information, 

literacy and learning are finding new directions (e.g., Jenkins, Purushotma, Clinton, 

Weigel and Robinson, 2009; Jalkanen, Pitkänen-Huhta and Taalas, 2012). 

In most cases, interaction requires mediational means, among which language 

seems to be one of the most important. Even though language skills seem to be 

highly valued, only few pupils want to study foreign languages at schools. Life 

beyond classrooms may be full of plurilingual interaction, yet most learners have 

studied only English and Swedish by the time they complete their basic education 

in Finland (Kangasvieri, Miettinen, Kukkohovi and Härmälä, 2011). Similar 

findings have been discovered on the European level; within primary education, 

the majority of pupils learn English in most EU member states, and learning 

English is mandatory in several countries within secondary education institutions, 

thus a number of EU member states have close to 100% of pupils learning English 
(Eurostat, 2016). In fact, in many cases young learners do not consider English to 

be a foreign language at all, but rather a basic skill that everyone should master. 

The role of English seems to be different from the role of other foreign languages. 

Hardly anyone questions the reasons why English is available practically in all the 

schools and studied as the first foreign language by most pupils. English seems to 

be the lingua franca in all imaginable situations and circumstances, at least 

according to the young learners (see also Kangasvieri et al., 2011).  
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Learning is handled as a sociocultural, ecological process in this study 

(Vygotsky, 1978; van Lier 2000, 2001, 2006; Lantolf and Thorne, 2006). From the 

sociocultural point of view, learning takes place in interaction with other 

participants in the learning situation as well as in interaction with the environment 

(e.g., National Curriculum for Basic Education, 2014, p. 17). The environment is 

full of potential affordances for an active learner (e.g., van Lier, 2000, 2004). 

Various mediational means (e.g., technology) may be seen as a potential affordance, 

which encourages participation in various ways (Thorne, 2016). Interaction and 

participation are also seen as key elements in new literacies; the learner is actively 

processing new information not only for his/her individual needs, but also 

producing and sharing new information with the learning community (e.g., Jenkins 

et al., 2009).  

1.2 Objectives and Scope of the Study 

This study aims at navigating change, hence at gaining more understanding about 

the complexity of change in the field of foreign language education. In addition, 

the study also strives to offer some practical tools with examples for encouraging 

the initiation of the change process when needed.  

In order to gain a broad picture about the complexity of change, various issues 

in the field were tackled. Thus, after the design phase of the research process, the 

field research was carried out during a time period of four years among various 

participants. The participants of the study were chosen due to their role in the field. 

Among the participants, there were people who were actually studying a foreign 

language either at school or university level, people who were prospective foreign 

language teachers themselves, people who were teaching these prospective teachers, 

and people who were in such professional positions that they were able to make 

decisions concerning the development of the field.  

The research included five research cases, more precisely two online surveys 

and three cases, which were carried out in educational environments including a 

school with primary and lower secondary levels, and a university. The research 

cases were built in a way, which would encourage the participants to reflect on their 

own trajectories and notice any significant turning points, as well as need for 

change. The research cases generated a large amount of various types of 

multimodal data; in situ videos, audio recordings and various materials produced 

by students.  



14 

The research objective, to understand the complexity of change in the field of 

foreign language education, was tackled through two more specific research 

questions: (1) “What kinds of motives do the research participants ascribe for 

foreign language learning and teaching?” and (2): “What kinds of discourses, 

interaction order and historical bodies emerge in the research cases?” The 

research questions will be further elaborated in section 3.2. 

The findings of this research, as well as previous research suggest that change 

is a complex and rhizomatic phenomenon, which evokes both strong negative and 

positive emotions (e.g., Deleuze and Guattari, 1987; Honan, 2004) . It seems to be 

relatively easy to maintain old traditions, especially in the context of education and 

school (see also Taalas, 2005; Alanen and Kajander, 2011; Salo and Hildén, 2011). 

In order to engender change when it is needed, it would be important to critically 

analyse current practices and to evaluate their value and possible consequences 

with respect to the phenomenon under observation.  

Due to the ethnographic nature of the study, the study does not aim at 

generalising the findings. It rather seeks to present the situation from various 

perspectives by pointing out reoccurring features, by offering tools for realising the 

need for change i.e., offering seeds for resemiotisations at various levels in the 

emergence of new ideas and practices, and by furthering our understanding of the 

factors contributing to change. 

Even though the research cases were conducted within the field of English 

Philology, the findings can be utilised broadly in the field of foreign language 

education including language teacher education.  

1.3 Research Approach 

The data collected in the research cases were examined following ethnographic 

guidelines (Hammersley and Atkinson, 1995; Scollon, 2001), drawing more 

precisely on the principles of mediated discourse analysis (Scollon, 2001; Norris, 

2004; Scollon and Scollon, 2004; Norris and Jones, 2005). The analysis of the data 

was conducted with the help of nexus analysis (Scollon and Scollon, 2004). 

Following this methodological frame, the analyses focused on foregrounded 

discourses connected to social action in various educational situations, i.e., in 

various nexuses. These discourses and social action were then reflected on from the 

perspective of change.  

Following mediated discourse analysis (Scollon, 2001; Norris, 2004; Scollon 

and Scollon, 2004; Norris and Jones, 2005), the primary unit of analysis is action, 
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which is defined as foreign language learning and teaching in this study. Scollon 

and Scollon (2004, pp. 11–12) argue that action is inherently social and mediational. 

In other words, actions are seen as taken within a social network by humans with 

cultural or psychological tools, such as language for instance (Wertsch, 1991). Any 

action includes at least three timescales; the past, present and future. The past 

experiences as well as future goals influence our current actions. Action can be seen 

as an intersection of various cycles of discourses, some of which are relevant and 

others irrelevant for the action. Depending on the social arrangements, actions are 

carried out in different ways. (Scollon and Scollon, 2004, pp. 13–14).  

According to Scollon and Scollon (2004), nexus analysis has two goals; firstly, 

to create change and, secondly, to understand change. One of the key terms of nexus 

analysis is the nexus of practice, which refers to the moment at which historical 

trajectories of people, places, mediational means and discourses intersect. Nexus 

analysis aims at elucidating these moments in order to see whether they might 

enable actions that can alter the historical trajectories in some way (Scollon and 

Scollon, 2004, viii). In the scope of this study, the nexuses of practice were 

investigated within three university courses (one of them with a school intervention) 

and two online studies mapping motives behind actions.  

Nexus analysis proceeds through three activities: engaging, navigating and 

changing. In the first activity, the researcher enters the nexus under study and 

defines the actual objective(s) of the research. The second activity includes the 

analyses of the data. The third activity may be set at the very beginning of the 

research process, when the researcher enters the nexus. This activity alters the 

interaction order and creates new discourses and gradually grows in the course of 

the process as the participants become aware of the turning points in their own 

historical trajectories (Scollon and Scollon, 2004, pp. 166–167). The research 

approach will be described in detail in chapter three.  

1.4  Contributions of the Study  

The contributions of this research are twofold. Firstly, the findings as well as the 

methods introduced in this study can be used in analysing the current practices in 

foreign language learning and teaching as well as in designing the future of foreign 

language education. The findings may be beneficial in language teacher education 

both for educators as well as students. Additionally, the findings may be beneficial 

for curriculum, material or course design. The working methods described in the 
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research cases can offer concrete tools for teachers or teacher educators to carry out 

analyses, or to (re)design their work.  

Secondly, this study will produce further understanding of the use of nexus 

analysis, as it is rather a new research strategy in the field of language education in 

Finland. However, it has been argued before that nexus analysis is a practical tool 

for collecting, grouping and analysing multiple data (see e.g., Tapio, 2013; Halkola, 

2015). Even if the research cases were carried out within the field of English 

Philology, the findings of each individual case may be connected to larger change-

related issues in society.  

1.5  Structure of the Study 

This study will proceed as follows. Chapter two will illuminate the theoretical 

background. Chapter three will present the research approach and research 

questions in detail. The nexus-analytic explorations, i.e., the research cases will be 

described in chapters from four to eight, each chapter presenting an individual 

research case with its main findings. The ninth chapter includes discussion of the 

research, its validity, generalisation and possible future steps for the research. 

Finally, chapter ten presents the conclusion of this study.  



17 

2 Theoretical Background 

This chapter strives to shed light on the related research in the field of foreign 

language learning and teaching, and to illuminate the complexity of change in 

foreign language education. When considering views about learning, there have 

been numerous new perceptions over the years. Also, when we explore what has 

been going on in teaching, we can see that certain teaching methods have been more 

popular based on the conceptions about learning at a particular moment. Even if 

changes seem to occur slowly within formal education (e.g., Prensky, 2001; Taalas, 

2005; Kuure, Keisanen and Riekki, 2013), we have to admit that school life is not 

completely static. Following Reinders (2009), little has changed in teaching in the 

last twenty years, but due to technological developments this may not be true for 

the coming twenty years. Technology in various forms is becoming more 

ubiquitous, and it will undoubtedly affect teaching and learning practices at some 

level.  

Change can be observed through many different lenses. This study monitors 

change through nexus analysis (Scollon and Scollon, 2004). Nexus analysis points 

out that the individual’s historical body (Nishida, 1958; Scollon and Scollon, 2004) 

influences both current and future actions and attitudes towards change. In other 

words, experiences in the past together with future goals may afford or constrain 

the willingness, readiness or even ability to change (Scollon and Scollon, 2004).  

Following Scollon and Scollon (2004; see also Blommaert, 2005), any action 

has at least three timescales, namely the past, present and future. Our individual 

experiences influence the way we act, think and understand the state of affairs. For 

example, pupils’ experiences, understanding and attitudes about school are built 

from various sources and from different timescales. These experiences include 

interaction with various participants, e.g., teachers. The teachers’ actions, which 

evidently show traces from even more distant timescales, have a strong impact on 

the pupils’ actions, attitudes and conceptions of school life. In order to understand 

and evaluate the current situation, as well as to envision future scenarios for foreign 

language education, this chapter brings forward issues, which have influenced the 

development of foreign language education over the years. This chapter also 

presents discourses that have been recently foregrounded in the field of education 

(see e.g., National Curriculum for Basic Education, 2014). These discourses 

include participation, learning environment as well as the use of technology in 

learning and teaching.  
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2.1 Starting Points for the Study 

The main task of foreign language education is to support the learner to attain 

abilities to function in a foreign language in various situations. Furthermore, 

foreign language education should provide the learner with skills and competence 

in cultural issues, understanding of learning strategies, linguistic knowledge and 

communication strategies (Kantelinen and Pollari, 2011, p. 169). Despite the 

changes during the history of foreign language education, in spite of the 

development of the society and, especially, the fast development of technology, it 

seems that teaching practices change slowly (e.g., Taalas, 2005; Kalaja, Alanen and 

Dufva, 2011). Even if the task of foreign language education is defined clearly, it 

remains rather unclear, if the task is actually well accomplished to meet the needs 

of contemporary society and foreign language learners of today.  

To understand the background and the current situation, as well as to envision 

future directions, the following sections will first present the development of the 

institutional foreign language education in the Finnish context. Then, learning will 

be discussed in a wider perspective in the light of the major learning theories. These 

theories seem to have a strong influence on today’s teaching and learning practices 

at many levels; there are still practicing teachers, whose teacher education focused 

on behaviouristic views, for instance. In other words, the historical bodies of people 

involved in foreign language education stem from more or less distant timescales. 

For example, the author’s own teacher education in the 1980s emphasised audio-

lingual teaching practices, even if learning was considered to be a sociocultural 

process. In addition to teaching practices, the influence of the major learning 

paradigms of the past can still be seen in teaching materials and even in the design 

of school buildings. Thus, it is easy to agree with Scollon and Scollon’s (2004, pp. 

166–169) view on the three timescales, i.e., the past, present and future, of each 

action. The present foreign language education is strongly influenced by old 

practices, attitudes and beliefs, although the goal of foreign language education is 

to train and educate skilful language users for future needs.  

The following sections will introduce the development of foreign language 

education in Finland, then discuss the major views on learning. Thereafter, more 

current discourses in the field of foreign language education will be discussed from 

various perspectives. The following sections also aim at facilitating the 

understanding of the data and its analysis by introducing historical turning points 

in the field. More details on the empirical findings related to this research will be 

presented together with the research cases starting in chapter four. 
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2.1.1 Trajectory of Finnish Foreign Language Teaching 

In 1919, Finland was declared a bilingual country, where Finnish and Swedish 

would have an equal status (Constitution act, §14). In most schools, Swedish was 

the only foreign language taught and studied. It is worth noticing that even if the 

country had been declared bilingual, Swedish was an actual foreign language for 

most inhabitants. Many pupils studied only their native language, Finnish. At that 

time, and for a number of years to come, foreign language teaching practices were 

confined to translation and grammar exercises (SUKOL, 2007).  

In the 1950s, the most common foreign languages were Swedish and German. 

In 1964, English started to gain ground in the curricula and, step by step, reached 

its position as the most studied foreign language in Finnish schools (SUKOL, 2007). 

The comprehensive school reform in 1972 introduced an obligatory foreign 

language for all pupils. The national curriculum dictated that English would be the 

first foreign language for those whose native language was Finnish. For the 

Swedish speaking population, the first foreign language would be Finnish. The 

reform also introduced optional languages; pupils could now study altogether three 

foreign languages during their basic education (Comprehensive school reform, 

1972). 

In 1979, the curriculum included the contents for French, German and Russian 

as the first foreign language (Takala, 2013). Takala (2013) argues that while the 

comprehensive school reform broadened the possibilities to study foreign 

languages, it also introduced communicative competence as the main goal of 

foreign language education. Since then, foreign language education has been 

aiming at reaching communicative competence at all levels (Korpinen, 2011, p. 

148). The emphasis on communicative competence highlighted the role of speaking. 

Various types of pronunciation exercises were introduced to language lessons, and 

language studios or laboratories appeared to the scene.  

In the 1980s, more and more attention was paid to the use of language as a 

means for communication (Takala, 2013). The decade brought many technological 

innovations to the reach of average citizens. Based on the author’s own experience, 

reel-to-reel tape recorders and over-head projectors together with black boards and 

chalk were commonly used tools in language lessons in the 1980s. Gradually, C-

cassettes replaced the tapes, and it became easy to record the learner’s speaking 

during language lessons, which was something new in many schools. At the 

beginning of the 1990s, CDs and CD players appeared into language classrooms 

and gradually computers replaced the players.  
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The invention of the Internet gradually changed the ways of communicating 

and a vast amount of information became available for those who had a possibility 

to connect themselves to the net. A new subject, automatic data processing (ADP, 

as it was called in those days) was introduced to schools, many of which were 

equipped with their first computers. However, as teachers’ in-service training was 

unable to meet the needs and demands of technologically untrained teachers, 

numerous teachers found themselves wondering how computers could be used in 

teaching in any way. It was only at the end of the 1990s when language classrooms, 

along with all average classrooms, became equipped with computers and data 

projectors, and teaching materials were available online but, nevertheless, the 

pedagogical scenarios in language education did not change notably in formal 

education.  

Finland joined the European Union in 1995. International contacts became 

more frequent in school life and many schools started to look for partner schools 

abroad in order to carry out various projects around Europe. This international 

cooperation opened new doors to multilingual interaction and new ways to 

communicate between learners and teachers in different countries. As most of the 

interaction was carried out with computers, the role of technology became more 

important (e.g., Tella, 1991). 

At the European level, plurilingualism was gaining ground not only in political 

speeches but in education, too (Council of Europe, 1998). According to the Council 

of Europe (2006), a plurilingual person has a repertoire of languages and language 

varieties. Europeans were encouraged to learn several foreign languages, to learn 

various subjects using foreign languages, to use ICT in language learning and to 

interact among other Europeans in order to obtain authentic linguistic and cultural 

experiences. The national curriculum for basic education in Finland offered the 

learners a possibility to choose their first foreign language by themselves. English 

remained the most studied language but a small number of pupils began their 

foreign language learning with German, French or Russian. The author’s own 

school, for example, offered both English and French as the first foreign language. 

Each year, between 1991 and 1994, a small group of children took their first steps 

in the foreign language learning path in French.  

In 1994, cross-cultural communication skills were highlighted in the curricula. 

Thus, teaching practices were no longer aiming at reaching only communicative 

competence, the aim was now to reach intercultural communicative competence. 

From the learner’s point of view, new issues such as the development of study skills, 

self-assessment and taking more responsibility for one’s own learning, became 
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important. In addition, sociocultural notions of meaningfulness, challenges and 

experientialism were highlighted in the curricula (Takala, 2013). Following 

Kohonen (2006, p. 47), intercultural communicative competence is an action-

oriented concept suggesting that one of the key elements in any intercultural action 

is the courage to relate to the otherness and foreignness in human encounters. To 

phrase it in different words, being able to see and understand similarities and 

differences between social actors and in their (inter)action regardless their location, 

is one of the most important aspects in learning. Hence, intercultural learning 

entails personal growth as a human being and as a language user (Byram, 2003; 

Kaikkonen, 2004; Kohonen, 2006, p. 48). 

The way to emphasise intercultural communication has been winding. We can 

encounter both contemporary and past discourses in everyday teaching and learning 

processes; in the concrete action, materials and in the beliefs which circulate in 

various learning situations. Therefore, the next section will discuss learning in the 

light of the views within the major learning theories.  

2.1.2 Theoretical Perspectives on Learning 

According to Kramsch (2007), many theories have influenced teaching practices, 

views about learning and even research. Despite the fact that our understanding of 

learning has deepened over the years, many of us seem to hold on old practices, 

which may have very little, or even nothing, to do with the latest research on 

learning. The following paragraphs will provide a short introduction of the major 

learning theories. By examining these theories, the study aims at presenting the 

complexity of the scene, thus illuminating the overall research objective; to 

understand the complexity of change in the field of foreign language education. 

More recent research on foreign language learning will be discussed later in this 

study. At the time of this study, there are still practicing teachers, whose studies and 

teacher education took place in the era of behaviourism in education. Thus, this 

section will begin by the presentation of the basic ideas of behaviourism.  

Defined by John B. Watson in 1913, behaviourism is a school of psychology 

that focuses on the role of experience in governing behaviour (Mowrer and Klein, 

2001, p. 2). According to Watson (1913), psychology needed a subject matter that 

was stable enough to be reliably measured, and that subject matter was behaviour. 

Following Watson’s thoughts, behaviour is what we can see and therefore it is the 

most suitable object for measurements and study (Hergenhahn and Olson, 2001, pp. 

44–45). 
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In the behaviouristic paradigm, learning was essentially regarded as habit 

formation, the process of making a link between stimuli and responses through 

reinforcement. External environment served as a stimulus for the process of 

learning. Once the link between stimuli and responses was established, it was 

reinforced, observed, corrected and practiced to the level of automatic routines. The 

learner’s internal processes were ignored because they were not accessible to 

external observation and objective measurement. In other words, the subject’s 

individuality, feelings and thoughts were disregarded as being too subjective and 

thus unscientific as well as unreliable (Kohonen, 2006, pp. 41–42).  

In course of time, new ideas about learning shifted towards cognitive processes 

with key terms such as perception, learning and memory. According to cognitivism, 

human thinking and learning are comparative to computer information processing. 

The focus is on learning inputs, collecting data and outputs which are 

representations processed by the human mind. These representations are then 

described through speech, writing or drawing. Learning takes place when the 

individual gathers information from the external world and builds a representation 

or a mental construct of that world. In education, cognitivism focuses on the 

accurate transmission of knowledge about the objective reality from the teacher or 

expert to learners (Leonard, 2002, pp. 28–30; see also Kramsch and Whiteside, 

2007).  

In the research of second language acquisition (SLA), behaviouristic views on 

learning were attacked, for example, by Chomsky (1959). Chomskyan linguistics 

suggested that language skills would develop systematically from early childhood. 

This, they argued, was due to an innate universal grammar. In other words, 

language acquisition was no longer seen as a habit formation, but a cognitive 

process. Selinker (1972) stated that the learner’s language was a system on its own, 

an “interlanguage”, and the learner would gradually adapt the “target language” 

through successive stages of learning. The target language was a standard dialect 

of a native speaker. According to Larsen-Freeman (2007) a cognitivist view has 

dominated the field ever since.  

Lev Vygotsky stated in his Social Development Theory (1962) that interaction 

plays a fundamental role in the development of the individual’s cognitive abilities, 

including thinking, learning and communicating. This statement can be seen as the 

initial stage for collaborative and problem-based learning shifting from cognitivism 

towards constructivism (Leonard, 2002, p. 31). Constructivism is a learner-centred 

educational paradigm, in which content is constructed by the learners in a team-

based collaborative learning process (e.g., Dillenbourg, 1999). The instructor 
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becomes a coach directing projects that aim at solving a particular problem. Learner 

inquiry and the learner’s self-motivation are critical elements to the success of the 

learning process (Leonard, 2002, pp. 37–38). 

Larsen-Freeman (2007) claims that the cognitive mentalist orientation to SLA 

was seriously challenged by Firth and Wagner in 1996 when they introduced the 

idea of including a social and contextual orientation to language. Similar views had 

emerged before, for example in the works based on Vygotskian (1962) sociocultural 

perspectives such as Frawley and Lantolf (1985), van Lier (1994) and Rampton 

(1995). In order to change the view of language learning as a transitional process 

with a visible end, Firth and Wagner (1997) urged SLA researchers to reconsider 

the concepts of the non-native speaker and interlanguage.  

Communicative as well as social competences started to enter the scene 

gradually in the 1970s (see also Hymes, 1963). These new aspects were further 

elaborated in sociocultural theory, which presents the theory of mind (Vygotsky, 

1978), and activity theory (Leontiev, 1978) to the research of language, thought and 

activity. In sociocultural and experiential learning theories the learner is seen, on 

the one hand, as a person with a social identity and, on the other hand, as a member 

and participant in a society and culture (Kohonen, 2006, p. 43). Within the 

sociocultural framework, learning is a semiotic process which requires 

participation in socially mediated activities. These activities construct and 

influence learning within interactional and instructional contexts (Donato, 2000, pp. 

45–46). Lave and Wenger (1991) pointed out that not only interaction was essential 

for learning but in addition, all learning was situated. In other words, knowledge 

itself is meaningless out of social context (Donato, 2000, pp. 45–46).  

Sociocultural theory focuses on human individuals and on the possibility that 

human individuals will act according to their own intentions (Roebuck, 2000, p. 

83). Another key thought of sociocultural theory is that learning is situated; learning 

takes place in different ways under different circumstances. The circumstances 

include the specific individuals with their own histories, the signs they use and the 

assistance provided by their environment or by themselves (Roebuck, 2000, p. 47). 

The socially oriented way to look at language learning began to expand within 

SLA research as well. Instead of seeing language learning as building of systemic 

knowledge, the focus shifted towards the ability to use the language. In other words, 

language learning took a new direction from acquiring an ability to produce 

morphosyntactic units to the ability of managing the available recourses (Larsen-

Freeman, 2007). Whereas the cognitivists look to see how linguistic structures 
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present themselves in the learner’s performance, socially oriented researchers study 

how language resources are used and how participation changes (ibid.).  

When we think about learning of languages, the sociocultural approach 

emphasises that language and information acquisition occurs through social 

interaction (Lantolf and Thorne, 2006; Kantelinen and Pollari, 2011, p. 170). 

Language socialisation can be viewed through sociocultural (e.g., Bayley and 

Schechter, 2003) and sociocognitive (e.g., Atkinson, 2002) approaches. The 

sociocultural perspective sees language socialisation as the way of constructing 

linguistic and cultural knowledge through each other. The learners are active and 

selective agents in the process. The sociocognitive perspective emphasises that the 

social and the cognitive in second language acquisition are mutually constitutive 

(Kramsch, 2007). 

In the 1980s the social context became more and more central in learning. A 

vast amount of psycholinguistic research was carried out (see e.g., Breen and 

Candlin, 1980; Long, 1981; Breen, 1985; Kramsch, 1985) to investigate learning 

both in classrooms and in curricula through input, interaction and the development 

of discourse competence. The social context was now seen as an environment for 

learning (Kramsch, 2007). By the 1990s, concerns about language and culture as 

well as language and identity started to enter the scene (Rampton, 1995; Kramsch, 

2003).  

At the end of the 1990s, various ideas supporting the view of “learn to live with 

difference” emerged. For example Rampton (1997) and Liddicoat (1997) pointed 

out that the notions of speech community and linguistic competence needed 

rethinking. Individuals may belong to many speech communities, and a single 

speech community often has more than one language. Furthermore, each language 

is constantly evolving and changing. Therefore, as suggested by Rampton (1997), 

heterogeneous situations that exist outside classrooms should be researched more. 

Larsen-Freeman (2007) argues that even though social context, and especially 

views on learning through participation in conversation had gained justification, 

SLA was still considered to be acquisition rather than use.  

According to Moon (2004, p. 104), all learning is based on experience. 

Kohonen (2006) defines experiential learning by the process of extracting personal 

meaning from experience through reflection. Kohonen argues that experience alone 

is not a sufficient condition for learning but experiences have to be processed by 

reflecting on them purposely. Learning takes place when the individual revises his 

or her beliefs, assumptions or expectations into new ways of seeing the world. 
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Kohonen defines experiential learning by the process of extracting personal 

meaning from experience through reflection (Kohonen, 2006, p. 49). 

Experiential teaching practices include a number of interactive practices, such 

as drama or group discussions, in which the participants have opportunities to learn 

from each other’s experiences and being actively involved in the process. 

Experiential learning involves the learner as a whole person, thus, learning should 

include the emotional, social, physical and spiritual aspects of personality 

(Kohonen, 2006, pp. 49–50; van Lier, 2000, 2004, 2010). 

Hergenhahn and Olson (2001, p. 10) claim that there is a close relationship 

between the principles of learning and educational practices. In many cases, 

principles that have been uncovered in the laboratory have eventually been utilised 

in the classroom. Even if the connection between certain learning theories and 

teaching practices looks evident, we have to be careful in interpreting that their 

connections would be as clear as presented in figure 1 below. Nevertheless, it seems 

evident that today’s foreign language education encompasses ideas and practices of 

all major learning paradigms and theories. 
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Fig. 1. Views and practices contributing to language education. 

Figure 1 presents the major learning theories situated in a timeframe and combined 

with certain teaching practices. While examining how the theories were visible in 

classroom practices, the following linkages were discovered. The audiolingual 

method followed the principles of behaviourism, using drilling as one of the most 

popular ways of practicing. Drilling was built on the listen-repeat pattern, in which 

‘listen’ functioned as the stimulus and ‘repeat’ as the respond. Even if sociocultural 

elements entered the educational field as early as in the 1970s, the audiolingual 

method was still widely used in the 1980s, which shows that old traditions easily 

remain entrenched.  

In the 1990s, with the idea of functional communicative competence, learners 

were invited to elaborate (e.g., Oxford, 1990) texts in their own words, i.e., to re-

tell the stories of their text books with the help of organised pictures or diagrams. 

Elaboration aimed at combining new knowledge with the existing knowledge 

(ibid.). The method is still used in language books of the 21st century school in 

Finland (see e.g., Spotlight, Key English). Learning strategies emphasising 



27 

practicing the four skills, i.e., listening, reading, speaking and writing became 

important (Oxford, 1990), and they were mostly practiced and tested separately. 

Even if sociocultural and experiential learning were brought into foreground in 

the 1990s and language education was, and still is, aiming at intercultural 

communicative competence, it is possible to see all the major learning theories in 

the scene. As Larsen-Freeman (2007) suggests, the ecological theory, including 

chaos or complexity theories, has become more and more prevailing in the 21st 

century (see also van Lier, 2000). According to Kramsch (2002) these theories 

concern the research of complex, dynamic, self-organising and adaptive systems. 

From the ecological perspective, change and adaptation are continuous. In terms of 

SLA, language forms are continually transformed by use and by the resources 

available in each speech event (Bybee, 2006; Larsen-Freeman, 2007).  

The main ideas of various learning paradigms emphasise different issues. The 

role of the teacher has changed from an authoritative knowledge presenter to a 

guiding facilitator who is responsible for creating learning opportunities for a 

learner who is in charge of his/her own learning. Learning is no longer evaluated 

by structured tests alone, the whole learning process is analysed and the learner 

him/herself should be able to analyse the learning process as well (National 

Curriculum for Basic Education, 2014, p. 47).  

As discussed in the previous paragraphs, learning theories and our 

understanding of learning processes have transformed over the years. The early 

studies and Thorndike and Pavlov’s general process models in the late 19th and early 

20th centuries concentrated mainly on learning through stimuli and responses. More 

contemporary learning theories investigate and explain specific aspects of the 

learning process (Mowrer and Klein, 2001, p. 2) and the interaction between the 

learner and learning environment (van Lier, 2000, 2004).  

In real life, different learning theories and paradigms interact in a number of 

learning situations leading to various combinations of the theories. It has been 

argued that developing a single explanation for the entire range of learning is 

extremely difficult (Mowrer and Klein, 2001, p. 16). Mowrer and Klein (2001, p. 

9) claim that contemporary learning theories continue to evolve and change, but it 

might take long before any of the changes will be taken into action at schools. It is 

easy to agree with Larsen-Freeman (2007) who argues that a theoretical pluralism 

prevails in the field of SLA.  

The paragraphs above illuminated certain recurrent features from the major 

learning views. The reappearance of these features in today’s learning scene may 

be explained by the social actors’ historical bodies (Scollon and Scollon, 2004), 
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which are strongly built on experiences, beliefs and attitudes. The following section 

aims at discussing what is going on in the field of language education today.  

2.2 Current Discourses concerning Language Learning 

The views about learning began to emphasise the learner’s own activity and learner-

centredness is the 1970s (Uusikylä, 1979, p. 9). At the same time, views on social 

interaction in learning began to enter the scene (Vygotsky, 1978). Kramsch (2007) 

argues that the social dimension of second language acquisition has come to the 

fore only in the late 1980s. The social dimension indicates that foreign language 

acquisition does not happen in the learner’s mind only but in the interaction of the 

mind and social context (Vygotsky, 1978).  

As perspectives within foreign language learning shifted from formal linguistic 

features towards cultural and social matters, the term language learner had to be 

redefined. Pavlenko (2006) proposed the notion of a multicompetent, bilingual 

individual. This individual would be able to use whichever competence required by 

the task, activity or situation. In other words, the individual would be able to act in 

a social context in real life, interacting in a foreign language. 

Despite the current socio- and intercultural views on learning, teaching foreign 

languages is still seen as a lonely process, which takes place behind the closed doors 

of a classroom (Luukka et al., 2008, p. 153; Hildén and Salo, 2011, p. 236). Formal 

foreign language teaching seems to be mainly carried out with teacher-led activities, 

and school life still rolls to a great extent around books and curriculum-based texts 

(Taalas, Tarnanen, Kauppinen and Pöyhönen, 2008), even if collaborative learning, 

cross-disciplinary cooperation and connections to real life are often foregrounded 

in current discourses (see e.g., National Curriculum for Basic Education, 2014). 

Salo and Hildén (2011, p. 30) state that Finnish foreign language teachers strongly 

lean on text books in their teaching. According to Luukka et al. (2008), 98% of 

language teachers find the text book one of the most important means in the 

teaching process. Many of the teachers seem to think that text books would 

automatically follow the curricula and trust that by handling the issues presented in 

the text book all the essential issues would be taught (Salo and Hildén, 2011, p. 30). 

Additionally, language learners carry out tasks chosen by the teacher. By 

involving the learners in the design of the learning process, in other words giving 

the learners a possibility to participate in the planning of tasks and goals, the design 

would begin from the learners’ needs and interests. Based on numerous earlier 

research (see e.g., Hentunen, 2004, p.18; Lamb, 2011; Vartiainen, 2011, p. 220; 



29 

Benson, 2012), this way the learners’ motivation increases and the learners become 

more engaged with their learning.  

Schools today are evidently facing a wide range of challenges. One of them is 

the use of various learning tools; especially tools including technology (Warschauer, 

Knobel and Stone, 2004). In table 1 below, Sharples, Taylor and Vavoula (2005) 

illustrate how views about new learning and the use of technology follow similar 

paths. 

Table 1. Convergence between new learning and technology (adapted from Sharples et 

al., 2005). 

New Learning New Technology 

Personalised Personal 

Learner-centred User-centred 

Situated Mobile 

Collaborative Networked 

Ubiquitous Ubiquitous 

Lifelong Durable 

Sharples et al. (2005) argue that the use of new technology, which they define 

further as mobile technology, can support and enhance lifelong learning. The term 

lifelong is often related to learning to indicate a long-standing process, which may 

take new forms in the course of time. Learning is seen as a personalised, learner-

centred process to which technology provides personal services and which may be 

used according to the user’s interests or needs, thus new technology can be 

described with the terms personal and user-centred. Following Sharples et al. (2005; 

see also Lave and Wenger, 1991), learning as its best is situated and collaborative. 

With the new technology, learning processes become mobile and ubiquitous, which 

confirms the views that learning is not captive to a certain place (van Lier, 2000; 

Kuuskorpi, 2013).  

It is worth noticing that in many OECD countries, including Finland, teachers’ 

abilities to integrate new teaching methods and to use technology in teaching are 

limited (European Commission, 2013). It seems that the development of the 

environment and the professional development of teachers do not follow the same 

path (European Commission, 2007; Nyman, 2011, p. 113). The affordances offered 

by technology are changing the language learning scenarios, and even very young 

people may learn foreign languages informally in their leisure time. The media, 

gaming and various interest networks, engaging in collaboration, joint problem 
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solving and using technology are parts of everyday interaction and learning 

practices for many youngsters (Kuure, 2011).  

It would be natural to expect that the technological development had 

consequences for the practices of formal foreign language learning and teaching as 

well. However, an individual teacher acts based on his/her values, beliefs and 

understanding about people, learning, knowledge and language. These values, 

beliefs and conceptions are influenced by personal experiences, which can either 

afford or constrain the adaptation of new ways of seeing and performing (Alanen 

and Kajander, 2011, pp. 66–67). Some of the beliefs and attitudes may be conscious, 

whereas others are subconscious. Salo (2009, 2011, p. 45) argues that it is difficult 

to change beliefs and ideas, when they are subconscious. Also, it is possible to argue 

that learners may have certain views on how they are supposed to (inter)act in 

formal learning situations. To phrase this in terms of nexus analysis, the historical 

bodies, in other words the participants’ personal experiences (Scollon and Scollon, 

2004) influence the rate of change both in pedagogical infrastructures and in beliefs 

concerning learning.  

Despite the above described challenges concerning the use of technology in 

educational settings, we have to admit that languages have been learnt with the help 

of technology, mainly computers, for some time. Computer-assisted language 

learning (CALL) appeared to academic literature about 40 years ago (Levy, 1997). 

CALL evolved out of efforts to invent ways to use the computer for various 

instructional purposes (ibid.) Even if curricula (see e.g., National Curriculum for 

Basic Education, 2004; 2014) have recommended the use of ICT in learning for 

some time already, CALL seems to remain a peripheral interest in the language 

teaching communities around the world (Levy, 1997, pp. 3–5). In the earlier years, 

the highly structured views on language learning and teaching provided a path for 

the development of materials (Levy, 1997, p. 7). However, a clear theoretical 

framework for CALL has not emerged, which may afford the idea of seeing CALL 

as an occasional add-on to be combined to more traditional teaching and learning 

practices.  

It is evident that innovations in technology have influenced the nature of 

teaching materials, and new means or dimensions for CALL have emerged. 

Another dimension of CALL is mobile-assisted language learning (MALL), also 

referred to as mobile learning. According to Kukulska-Hulme and Shield (2008, p. 

273), mobile learning refers to learning via handheld devices, with which learning 

is potentially possible anytime and anywhere. However, Demouey and Kukulska-
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Hulme (2010) argue that MALL faces practical constraints, such as the use of 

headsets, or environments which may restrict the use of mobile audio.  

Even if there have been plenty of limitations in MALL approaches, e.g., from 

interactional perspectives, such as peer connectivity, infrequency or lack of oral 

interaction, some innovative experiments do exist (Godwin-Jones, 2011, p. 7). As 

an example of such an experiment, Tai (2012) reports a MALL case, in which 

smartphones were used to find the culprit in an imaginary burglary; the students 

had to collect and share Internet-based data and communicate with each other 

during the task. In other words, the students were required to use both the language 

and the available technology in versatile ways in order to interact among 

themselves, and to receive and produce new information.  

During this research, the design work of the new National Curriculum for Basic 

Education was initiated in Finland. Curricular reforms took place in a number of 

European countries at the same time. Many of the issues mentioned in the previous 

paragraphs, for example, new learning, the use of technology, participation and 

real-life connections, were brought into foreground in the planning documents. 

According to Hildén (2011, p. 6), national curricula reflect the economic, political 

and scientific interests during their era. Curricula can both afford and constrain new 

ideas to enter the field. On the one hand, curricula may encourage the 

implementation of new practices but, on the other hand, curricula may set a frame 

for teaching and support, or even maintain old practices at the same time (Luukka 

and Leiwo, 2004, p.13). Hildén (2011, p. 7) concludes that the curriculum is a 

complex entity, based on the history of the nation’s culture, communication and 

exercise of power. One of the aims of curricular documents, and education in 

general, is to teach, repeat and pass on the guidelines to new generations. However, 

in the rapidly changing and developing world, curricula also have another 

important goal, namely to rebuild and improve the current practices and action.  

As stated above, curricula reflect the political and financial situation of its time. 

One of the main issues in the design of the new curriculum for basic education is 

to include a broad variety of skills to be obtained at school. Among these skills 

there are, for example, cultural competences, ICT skills, international interaction 

and versatile language knowledge (Mutta, Lintunen, Ivaska and Peltonen, 2014, p. 

14). In addition, learning to take care of oneself, new literacies, and various skills 

for working life, as well as participation and responsibility are key terms in the 

national curriculum (Hälinen, 2014).  

The following sections will discuss further the notions of participation and 

learning environment, which both have an important role in the sociocultural 
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learning paradigm. Following van Lier (2001), environment is handled as a learning 

space including affordances and constraints for learning. Environment will be 

studied with its objects; in this study an important role will be given to technology 

as it was brought to the forth in various ways in the research cases (see chapters 

four to eight). As discussed in the previous sections, sociocultural views placed the 

learner in the centre of the learning process (e.g., Uusikylä, 1979, p. 9; Norton, 

2000; Lantolf and Thorne, 2006). Especially, the learner’s agency and participation 

were considered important. Participation puzzled many of the participants in this 

research as well. Therefore, it will be further discussed as follows.  

2.2.1 Participation: the Act of Joining with Others in Doing 

Something  

Lantolf and Thorne (2006) argue that Vygotsky’s (1962) sociocultural theory 

emphasises the role of participation in cultural, linguistic and historically formed 

settings. According to sociocultural views, any developmental processes take place 

in interaction and through participation (Vygotsky, 1978). In school life, 

participation can be seen as giving children a say in their education; listening to 

them and involving them in planning and decision-making processes. Participation 

means valuing the children’s opinions and ideas and giving them control of their 

own learning (Willms, 2000). Pupils’ initiatives have been regarded as important 

factors in learning (Garton, Copland and Burns, 2011). These initiatives are useful 

in creating and supporting learner agency. Furthermore, the initiatives made by the 

pupils are twofold: Firstly, they can point out what the learners need to learn more. 

Secondly, they may show what the learners already know (Waring, 2011).  

It is obvious that an individual can be active, participate and interact in many 

different ways. Nevertheless, learners are a significant resource for their own 

learning as well as for each other’s learning. Learners need to take charge of their 

own learning in order to enhance their autonomy as students (Kohonen, 2006, p. 

39; Benson, 2012). Mercer and Howe (2012) and van Lier (2008, p. 163) argue that 

successful language learning depends crucially on the activity and initiative of the 

learner, although it is possible to argue that activity and learner initiative belong to 

all learning. The learners have to hold a personal sense of agency, in other words 

they have to believe that their own behaviour can make a difference to their learning.  

The term agency can be examined from various perspectives; Ahearn (2001, p. 

112) defines agency as the socio-culturally mediated capacity to act, whereas Gao 

(2010) adds the individual’s will to act to Ahearn’s definition. Mercer and Howe 



33 

(2012) conclude, following Bandura (1989) that the definition of agency needs to 

highlight the multi-componential, intra-personal nature of agency, which also 

includes emotions, beliefs, personality and motivation. In other words, agency can 

be seen as a complex and dynamic system, which is influenced by sociocultural 

processes. It appears that learner agency grows from the interaction of self-concept, 

beliefs, affect and self-regulation. According to Zimmerman (1990), the theory of 

self-regulation strives for discussing how students become masters of their own 

learning and the key issue is not whether learning is social or socially isolated, but 

rather whether the learner displays initiative, perseverance and adaptive skill 

pursuing it. Self-regulated learning includes three basic steps; planning, evaluation 

and adjustment of thoughts and actions (ibid.). It is noteworthy that learners may 

vary in the degree of agency for both as individuals as in respect to different 

contexts and purposes (Mercer and Howe, 2012).  

In order to strengthen agency and activate young people to participate, there 

are numerous initiatives underway all around the world to engage children and 

youth assessing, planning and managing their local environments (Chawla and Heft, 

2002). These initiatives are mainly organised by governments, non-profit 

organisations or schools. Many of these initiatives aim at official recognition of 

children having rights and voice in the decisions that affect their lives.  

It is evident that individuals participate in various functions with diverse 

degrees of involvement and responsibility (Chawla and Heft, 2002). Table 2 below 

presents how individuals may have differing amounts of influence in their 

operations. The amount of influence places the individuals into six different zones 

of penetration, i.e., roles on participation in behaviour settings. The behaviour 

settings can be seen as ubiquitous, eco-behaviouristic contexts for most human 

actions (Barker, 1968).  

Table 2. Roles in participation (adapted from Barker, 1968). 

Zone Description 

1. Onlookers 1.Take no active role in the setting, have no power 

2. Audience 2. Have a recognisable place, but very little power 

3. Members 3. Have potential rather than immediate power 

4. Active functionaries 4. Have power over a part of the setting 

5. Joint leaders 5. Have immediate authority over the entire setting, 

but this power is shared 

6. Single leaders 6. Have immediate and sole authority over the 

operations of the setting 
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Barker (1968) distinguishes six types of roles in participation, starting with 

onlookers with no active role in the setting. When the participants have a bit more 

power, they enter the zone of audience. There, the participants have a recognisable 

place but very little power. The member zone indicates potential power for the 

participants. The increase of power over a certain part of the setting leads to the 

zone of active functionaries, and when the participant has immediate authority over 

the setting and shares this authority with other participants, s/he has reached the 

zone of joint leaders. Finally, the sixth zone of single leaders indicates that the 

participant has immediate and sole authority over the operations of the setting 

(ibid.). Lave and Wenger (1991) discuss the notion of community of practice, in 

which the ‘newcomers’ learn together with the ‘old-timers’ and finally, step by step, 

become full members of the community.  

As presented above, participation may include many different degrees. 

Becoming a full participant in a sociocultural practice does not automatically mean 

that we could see genuine participation (Crabtree, 2003) taking place. The term 

genuine participation was introduced in the 1970s to denote direct and active 

participation of workers in the design process, originally in computer business, in 

the effort to enhance the workers’ skills and quality of life. Following Crabtree 

(2003), genuine participation includes learning in which designers and users learn 

from each other. The idea of genuine participation will be further elaborated within 

the explorations of this study.  

Chawla and Heft (2002) argue that Barker’s concept of the zones of penetration 

could be useful for designing and evaluating participatory programmes for children. 

They continue by pointing out that one of the most popular ways to enable 

children’s participation in schools, for example, is to establish school councils or 

model parliaments to which the active members would be elected. In the Finnish 

school context, the organisation of schoolwork and education is based on a 

conception of learning that focuses on students’ activity and interaction with the 

teacher, other students and learning environment (National Curriculum for Basic 

Education, 2011). School councils are becoming more general at all school levels, 

even if only the upper level of secondary school is obliged by law to organise them 

(National Board of Education, 2011). Furthermore, the students are guided to 

participate in the design of their own learning and to gradually take more 

responsibility of it (ibid.).  

Curricula strive for supporting autonomy. However, when examining today’s 

school life, the learners’ zones of penetration appear to be limited to the first three 

zones. Some pupils, mainly those who act as members of the student council, can 
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be seen as having the member’s status. In schools, these members have a role in 

introducing pupils’ ideas to the teachers and head teachers, who make the final 

decisions in the end. In other words, as members these pupils have potential power 

but not actual authority over operations.  

Participation guides us to think about learning as a process of becoming a 

member of a certain community (Lave and Wenger, 1991). This process entails the 

ability to communicate in the language of this community and to act according to 

its particular norms (Pavlenko and Lantolf, 2000, p. 155). According to Mondada 

and Pekarek Doehler (2004), learning is situated in the learner’s social, and 

therefore profoundly interactional practices. Lave and Wenger (1991, p. 14) situate 

learning in certain forms of social participation by asking “what kinds of social 

engagements provide the proper context for learning to take place”. They claim that 

learning and understanding are relative to actional contexts, hence they are situated. 

To phrase it more simply, learning is an integral and inseparable aspect of social 

practice (Lave and Wenger, 1991, p. 319). Goffman (1983) argues that all our 

doings are likely to be socially, temporally and locally situated, and all these three 

elements, i.e., the presence of others, time and place, influence our action.  

Lave and Wenger (1991, p. 14) argue that learning takes place when the learner 

acquires the skill to perform by engaging him/herself in the process under the 

conditions of legitimate peripheral participation (LPP). LPP denotes the process in 

which the novice, with limited degree and limited responsibility at the beginning, 

participates in the actual practice of an expert and gradually achieves the skills and 

confidence to be an expert him/herself (ibid.). In other words, learning involves the 

construction of identities (Lave and Wenger, 1991, p. 53). Moving toward full 

participation in practice involves a great commitment of time, intensified effort and 

more responsibilities within the community. The most important shift, however, is 

an increasing sense of identity as an expert practitioner (Lave and Wenger, 1991, p. 

111). Pavlenko and Lantolf (2000, p. 174) state that participation is not just about 

taking part in new cultural settings, it is about a profound struggle to reconstruct 

self. Lave and Wenger (1991, p. 29) conclude that a person’s intentions to learn are 

engaged, and the meaning of learning is configured through the process of 

becoming a full participant in a sociocultural practice.  

Another view on the roles as a democratic, participating citizen was presented 

by Westheimer and Kahne (2004) in a study concerning democratic education in 

public schools in the US. According to Westheimer and Kahne, citizens may be 

classified into three types. First, there are citizens who are personally responsible, 

in other words people who act responsibly, who are honest and law-abiding 
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members of the society. The second type of citizens is described with the term 

participatory, which implies that the citizens are active in their community and they 

are ready to take leadership positions. The third type of citizens are called justice-

oriented. They are people who critically assess social, political and economic 

structures, and are able to act as change agents in order to change established 

systems.  

While focusing on foreign language learning in the light of becoming a member 

in a language community and of identity construction, it is worth pointing out that 

the overall aim of language education can be described as the socialisation of the 

language learner into the language community (Salo, 2011, p. 43). Thus, learning 

a foreign language may be seen as identity construction through socialisation. Salo 

(2011, p. 43) defines identity as the actual self-image (Taylor, 1989) and argues that 

identity has a strong connection to language and culture (see also Kaikkonen, 2004).  

In school life, the development of identity may be promoted by supporting the 

growth of autonomy, authenticity and dialogue. Autonomy includes self-

determination and the ability for self-regulation. In order to develop these, the 

learner is encouraged to reflect on his/her own actions and thoughts (Benson, 2012). 

Authenticity refers to the learner’s right to his/her own interpretations through 

which s/he will combine learning to be a meaningful part of his/her everyday life. 

Dialogue can be described as genuine communication in which people meet and 

interact equally (Kohonen, 2009; Hildén, 2011, pp. 10–11). 

Following Kohonen (2001, 2006, p. 62), foreign language education today 

involves the following principles:  

– The students’ own goals and autonomy 

– Personal engagement in learning 

– Student initiative and responsibility 

– Meaningful learning as a whole person approach 

– Emphasis on reflection, interaction and self-assessment 

– Integration of social and effective learning with cognitive goals 

Kohonen, too, places the learner in the key role of learning. The learner must be 

engaged with his/her own learning. Personal engagement, together with student 

initiative, supports the learner to realise the meaningfulness of learning and, finally, 

to reach the set goals. Personal engagement may lead towards stronger participation 

and encourage the learner to interact more. Reflection and self-assessment are 

important instruments to deepen the engagement, and to help the learner to set as 

well as to achieve the learning goals, and hence to encourage the learner to take 
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more responsibility and initiative of learning (Kohonen, 2001, 2006). It has been 

argued that promoting learner autonomy would motivate language learners (e.g., 

Dörnyei, 1998). Lamb (2011) states that there is a close relationship between the 

learner’s motivation and the possibility to take over even some control over 

learning.  

As argued by Donato (2004, p. 295), learning and development are “shaped by 

the social, cultural and historical contexts in which individuals engage in 

meaningful and purposeful activity”. Following Mondada and Pekared Doehler 

(2004), the social realm cannot be reduced to a background factor, in relation to 

which activities, including cognitive processes, take place. The social realm should 

be treated as an integral part of cognitive development itself. The research 

concerning the relationship between social interaction and foreign language 

acquisition discusses on the one hand a weak socio-interactionist perspective, and 

on the other hand a strong socio-interactionist perspective (ibid.).  

As Mondada and Pekarek Doehler (2004) point out, the weak approach 

suggests that interaction is beneficial for learning by providing possibilities for 

learners to be exposed to “negotiated, modified and comprehensible input”. In other 

words, the weak approach assumes that social interaction has an auxiliary role in 

learning by providing momentary frames in which learning processes would take 

place. The strong socio-interactionist approach, quite contradictorily, emphasises 

the role of interaction as a fundamentally constitutive dimension of learners’ 

everyday lives. Based on the strong approach, the learner is seen as a co-constructor 

of joint activities in which linguistic and other competences are used in order to 

carry out the constant process of adjustment vis-à-vis other social actors in the 

environment. The strong socio-interactional perspective is typically adopted by 

sociocultural approaches to foreign language learning (Mondada and Pekarek 

Doehler, 2004). Wertsch (1991, p. 6), argues that “human mental functioning is 

inherently situated in social, interactional, cultural, institutional and historical 

contexts.” Evidently, learning is situated in these contexts as well.  

2.2.2 Sites for Learning 

Even if it is fair to claim that a great amount of learning takes place at school or 

other educational institutions, learning is not confined or captive to a certain place. 

Van Lier (2000, p. 25) states that learning can be seen as an ability to engage with 

and participate in a particular environment. This environment may be a classroom 

or any other cultural environment. Following van Lier (2000, p. 246), the learner is 
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immersed in an environment which is full of meanings. These meanings become 

available in the interaction between the learner and the environment. The dynamic 

and continuous relationship between an individual and the environment was 

envisioned by Gibson in 1966 in his ecological approach. From the ecological 

perspective, the environment is described from the point of view of psychological 

meaningfulness for the actor, and the individual is viewed as an agent who 

purposively engages with the surroundings (Gibson, 1966). From the sociocultural 

point of view, social action begins dialectically including the affordances and 

constraints offered by the environment. The actors themselves can influence the 

environment and shape it according to their needs (van Lier, 2000; Lantolf and 

Thorne, 2006, pp. 234–240; Salo and Hildén, 2011).  

Typically, the environment is described in physical terms of object types in the 

environment. However, these descriptions do not have much bearing on an 

individual’s opportunities for action. To describe a setting in terms of functional 

possibilities, is to describe the affordances of the setting (Gibson, 1979; Chawla 

and Heft, 2002). According to Heft (1997), environments can be described in terms 

of the functional possibilities that they extend to particular individuals. The 

environment contains affordances for an active and perceiving organism, in other 

words, the environment may encourage the learner to act in a certain way (van Lier, 

2000, p. 252).  

According to Wilson, instruction can be seen as an environment which 

emphasises the place and site where learning occurs. At the minimum, the learning 

environment includes the learner and the setting in which the learner acts. The 

setting may be equipped with different tools which support learning (Wilson, 1996, 

p. 4). Heppel, Chapman, Millwood, Constable and Furness (2004, p. 14) as well as 

Nuikkinen (2005, pp. 61–66) contend that effective learning takes place if the 

environment supports the content and the goals of instruction. Returning to van 

Lier’s (2000, pp. 246–247) thoughts, the environment itself is full of potential 

meanings. Learning can be seen as the development of the ability of dealing with 

the world and its meanings. In terms of language learning, the environment is full 

of language that provides opportunities for learning to the active, participating 

learner (van Lier, 2000, p. 253).  

Chawla and Heft (2000) clarify that affordances are functionally significant 

environmental features identified in relation to action. Environmental features that 

are responsive to an individual’s actions are most likely to promote the 

development of specific competencies. These features can be called affordances or 

behaviour settings (see table 3). As mentioned earlier in section 2.1.3, behaviour 
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settings provide the eco-behavioural contexts for most actions and they are similar 

to affordances in several respects. However, behaviour settings are not as specific 

to an individual as affordances (ibid.). According to Barker (1968), behavioural 

settings consist of a “standing pattern of behaviour and milieu”. In other words, 

they are dynamic but stable patterns of action among a group of individuals; 

patterns which are supported by environmental features (Chawla and Heft, 2002). 

To illustrate milieu and the standing patterns with a simple example, let us 

examine figure 2, which presents a traditional classroom in today’s school.  

 

Fig. 2. Voices of multiple timescales in the language classroom (Photo by Emma 

Ronkainen). 

We can see the classroom as a milieu including standing patterns of behaviour, as 

described above. Most of us have a clear conception of the roles in a classroom as 

well, there is usually a teacher who is in charge of action, and a number of learners 

who are following the teacher’s instructions. Many of us share the view of how a 

classroom should be organised, and what a classroom should include. 

Nevertheless, even if the classroom above may look simple and static, it is full 

of discourses from multiple timescales. The original design of the school building 

at the end of the 19th century and numerous renovations over the years have left 

their discourses into the building. Thus, following Norris (2005, pp. 17–18) there 

are frozen actions inside the building, i.e., actions which are entailed in material 

objects, such as the construction, layout of the classrooms, some pieces of furniture 
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or teaching materials. To bring these discourses (and actions) to this moment, we 

can see a smallish group of approximately 20 pupils studying in sociocultural spirit, 

discussing issues together and being helped by the teacher, if needed. The objects 

in the classroom, such as the data projector, remote controllers and pictures of 

contemporary people also mediate more modern discourses and actions.  

It is possible to argue that the traditional learning environment has not changed 

remarkably over the years (see e.g., Kuuskorpi, 2013). As can be seen in figure 2, 

the teacher is usually placed in the front of the classroom in a large space. Pupils 

are seated in smaller chairs, and in most classes there is a gap between the teacher 

and pupils, which distances the teacher socially further from the pupils. These 

spatial and physical arrangements ensure the power of the teacher (Scollon and 

Scollon, 2004, p. 40). A traditional classroom seems to support old ways of 

conducting teaching. It often remains to the teacher to change the interaction order 

in the classroom, which may require unwanted extra efforts. Thus, in many cases it 

is easier to conserve the old standing patterns of behaviour and milieu than to 

change them.  

Any classroom may be seen as an environment, which offers affordances and 

possibly constraints for (inter)action (van Lier, 2001). It is evident that more 

attention should be paid to the design of schools and other learning environments. 

Kuuskorpi (2013) claims that school as a physical environment has remained fairly 

untouched for decades. It is important to realise that the environment may produce 

constraints for meaningful action. According to the National Curriculum (2004, p. 

18), the learning environment should support the interaction between the teacher 

and learners, as well as the interaction between the learners. One important issue in 

designing learning environments is to enable various types of interaction order. The 

environment should also encourage the learners to cooperation and teamwork. It is 

possible to create new discourses by changing the interaction order and, hence, 

guide the historical body into new directions (Scollon and Scollon, 2004).  

If we examine school buildings, they tend to favour traditional structures, even 

if they are new. However, some attention has been paid to flexible spatial 

arrangements such as movable walls, combinable classrooms or light furniture. It 

is, nevertheless, challenging to change from traditional ways of using the 

environment due to the participants’ historical bodies, which include their 

experiences, views, beliefs, attitudes i.e., their understanding concerning the 

environment.  

One of the foregrounded discourse topics concerning the learning environment 

is the role of technology embedded in the environment, and the use of technology 
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in learning and teaching. Many teachers seem to be still wondering about the 

meaningful use of technological tools. Often, the most common way to use 

technology is showing the online versions of text and exercise books to the pupils. 

Following Bradley (2013, p. 9), technology has been, and still is, affecting our 

communication and interaction practices and our understanding of literacy. As 

defined by Halliday (2007), literacy traditionally refers to being able to read and 

write. Lankshear and Knobel (2006) argue that new literacies encompass social 

practices and the use of digital technologies for interacting, which according to 

Bradley (2013, p. 21) entails plenty of collaboration and participation (see also 

Kress and van Leeuwen, 1996; Kress, 2005; Jenkins et al., 2009). As Bradley (2013, 

p. 9) points out, the incredible speed, unpredictability and amount of the appearance 

of new information are changing the communication scene, and they all will 

influence the ways we learn languages.  

2.3 Complexity of Change 

Change can be examined and analysed from many various viewpoints. For example, 

activity theory (Engeström, 1991) has been applied in many fields to illuminate 

human practices as development processes including change at some level (Kuutti 

(1996, p. 25). Blin and Munro (2008) use activity theory in observing university 

teachers and the use of technology in their work. Blin and Munro’s study reveals 

plenty of resistance in the use of technology in academic contexts. Virtaluoto (2015) 

highlights, with the help of activity theory, the tensions and contradictions within 

the field of technical communication. Kuure et al. (2015) discuss difficulties that 

language students face in designing new, technology-enhanced teaching methods. 

Using activity theory in their study, they conclude that familiar practices seem to 

guide the students’ thinking of language teaching.  

Activity theory and action research share similar goals and involve 

participatory development of current practices. Kemmis, McTaggart and Nixon 

(2014, pp. 20–21) describe action research as a participatory learning process in 

which change may occur at many levels; the participants share their reflections and 

create new discourses by engaging themselves in various discussions, which can 

lead to new understanding and new interpretations of how these participants relate 

to the world, how they interact and what their interactions may produce.  

In the design-based approach change is viewed in the light of analysis, 

(re)design and enactment. Jalkanen (2015), introduces the use of design-based 

approach in his study of the development of pedagogical design within language 
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courses at the university. Rather similar approach, namely technical and cultural 

probes (Gaver, 1991) were used in the 1990s to analyse the use of various technical 

devices and the need for change in the living environment (Gaver, Dunne and 

Pacenti, 1991; Vetere, Davis, Gibbs and Howard, 2009).  

Narratives have been used as tools to illuminate people’s experiences and 

voices (e.g., Bruner, 1993). Oxford (2012), among others, has used narratives as 

the analytic method for mapping actions, trajectories, seeing influences and plotting 

multiple voices in various learning situations. This method seems to share many 

ideas with the research approach of this study, especially in finding out how the 

learners tell about their experiences while learning.  

This study examines change following Scollon and Scollon (2004) in nexus-

analytic light, in other words by taking a look at historical body, discourses in place, 

interaction order and motives ascribed for action. Nexus analysis relies on mediated 

discourse theory (Scollon, 2001; Norris and Jones, 2005) focusing on action as the 

unit of the analysis. The approach enables longitudinal research and facilitates the 

understanding of the nature of change in complex contexts. Nexus analysis 

encourages the use of multiple methods for collecting data, and offers a concrete 

guide for proceeding in the research.  

Even if nexus analysis has not been widely used in the research in the field of 

education, there are examples of its use. For example, Tapio (2013) investigates 

how Finnish sign language speakers learn English, Koivisto (2013) examines how 

pupils use mobile devices in his English lessons, and Koivistoinen (2015) discusses 

the geographies of language learning by asking how everyday-life learning 

opportunities are related to both in-class and out-of-class learning of English. 

According to Scollon and Scollon (2004, pp. 9–10), the main idea of nexus analysis 

is to change current practices at some level and to gain more understanding about 

change (see chapter three for more details on the analysis). 

The previous sections of this study aimed, firstly, at shedding light on the 

history of language education and on the related research in the field. Secondly, the 

current foregrounded discourses were tackled. Based on these sections, it seems 

that change is a complex process. Even if rapid and even unexpected changes have 

taken place in many areas in the society lately, changes in the educational sector 

occur slowly (e.g., Jalkanen et al. 2012). In many cases, it is relatively easy to 

initiate change in discourses. This actually happened during this research process 

as the design of the New National Core Curriculum for Basic Education started. 

Along the design process, many ideas presented in the previous sections became 

foregrounded in the public discourses on the media. Among the topics, which were 
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clearly foregrounded, were the need for change in teaching approaches, willingness 

to make the learners’ participation more transparent, and the need to develop 

learning environments further.  

In many cases, the design of new practices is based on the individual’s own 

experiences, in other words on the participant’s historical body (Scollon and 

Scollon, 2004; Alanen and Kajander, 2011). To position this to school life, we can 

contend that the teacher’s historical body is in key role both in affording and 

constraining change. This historical body includes the teacher’s own experiences 

as a learner, thus, the past and present are strongly connected. Most of us have 

experiences of school in the role of a learner. Hence, the learner’s historical body 

is worth mentioning, too, in this context. It seems to be easy to convey old attitudes, 

thoughts and even prejudices to younger learners, who might enter their school life 

filled with this historical burden. If this burden is reinforced outside of school, it 

will be challenging, but not impossible, to see school in a new light. Earlier research 

(see e.g., Li and Walsh, 2011; Löfström and Poom-Valickis, 2013) support the view 

that it is easy to maintain familiar practices, and that beliefs and attitudes are likely 

to constrain change.  

It is evident that school alone cannot make changes possible, even if its role is 

important from many points of view. The society has changed fast during the last 

years. Due to geo-political matters, multiculturalism is growing. With the growing 

number of immigrants, the whole language scene is changing. This situation causes 

challenges also for teaching (see e.g., Alanen and Kajander, 2011; Bradley, 2013). 

One area where the need for change should be brought forward is teacher 

education. Reinders (2009) argues that the teacher educators are in a delicate 

position as they should be able to link the benefits of any kinds of innovations to 

classroom practice. Fullan (2007) discusses three levels of change for introducing 

change in education: Firstly, the possible use of new or revised materials, including 

technologies; secondly, the possible use of new teaching approaches including 

learning activities, and thirdly, the possible alteration of beliefs. Jalkanen (2015, p. 

15) argues that all these three levels are needed to bring about systematic change, 

but in many cases, change is visible only at the first level. The empirical part of this 

study will focus on the emerging discourses (in the data) around change within 

various situations in foreign language learning and teaching. The main focus will 

be directed on the use of technology, learning activities and transformation of 

attitudes and beliefs.  

Even if teacher education has paid attention to the transformation of the 

teacher’s role from a teacher to a facilitator or advisor for learning (Morrison and 
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Navarro, 2012), transforming practices seems to be more challenging. Nyman 

(2009) states that language students and new teachers need support to see a broader 

view of language education (see also Ministry of Education and Culture, 2012; 

European Commission, 2013; Nyman and Kaikkonen, 2013; Kuure et al., 2015). 

Jalkanen (2015, pp. 68–69) discusses a “vicious circle” in language teacher 

education: If the education of future teachers does not challenge the practices 

teachers are socialised into during their studies, they will in all probability continue 

repeating the old practices in their classrooms. It is important to reassess and 

evaluate language learning and language teaching practices continuously (Jalkanen 

et al., 2012). However, continuous reassessment alone is not enough; teacher 

education should be able to answer what needs to be taught and to what level, in 

other words, whether the education should include both technical and pedagogical 

aspects, or concentrate only on pedagogical issues (Reinders, 2009).  

One of the factors contributing to the complexity of change is our 

understanding of learning. According to Bradley (2013, p. 30), there is a tension 

between social dimensions and individual mental processes in the views of second 

language acquisition and learning. Following Mitchell and Myles (1998), this 

tension originates from the 1970s, more precisely from Krashen’s definition of 

acquisition and learning. Following Krashen (1985), acquisition could be seen as a 

process which was implicit and subconscious. Acquisition occurred in informal 

situations and it followed a certain order. The learner was supposed to use a 

grammatical ‘feel’ instead of learning any grammatical rules. Learning, on the other 

hand, was a conscious process, which took place in formal settings and situations 

(ibid.). According to Bradley (2013, p. 28), learning refers to conscious processes. 

In many cases learning can be seen as a result of classroom activities with a strong 

focus on form. This focus on form may be one reason for explaining the popularity 

of text-based activities and the role of the teacher as an expert. In order to see action, 

actors and the whole scene from a new perspective, it would be essential to shake 

off old attitudes and beliefs.  

Kramsch and Whiteside (2008) state that we should be more aware of 

communicative and intercultural competence in multilingual settings. They argue that 

modern multilingual exchanges require not only teachers but also researchers to have a 

broader view of how language learning processes take place. Traditionally, teaching 

has concentrated on teaching interaction in the same standard target language. 

However, the growing amount of multilingual and multicultural exchanges should 

guide us to think about the monolingual, and even monocultural, nature of language 

education. Today’s language users need skills to handle situations, in which exchanges 
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in foreign languages are less predictable, in which the number of interlocutors might be 

large, and in which the participants may use different languages for various 

identification purposes. In other words, today’s foreign language users should be able 

to interact among people with different language competences and capacities as well as 

different ‘cultural imaginations’ (ibid.).  

The learners’ perceptions and memories in interactions play a strong role in 

learning, too. This, due to global migration and deterritorialised nature of living 

conditions, should be paid more attention to, especially when teaching learners who do 

not share a common understanding of social reality (Blommaert, 2005; Kramsch and 

Whiteside, 2008).  

In this study, learning is seen as a sociocultural, ecological process (see e.g., 

Vygotsky, 1978; Lantolf and Thorne, 2006; van Lier, 2000, 2001). Learning includes 

interaction among participants, as well as between the participants and environment. 

The environment is full of affordances (see Gibson, 1979) to an active learner (van Lier, 

2000). To phrase this in Gibson’s (1979) words, ‘an affordance refers to a reciprocal 

relationship between an organism and a particular feature of its environment’. Learning 

is situated (Lave and Wenger, 1991), with a perspective of permanent change; as the 

learners’ practices change, teaching should transform, too. In order to relate learning to 

real-life, or life beyond classrooms, this study emphasises problem-based approach 

aiming at developing flexible knowledge, effective problem solving and 

collaboration skills, supporting intrinsic motivation and self-regulated learning 

(Barrows, 1996). Following the ecological approach, this study aims at presenting a 

broader view on learning, and at avoiding a narrow understanding of language as words 

which would be transmitted from a sender to a receiver (van Lier, 2000).  

The semiotic and ecological approaches entail that the context, including physical, 

social and symbolic issues, is a central element in learning and teaching (van Lier, 

2004). Van Lier argues that there are three essential perspectives, which should be taken 

into account in language education; ecological, semiotic and sociocultural. Educational 

principles, strategies and actions, especially those concerning language education, 

should be seen as ecological because activity in a meaningful, well-designed 

environment creates affordances. Educational principles should also be viewed as 

semiotic, as meanings do not rely on linguistic resources alone and, finally, they should 

be sociocultural in the sense that social artefacts and activities provide tools to mediate 

learning and action in general (ibid.).  

The role of interaction has been foregrounded in the field of foreign language 

learning for a number of years (see e.g., Gass, 1997; van Lier, 2000). According to van 

Lier (2000), interaction is one of the central elements in sociocultural theory. 
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Interaction can be seen as being full of various complex phenomena, out of which the 

negotiation of meaning seems to be indicative of learning processes; learning occurs 

when the learner receives (and is able to process) information from a more skilled or 

experienced participant (see also Lave and Wenger, 1991). From the ecological 

perspective, education should be designed to encourage the learner’s participation and 

engagement (van Lier, 2000).  

Traditionally, however, language education is about language, not about changing 

oneself and presumably even less about changing the world. The ecological perspective 

may be seen as a worldview including four basic elements; (1) multimodal, 

multisensory perception, (2) action, (3) relation, including self and identity, and (4) 

quality of the educational experience. When examining perception, the perceiver is seen 

as an active explorer of information. Perception may be direct and indirect as many 

aspects of language use are perceived directly, whereas a number of aspects are 

perceived indirectly, for example gestures or cultural scripts. Additionally, perception 

includes the combination of visual, auditory and possibly other sensory information 

within the action. Also, perception of self and of the other, as well as the environment 

are included (van Lier, 2004; Lamb, 2011).  

Following van Lier’s (2004) thoughts, we must act to perceive and vice versa, we 

must perceive in order to act. If learning were designed according to activity-based 

approach (with various projects, for instance), learners would pick up the needed 

linguistic information for their tasks and projects. The teacher’s tasks in such learning 

situations would be assisting the learners to access all the needed information, allowing 

the learners to exploit their creativity, and supporting the learner’s growing autonomy 

(ibid.).  

The ecological approach sees the self as a reciprocal relationship between the 

individual and his/her world (van Lier, 2000, 2001, 2004). Neisser (1998) finds five 

‘selves’ constructing a language learner: ecological, interpersonal, extended, private 

and conceptual. The ‘ecological self’ concerns the physical environments. The 

‘interpersonal self’ deals with emotional rapport and communication in general. The 

‘extended self’ includes personal memories and expectations and the ‘private self’ 

concerns personal uniqueness. Finally, the ‘conceptual self’ deals with identity, roles 

and status, as well as with the individual’s own beliefs about him/herself. These 

‘selves’, according to van Lier (2004) should be the starting points for curriculum 

design for ecologic and democratic approach to language education.  

The last element of the ecologic approach, as argued by van Lier (2004), is the 

quality of the educational experience. The last element includes three main points, 

which may contradict current policies and practices at many levels. The first point is 
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that standards do not automatically mean quality. The second point argues that the 

quality of education cannot be measured by test scores as in many cases teaching may 

be directed towards passing the tests alone. The third point states that many of the most 

important indicators of quality in education cannot be measured in quantitative methods 

(ibid.). 

These findings in the related research and the situation in the field of foreign 

language education inspired the author to proceed with her own explorations. The 

following chapter will present the research strategy and data. 
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3 Research Approach 

This chapter defines the research strategy of the study. Following Creswell (2013), 

this study is built on a constructivist, participatory and transformative worldview, 

in which the researcher is part of the research process. More precisely, this study 

follows the main principles of mediated discourse analysis (Scollon, 2001; Scollon 

and Scollon, 2003; Norris and Jones, 2005; Jones, 2012) and utilises its analytic 

tool nexus analysis (Scollon and Scollon, 2004). This chapter also includes a short 

description of the research process with the most important landmark events (de 

Saint-Georges, 2005), which guided the research. A more detailed picture of the 

research process, in other words the nexus-analytic explorations of this research 

will be presented in the following chapters. Further, this chapter introduces the 

research objectives and presents the quality and quantity of the data. Also, research 

ethics will be discussed in this chapter. 

3.1 Research Objectives 

This research aims at exploring the complexity of change in foreign language 

education by presenting five research cases. Due to the broadness of the field of 

foreign language education, the research cases were conducted among multiple 

participants, however, the main focus being on language students, prospective 

language teachers. To understand the complexity, it was seen necessary to include 

also participants presenting the educational authorities, as well as school children, 

i.e., young foreign language users to this study.  

The overall theme of the research, navigating the complexity of change, is 

tackled through the following two more specific research questions (RQ):  

RQ 1:What kinds of motives do the research participants ascribe for foreign 

language learning and teaching?  

RQ 2:What kinds of discourses, interaction order and historical bodies emerge 

in the research cases?  

Nexus analysis encourages the use of various methods both in data collection and 

in the analysis. Thus, the first research question “What kinds of motives do the 

research participants ascribe for foreign language learning and teaching?” was 

tackled through motive analysis, which is a component in nexus analysis. Seeing 

how the research participants described the current and future language learning 
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scenes made it possible to draw conclusions on the complexity of change, as will 

be further illuminated in the following chapters. The second research question 

“What kinds of discourses, interaction order and historical bodies emerge in the 

research cases?” was born out of current discourses in the field. (Inter)action, 

participation and the use of technology have been foregrounded in earlier research 

in many different contexts, as discussed in chapter two (see e.g., Taalas, 2005; 

Jalkanen, 2015). The answers for the second research question were found through 

the ethnographic discourse-analytical part of nexus analysis. Both research 

questions contributed to gaining more understanding about change in the field of 

foreign language education.  

Table 3 below presents the relation of the research cases (RC) to the research 

questions (RQ). 

Table 3. Research cases in relation to research questions. 

Research Case Research Question 

RQ1 RQ2 

RC 1: Selected research participants ascribing motives for foreign language 

learning and teaching 

x  

RC 2: Students ascribing motives for 

foreign language learning and teaching  

RC3: Students designing technology-enhanced learning activities 

x  

 

x 

RC 4: Students analysing current practices and envisioning the future of 

language learning 

 x 

RC 5: Future language teachers elaborating shared interests with 

developers of technology 

 x 

As table 3 shows, all of the cases provided a partial answer to the main research 

objective; to understand the complexity of change in foreign language education.  

Evidently, the complexity of change is an issue which should be viewed 

through many different lenses in order to understand the nature of it. Having said 

so, the author hopes to clarify the topic further in the following chapters.  

3.2 Data and Research Ethics 

The data for this study were collected in 2011–2014 within five research cases. The 

research cases and their results will be presented in detail in chapters four to eight. 

The data were collected mainly during university courses with the help of the 

research participants and the staff of English Philology.  
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The data of this research include in situ video, artefacts, web data, students’ 

learning journals, concept designs, reflection papers and online discussions. The 

data also include answers to two online surveys (Appendices 1 and 2 present the 

survey questions and statements). For the analysis, all the video, audio recordings 

and all products by the students have been studied carefully and many times. Part 

of the data has been transcribed in the case descriptions in order to illuminate the 

findings further. The following table (4) presents the type and quantity of the data. 

Table 4. Data drawn from the research cases. 

Research Cases Data types 

RC 1  5 answers to an online survey including 16 questions and 10 statements 

RC 2  38 answers to an online survey including 15 questions and 10 statements 

RC 3  17 hours of video, online discussions, 35 design documents, 13 reflection papers, 

4 presentations by the students, 46 written interview answers (pupils) 

RC 4  

 

6 hours of video, 1 modified model of affect, 3 reflection papers, 3 term papers, a 

built artefact “Language learner of the future” 

RC 5 8 hours of video, 2.5 hours of audio recording, 7 design documents, 5 reflection 

papers, 2 presentations by the students 

As can be seen in table 4, the third research case seemed to provide more data than 

the later ones. The manifold data enabled observations, reflections and 

examinations from various perspectives, which consequently helped the author to 

comprehend the complexity of the situation and to see factors which influenced this 

complexity. In fact, the following cases provided as large amounts of data as the 

third one, but during the following research cases, this study focused on certain 

selected parts of the data in order to shed light on the research objective. 

The data analyses have concentrated on the notions of discourses in place, 

interaction order and historical bodies among the research participants (Scollon and 

Scollon, 2004). In both motive analyses (Burke, 1969/45; Scollon and Scollon, 

2004), the described motives were first placed in their positions in the pentad of 

motives; scene, actor, mediational means, purpose or mediated action. Then, the 

positions between which there appeared to be a relation or ratio, were looked at 

more closely (see chapters four and five). Due to its large amount, the data will 

offer numerous possibilities for new explorations in the future, especially after this 

study has shed more light on certain aspects of the complexity of change and on 

the use of nexus analysis.  
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The data of the research are managed and stored in secured files in the archives 

of English Philology at the University of Oulu. It is possible to reuse the data in an 

ethical manner in further research and educational purposes. 

Before the actual beginning of the research, issues of research ethics (see e.g., 

Thomas and O’Kane, 1998; Ackerman, Feeny, Hart and Newman, 2003; Kuula, 

2006) were settled and agreed on, first with the local education authorities and 

school heads. At the beginning of each case, these issues were settled and agreed 

on with all the participants; pupils and their guardians, students, researchers and 

teachers respecting the ethical principles in the humanities and behavioural 

sciences as defined by the Finnish Advisory Board of Research Integrity, FABRI 

(2016). These principles include three main issues as follows: (1) respecting the 

autonomy of research subjects, (2) avoiding harm and (3) privacy and data 

protection (ibid.).  

The privacy and data protection issues were tackled first. The guardians were 

informed about the project at a parents’ meeting at school, meetings were also held 

with teachers and participating pupils. In these meetings, the research topic was 

explained together with the method of data collection. It was also explained to the 

participants (and their guardians) where the data would be stored after the project. 

All participants and the guardians were reminded of the voluntary nature of the 

participation in the research project at several occasions and the researcher’s 

contact information was available for the guardians, teachers and pupils, as well as 

school authorities (see Bogdan and Biklen, 2001, pp. 43–45).  

Respecting the autonomy of research subject, a written consent was acquired. 

The informed consent was required from all participants, including the guardians 

and children. As all the participants are people who might be recognisable, special 

attention was paid on to assure their anonymity in the course of the research and 

after it.  

The author’s role requires a few words. The author has a long working history 

as a teacher of foreign languages; English, French and German at various schools 

and institutions in Finland, Japan and France. Even if the sociocultural, 

constructivist and transformative worldview (e.g., van Lier, 2000, 2001, 2004; 

Lantolf and Thorne, 2006) guides the interpretation of the data, the experiences 

gained during the time as a language teacher, i.e., the author’s historical body, has 

evidently influenced the understanding of the situations described in this study. 
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3.3 Research Strategy 

The research approach in this research was qualitative and ethnographic 

(Hammersley and Atkinson, 1995; Scollon, 2001; Scollon and Scollon 2004). The 

ethnographic research strategy enabled collecting longitudinal, versatile type of 

data during four years. A more precise approach was looked for in the course of the 

first data collections, and mediated discourse analysis (Scollon, 2001; Norris and 

Jones, 2005) was considered to be a suitable approach.  

3.3.1 Mediated Discourse Analysis 

Mediated discourse analysis (MDA) was developed as an alternative to approaches 

that see social action as secondary to language (Filliettaz, 2005, p. 101). Thus, the 

focus of mediated discourse analysis is not discourse alone, but all social practices 

of which discourse is a part. According to mediated discourse analysis, discourse 

is a tool with which people take action. To phrase it more accurately, discourse is 

seen as one of the cultural tools which contribute to the construction of social 

actions (Scollon and Scollon, 2003; Filliettaz, 2005, p. 101). According to Gee 

(1999), language is a tool for three things: Saying, doing, and being. Gee (1990) 

distinguishes Discourses (with a capital D) from discourses (with a small d). 

Discourse with a capital D, according to Gee, can be used for combining any 

discourses with social activity within a social group. Gee uses the term discourse, 

with a little d, for any stretch of language in use.  

Following Jones and Norris (2005, p. 4), the meaning is not present in the 

discourse, but rather in the actions people take with the discourse. However, it is 

important to keep in mind that discourse is not simply an element of action; actions 

may be taken through discourse and sometimes discourses may be resemiotised 

into actions or objects (Jones and Norris, 2005, p. 8, see also RC5). Following 

Scollon and Scollon (2004, pp. 4–5) discourse can be seen as ‘the ways in which 

people engage each other in communication’. They continue that there are several 

different discourses, for instance ‘management discourse, academic discourse or 

public discourse. Scollon and Scollon (2004, p. 5) argue following Blommaert 

(2005) that discourse ‘comprises all forms of meaningful semiotic human activity’. 

The relationship between discourse and action is dynamic; it includes social 

identities and social goals located at the nexus of social practices (Jones and Norris, 

2005, p. 9). Practices can be defined as actions involving entrenched beliefs, values 

and emotions (Jones and Norris, 2005, p. 98).  
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According to Norris (2005, p. 169), and following Scollon (2001), MDA takes 

mediated action as its unit of analysis. The analysis focuses on the social actors as 

they are acting (Scollon, 2001) and on the relations between action and material 

means. The lowest interactional unit is called a lower-level action. A higher-level 

action is made up of a multiplicity of chained lower-level actions. To give an 

example of various types of actions, we can think about a typical language lesson, 

on which the higher-level action is learning. Learning includes various lower-level 

actions, for example, moving one’s hand to open the book, raising one’s hand to 

answer or turning towards the screen in order to see a video clip. In many cases, we 

can find several embedded and overarching higher-level actions. If we consider 

learning as a higher-level action, watching the video clip could be seen as an 

overarching higher-level action, which includes, for example, lower-level actions 

such as seeing the screen or listening. Finally, there are frozen actions, which are 

higher-level actions entailed in material objects (Norris and Jones, 2005, pp. 17–

18; see also figure 2 in this study). To combine frozen actions to the school 

environment, we can see many solutions which have been realised before the action 

of learning. For example, schools are normally built in a certain way to support 

teaching of groups or classes; the layout of the classrooms presents in many cases 

frozen action as there are desks and chairs placed in a certain order for the pupils 

and, typically, one bigger table for the teacher in front of the classroom. We can 

also see frozen action in the textbooks; someone has written the texts and attached 

the pictures before the books are used in the learning action. In other words, we can 

see traces of the historical bodies of numerous distant actors.  

All actions are mediated through cultural tools, such as objects, technologies, 

practices, identities, languages or other semiotic systems. To phrase this with Jones 

and Norris’s (2005, p. 49) words, all actions are realised through mediational means 

(see also Scollon and Scollon, 2004). Wertsch (1998) divides mediational means 

into technical tools including various material objects, and psychological tools such 

as language, counting system or diagrams. All these tools embody certain 

affordances and constraints; they come with histories that have shaped the sorts of 

things which are possible to realise with them and the kinds which cannot be done 

with them (Jones and Norris, 2005, pp. 4–5).  

According to de Saint-Georges (2005, p. 115), one important notion of MDA 

is that people, tools and discourses have a history and project a future. Following 

Filliettaz (2005, p. 106), the actors, objects or places are emanations from the past 

and prefiguration of the future at the same time (see also Scollon 2002; Scollon and 

Scollon, 2003). Scollon (2002) argues that mediated action occurs simultaneously 
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on various timescales, each on its own rhythm. Scollon (2005, p. 175) states that 

there are at least three timescales in every action; the long durée, the time of the 

intermediate political or economic cycles and événement or event-time (see also 

Blommaert, 2005). In order to understand actions, the analyst should keep this 

layered simultaneity in mind (see e.g., Blommaert, 2005; Jones and Norris, 2005, 

p. 13). Following Scollon and Scollon (2004), one of the important parts of nexus 

analysis is to combine the event-time action to a larger timescale. In the light of 

teaching, for example, it is possible to see various timescales as follows: One lesson 

could be seen as event-time, one term or even an academic year could be seen as 

the following cycle, and the lifespan of a curriculum, approximately 10 years, could 

be seen as the long durée. The action during a lesson has obvious consequences in 

the future; the learner may be able to act in a new situation based on the skills and 

competences acquired during the lesson.  

Every mediated action takes place within a site of engagement. According to 

Scollon (1998, 1999, 2001), the site of engagement can be seen as a real-time view 

to the intersection of social practices, mediational means and participants, who all 

together create social action (Norris and Jones, 2005, p. 139). Scollon (2001) 

continues that sites of engagement are historical outcomes of social practices 

embodied in cultural tools and appropriated into the habitus of individuals (Jones, 

2005, p. 153). The explorations of this research show how the sites of engagement 

came into view within the research process (see chapters four to eight).  

3.3.2 Nexus Analysis 

The results of this research are drawn by utilising nexus analysis (Scollon and 

Scollon, 2004). One of the benefits of nexus analysis is that Scollon and Scollon 

(2004) offer the researcher a practical field guide on how to proceed in the analysis 

and guide the analysis from the very beginning to its end. According to Norris and 

Jones (2005, p. 202), nexus analysis is a set of heuristic tools which aim at guiding 

the researchers to position themselves in relationship to research participants, 

research questions, and to the actions and discourse that will shape their data.  

The analysis involves three main activities: engaging, navigating and changing 

the nexus of practice (Scollon and Scollon, 2004, p. 9). A nexus of practice can be 

seen as a genre of activity together with the group who engage in that activity, 

usually sharing a common goal (Scollon and Scollon, 2004, p. 159). To phrase it 

more accurately, a nexus of practice is the point at which historical trajectories of 

people, places discourses, ideas, and objects come together to enable some action. 
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This action then alters those historical trajectories, as those trajectories emanate 

from this moment of social action (Scollon and Scollon, 2004, p. 159).  

To illustrate the nexus of practice in terms of this research, we can define the 

nexus of practice, for example, in terms of a moment when a group of students is 

envisioning the future of foreign language education at the university. In the starting 

situation, the historical trajectories of the students guide them to act in a certain 

way, in other words they may envision the future based on their own experiences. 

However, as all the trajectories, including the students’, their course teachers’, the 

environments’, discourses’ and mediational means’, meet, the action, envisioning 

the future in this case, is enabled. This moment and action may then give the 

students some new ideas, which may change the course of their trajectories.  

Nexus analysis can contain all of the three activities; engaging, navigating and 

changing, or concentrate in only one of them. Each of these activities is a reflective 

process, involving constant interactive decision making and backup plans on the 

part of the researcher and since each nexus of practice is different, the researcher 

must be prepared to navigate his/her own course through those s/he is studying 

(Norris and Jones, 2005, p. 202). It is important to keep in mind that nexus analysis 

is always participatory. Rather than viewing the participants in the nexus of practice 

as research objects, they are considered as co-researchers, who have a crucial say 

in designing the research (Norris and Jones, 2005, p. 202). The following figure (3) 

presents the activities of nexus analysis. 

 

Fig. 3. The main activities in nexus analysis (adapted from Scollon and Scollon, 2004, 

p.153). 

Engaging the nexus of practice is the beginning phase, where the researcher defines 

and outlines the research problem and enters the nexus of practice, in other words, 

becomes a participant in the nexus of practice under study. According to Scollon 

and Scollon (2004, p. 11), entering the nexus of practice and establishing a zone of 

identification with it, that is to say becoming an accepted participant in it, is needed 
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in order to do a nexus analysis. Hence, the social practices of the nexus will not be 

observed externally. According to Norris and Jones (2005, p. 202), establishing the 

zone of identification can be seen as the first step in achieving an insider’s view on 

the actions, mediational means and discourses that will arise as the focus of the 

research. At this point, the researcher is gradually entering into the worlds of the 

participants, and at the same time learning from the participants which actions are 

essential to produce social identities and to bring about change (Norris and Jones, 

2005, p. 202). Thus, the crucial social actors will be defined and the research 

objective will be finalised at this phase of the research. When studying the crucial 

actors in more detail, nexus analysis aims at finding out what kinds of social 

identities or statuses these actors are producing and how they are producing them 

(Scollon and Scollon, 2004, pp. 154–155).  

The second activity, navigating, includes exploring the trajectories of the 

participants both historically and forward, exploring places and situations and 

identifying the crucial discourse cycles. In other words, this is the moment where 

the researcher begins to engage in the data collection and analysis. In MDA, data 

analysis is an ongoing process unlike in many other approaches; hence the data may 

inform the researcher about what kind of data would be needed for further research 

(Norris and Jones, 2005, p. 202). To put this in other words, the gathering of data 

is guided by the analysis of people, including their history and habits, and the role 

of the examined actions in their lives; the analysis of discourse and other 

mediational means in order to see how discourse is resemiotised into objects or 

social practices; the analysis of trajectories; and the analysis of motives (Norris and 

Jones, 2005, pp. 202–203). 

The main focus of nexus analysis is on social action, which can be described 

as a moment in time and space in which the historical bodies, the interaction order 

of people and the discourses in place intersect (Scollon and Scollon, 2004, p. 160) 

as presented in figure 4. 
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Fig. 4. Main elements of social action (Scollon and Scollon, 2004, p. 154). 

According to Scollon and Scollon (2004), social action has three main elements: 

historical body, discourses in place and interaction order as presented in figure 4 

(Scollon and Scollon, 2004, p. 154). Historical body (see also Nishida, 1958) refers 

to life experiences which affect the way people act. Discourses in place illuminate 

which discourses are relevant or irrelevant for the social action under study. 

Interaction order (see Goffman, 1959, 1983) refers to the net of relationships in 

interactions; people behave differently depending on when they act and with whom 

they act (Scollon and Scollon, 2004, pp. 13–14).  

In addition to defining the discourses in place, exploring the interaction order 

and investigating the participants’ historical bodies, navigating may include a 

motive analysis, which gives the participants a possibility to ascribe motives for 

various actions. A motive analysis focuses on the motives which are embedded in 

linguistic descriptions. Any description of an action carries with it an attitude or a 

motive towards the action. People may give reasons for doing things from five 

positions: 1) the actor 2) the scene in which the action occurs, 3) the purpose for 

the action, 4) the means by which the action is accomplished and 5) the action itself 

(Scollon and Scollon, 2004, p. 176). According to Burke (1969/45, p. xv), any 

complete statement about motives will offer some kinds of answers to the following 

five questions: What was done (act, which Scollon and Scollon refer to as mediated 

action), when or where it was done (scene), who did it (agent, to whom Scollon and 

Scollon refer as social actor), how s/he did it (agency, the term used by Scollon and 

Scollon for agency is mediational means), and why (purpose). These five positions 
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are often referred to as the Burkean Grammar of Motives (Burke, 1969/45). Figure 

5 presents the pentad of motives. 

Fig. 5. Grammatical elements of motive analysis (adapted from Scollon and Scollon, 

2004; Burke, 1969/45). 

Motive analysis is meant to provide the researcher with a model, with which the 

complex relationships between the elements can be examined (Burke, 1969/45, p. 

xvi). In other words, motive analysis functions as a heuristic tool to examine people 

making sense of their doings or of various situations. The first steps of a motive 

analysis content themselves with defining the elements as follows: Scene is used to 

define the concept of setting or background, or any situation in which action and 

actors are placed (ibid.). Actor is an “agent” who initiates the action, in some cases 

however, the term needs further subdivision; it is possible that the act is modified 

by friends, i.e., co-actors, or enemies, i.e., counter-actors. We can place any 

personal properties under the element of actor. Such properties include, for example, 

will, ideas or fear. On the other hand, such properties may also been seen as parts 

of scene, purpose or means, when examined from a different perspective. For action, 

any verb that has connotations of consciousness or purpose falls into this element 

(Burke, 1969/45, p. 14). However, it is possible that the five terms used to describe 

the elements overlap each other (Burke, 1969/45, p. 127), which makes the analysis 

more complex.  

Whichever element, or position, of the analysis is examined in more detail, it 

becomes evident that any action can be explained from all of these positions or just 
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from one of them. None of them alone seems to be more important than the others. 

For better understanding the complexity and especially possible points of conflicts 

between views of human action, the motive analysis can highlight the differences 

among these positions and so illuminate the complexity of the situation (Burke, 

1969/45, p. xxi).  

Let us take a look at a simple example by imagining a teaching situation in 

which a teacher is instructing a group of learners to revise irregular verbs with the 

help of a memory game in the English lesson. The teacher is the actor (see figure 5 

above). The English lesson is the scene, i.e., the situation in which the action occurs. 

The group of learners may be seen as co-actors (Burke, 1969/45). On the other hand, 

they may be treated as part of the scene as this type of action would not normally 

take place without learners. The memory game functions as mediational means. 

Purpose has to be handled from two perspectives; the teacher may have personal, 

internal motivation in teaching, e.g., a pleasure of seeing that the verb forms will 

be remembered, on the other hand, her motivation may be external; e.g., she may 

be following the curriculum or she may be motivated by a pay check. If the learners 

are seen as co-actors, their purpose for learning may be internal, i.e., their own 

interest, or external; they learn the verbs because they are told to do so. Mediated 

action takes place with mediational means, in other words the memory game. 

The analysis continues by examining the relationships or ratios between the 

five elements. In the Burkean grammar, any of the pentad’s elements might be 

associated in a relationship with any other elements, thus rhetorically setting up an 

implied chain of causation (Scollon and Scollon, 2004; Scollon, 2006). It must be 

pointed out that causation is not examined through any mathematical system in 

motive analysis. The researcher’s task is to interpret heuristically the motives 

ascribed by the participants (Scollon and Scollon, 2004). In order to examine 

possible ratios within the example of the memory game, we can take a look at, for 

example, the means-action ratio. The means, i.e., the memory game, influences the 

action in a certain way. Due to the nature of the game, actors are involved in the 

mediated action following the rules of the game; turning the cards in a certain order 

and collecting card pairs. The game (i.e., means) also influences interaction order; 

it places the actors in a close distance from each other around the cards of the game. 

We can also argue that the means influences the foci of attention, as the actors 

concentrate on remembering the location of certain cards and collecting the right 

cards. All in all, the means in this case seem to have a strong influence in the 

mediated action. 
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Motive analysis does not search for any fundamental underlying or ‘true’ 

motive (Burke 1969/45; Scollon and Scollon 2004, pp. 155–157). Rather, it is a 

form of discourse analysis that focuses on the motives which are embedded in 

linguistic descriptions. It aims at understanding how participants characterise and 

explain, in other words ascribe motives for actions thereby positioning themselves 

in relation to them. Motive analysis aims at finding out to whom or where the 

responsibility for actions is assigned and whether taking a different perspective may 

change the nature of the actions themselves (Scollon and Scollon 2004, pp. 175–

176). It is important to keep in mind that we are not talking about what really 

happens. Other scholars have discussed discursive phenomena of this kind in terms 

of positioning (see Davies and Harré, 1990). The interesting and important issue in 

this research is to see which position is taken or which of these positions are taken 

to make a difference in future actions (see section 4.1).  

The third activity of nexus analysis is changing. The change will not always be 

a great social upheaval. It can be, and in many cases it is, a slow process which 

occurs first in the thoughts of the participants, causes new discourses and, finally, 

enhances new practices. It is evident that already the researcher entering the nexus 

of practice will cause some change in the processes of thinking, in the discourses 

and in the interaction order (Scollon and Scollon, 2004, p. 87). These new thoughts 

and discourses are likely to influence action at some level, i.e., transform it to a 

new direction. Norris and Jones (2005, p. 203) draw similar conclusions when they 

claim that the process of change actually begins in the first stage of nexus analysis. 

They continue that the final task of the analysis, changing, also involves exploring 

how the nexus of practice has changed during the research process (Norris and 

Jones, 2005, p. 203).  

3.4 Purpose, Context and Participants of the Research 

Considering the historical body of the author, she had been working as a teacher of 

foreign languages; English, German and French for about 20 years when she started 

to conduct this research. The research took her to the university, now in the role of 

a researcher. It became possible to collect quite an extensive amount of data in 

forms of video and audio recordings, various papers produced by the students, and 

answers to surveys. Figure 6 below presents how nexus analysis was implemented 

in this research. 
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Fig. 6. Nexus-analytic research process. 

As stated by Scollon and Scollon (2004), the first activity of nexus analysis, 

engaging, includes the definition of the research objective and research participants, 

to whom Scollon and Scollon (2004) refer as crucial actors. At this point of the 

research, the author was also establishing her zone of identification, i.e., becoming 

a legitimate member of the community of practice she was about to study. 

The first research case is handled as engaging the nexus of practice; as a scene 

survey inspired by a motive analysis. The purpose of the case was to enlighten the 

ideas, thoughts and attitudes of people who were in important positions in the field; 

the survey was conducted among participants in decision-making positions and 

whose say was considered to be influential. More concretely, the case was carried 

out through an online survey, which included questions for finding out how the 

participants ascribed motives for action, i.e., foreign language learning and 

teaching. The number of the participants was five, thus, the answers do not allow 

direct generalisations. For the same reason, numeric or statistic reasoning was ruled 

out. The findings of the analysis provided, nevertheless, useful data for the 

following steps concerning the overall situation in foreign language education and 

for describing the scene.  
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In the context of the second research case, the study proceeded to the 

navigating phase. The case was built on another online survey, which was analysed 

through motive analysis. This time the research participants were 38 language 

students at the university, most of whom were prospective language teachers. The 

purpose of the survey was to find our whether students would ascribe similar 

motives for action as the participants in the first case. The findings suggested some 

differences in the motive ascriptions (see chapters four and five), hence the 

following cases were mainly conducted among people who were actually studying 

foreign languages themselves during the research process.  

The third research case, too, was conducted within a university course, during 

which 13 students of English Philology were planning a theme week with various 

participatory, technology-enhanced learning activities in a school in northern 

Finland. This course was designed by a multidisciplinary research group including 

three people from the department of Information Systems and three people from 

English Philology (the lecturer of the course, the author and another researcher). In 

addition, this case also included 59 school children and two researchers from the 

department of Information Technology. The language students together with the 

school children were the crucial actors in this case. The purpose of this research 

case was to see how the language students would include technology in language 

learning and whether participation had a visible role in language lessons, and 

whether language lessons would provide opportunities for participation in 

meaningful activities (see e.g., van Lier, 2000).  

The fourth research case took place in the form of a workshop, in which 

language students analysed current language learning and teaching practices and 

envisioned the future for foreign language learning. The focus was on three students, 

whose discussions among probes (Gaver et al., 1991) showed several turning points 

in their historical trajectories (see chapter seven). 

The fifth case was developed within a university course again, this time, 

however, with a cross-disciplinary touch including five language students and two 

researchers of technology to be followed more closely. The purpose of the case was 

to bring people from two different disciplines together to design a mobile language 

learning tool, and to see what types of resemiotisations concerning beliefs, attitudes 

and understandings this kind of cooperation would create. 

The last three cases included the ethnographic and discourse analytical parts of 

nexus analysis (Scollon and Scollon, 2004, pp. 9–10), whereas the first and second 

cases were analysed with the help of motive analysis (Burke, 1969/45; Scollon and 

Scollon, 2004).  
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Following de Saint-Georges (2005), the research cases functioned as landmark 

events, in which the direction of the research found its way to the following 

landmark event, i.e., to the following research case. The following timeline (figure 

7) can be reconstructed with the landmark events as space/time stations for this 

research.  

 

Fig. 7. Landmark events or space/time stations of the research (adapted from de Saint-

Georges, 2005). 

How these landmark events guided the research concretely will be further 

illuminated in the following chapters together with the research cases. To phrase 

this in the spirit of nexus analysis, the data collected in each research case brought 

about new thoughts, which implied what kind of data might be useful for the 

following case.  

As can be seen in figure 7 above, the landmark events were situated within the 

timeframe of four years. It is worth noticing that the time described by the landmark 

events is shorter than the whole research process. The research started in summer 

2009 with planning the research design. At that time, however, it was possible to 

draw only a ground plan for the research as there were many practical issues to be 

discussed later on. Nevertheless, it was clear from the beginning that the research 

would be conducted with a qualitative approach and that nexus analysis would be 

a rational choice for an analytic tool as it allowed deeper examination of foreign 

language education in its situated, yet historically bound context. The deeper nexus 

analysis was studied, the more practical it seemed to be in offering the researcher 

concrete advice on how to proceed and how to manage possible difficulties during 

the research. The data collection began in the spring of 2011 and continued until 

the autumn of 2014. The analysis took its first steps in 2011 and the work continued 

till 2015. The research process reached its end in 2016. 

The following chapters will introduce the nexus-analytic explorations 

conducted within this research. These chapters will show how nexus analysis was 

implemented in each research case and discuss the main findings of the cases.  
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4 Case One: Sketching the Scene 

According to Scollon and Scollon (2004, pp. 152–153), nexus analysis begins by 

engaging the researcher in the mediated actions which are relevant to the issue 

under study. Then, the analysis continues to navigating and mapping the cycles of 

discourse, people and mediational means which are important for the actions being 

studied. In many cases, the process of change, in other words the third activity of 

nexus analysis, can be recognised as the result of the research activities, such as the 

researcher recording the actions, engaging in discourses and constructing new 

courses for discourses and action. To describe the analysis more simply, engaging 

can be seen as recognition and identification of the research objective, navigating 

as mapping and circumferencing the frame of the research, conducting the analysis 

and, finally, changing as activism and change.  

The following chapters will present how nexus analysis was conducted in this 

research during a period of four years. The research cases, in other words the nexus- 

analytic explorations of this dissertation, will be discussed here together with their 

major findings. In order to draw a broad picture of the research topic and to study 

the complexity of change from various perspectives, the explorations of this 

research will examine young language learners, language students at the university 

and carefully chosen research participants in the field of foreign language education 

in Finland.  

The first parts of the explorations draw on the principles of motive analysis 

(Burke, 1969/45; Scollon and Scollon, 2004). The analyses were conducted within 

two online surveys including open questions and statements to be agreed or 

disagreed with. The questions were designed to invite the participants to describe 

the overall situation of language education, and to navigate their own views on 

current (and future) issues in the field.  

4.1 Engaging the Nexus of Practice 

As mentioned earlier in chapter three, the nexus analytic approach views social 

action as mediated and aims at providing a way to understand how objects, 

language and actions intersect at the nexus of social practices which include 

multiple histories and storylines (Scollon 2001; Scollon and Scollon, 2004; Jones 

and Norris, 2005, p. 4). The first research case aims at illuminating the complexity 

of emerging discourses and motives in the field of foreign language education. 

Understanding the diversity of the situation in the field is essential from various 
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points of view. When thinking about professional growth, for example, it would be 

important to grasp the large amount of issues and factors circulating in the scene. 

To be able to act as an innovative, motivating, and motivated language teacher, it 

is not enough to attain certain degrees at the university but to attain abilities for 

life-long learning as well as readiness for development and change. To initiate this 

study, a motive analysis (Burke, 1969/45; Scollon and Scollon, 2004) was 

conducted among five selected research participants in the field of foreign language 

learning and teaching in Finland. The research participants included people from 

the National Board of Education, the Ministry of Culture and Education, the 

Finnish Language Teacher Association as well as teachers of foreign languages who 

acted as teacher educators. These five interviewees were seen to represent areas 

that would be important for the social action in focus.  

The case was conducted through an online survey including 16 open questions 

and 10 statements. Due to the small number of participants, statistical significance 

was not sought but the data were analysed through descriptive statistics (see e.g., 

Jalkanen et al., 2012) and motive analysis (Burke, 1969/45; Scollon and Scollon, 

2004). The survey was carried out in Finnish (see appendix 1) and the answers were 

translated by the author.  

This research case is handled as the first step of nexus analysis; engaging the 

nexus of practice. The author is framing the scope of the study, deciding who will 

be presented as the crucial actors and what the research objective will be. The case 

followed the guidelines of a scene survey (Scollon and Scollon, 2004, p. 157). 

According to Scollon and Scollon (2004), the main interests at this point of the 

analysis are to locate some of the crucial participants in the scene, to investigate 

what kinds of discourses are circulating among the participants and whether it is 

possible to see any typical interaction order in this situation. The first research case 

aims at answering the first research question: What kinds of motives do the research 

participants ascribe for foreign language learning and teaching? 

The research process can be described as five research cases which functioned 

as landmark events (de Saint-Georges, 2005) guiding the research to its following 

phase, as discussed in the previous chapter. At each landmark event, the author 

presents a gobbet from her reflection diary in order to illustrate how the data and 

earlier research influenced the way the research process continued.  

The following example (1) describes the author’s reflections at the beginning 

of the research path. 
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(1) Web survey, motive analysis, Landmark Event 1 

Based on the findings within related research, an up-to-date scene survey is 

needed for the purposes of this study. A scene survey can be carried out in many 

ways; one can concentrate on how the topic is handled on the media, one can 

observe the field or conduct interviews. As the author has been working in the 

field for about 20 years as well as following the media regularly, an interview 

among people, who are actually able to make decisions influencing current and 

future actions within foreign language education, seems tempting. How about 

a motive analysis in this case? 

As a motive analysis aims at analysing ascribed motives, a way to collect these 

motives has to be chosen. Due to many factors, an online survey would be most 

suitable at this point, even if it is possible to argue that an online survey does 

not represent the nexus-analytic approach in its purest form, as the analyst is 

not personally involved within the communication, but analyses the answers 

later on. However, I believe it is fair to claim that the analysis will be carried 

out in the nexus-analytic spirit. Hence, it would also be fair to claim that the 

motive analysis could work as the first steps in engaging the nexus of practice, 

even though it usually belongs to the second activity, navigating. And surely, 

the findings – whatever they may be – will shed some light onto the following 

steps of the research and guide it to reasonable directions. 

As discussed in section 3.3, any action can be explained and viewed through any 

of the five explanatory positions of motives, namely the scene, social actor, 

mediational means, mediated action and purpose (Scollon and Scollon, 2004, p. 

175). The above mentioned five factors are then examined in ratios, in other words 

in relations to each other. For example, in a scene-action ratio, the actions are 

understood to derive from, be influenced by, or caused by the scene within which 

the social actor acts (Scollon, 2006). Following Burke (1969/45), Scollon and 

Scollon state that a motive analysis aims at understanding how participants are 

positioning themselves in giving explanations for actions and whether a different 

perspective may change the action itself (Scollon and Scollon, 2004, pp. 175–176).  

The main goal of the first motive analysis is to introduce voices of the 

participants, especially from the point of view of change and future needs of 

language education. Motive statements are said to be effective in identifying ways 

to influence the nexus of practice as they describe actions from a certain position 

adopted by the describer (Scollon and Scollon, 2004, p. 11). According to Burke 
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(1969/45), we should keep in mind that a motive analysis is always the researcher’s 

heuristic interpretation of what the participants have expressed in their statements 

and descriptions; a motive analysis is not aiming at illustrating the complete truth 

about any situation, and the interpretations will not be proved with the help of any 

statistic calculations.  

As mentioned, the analysis was carried out in the form of an online survey. The 

questions in the survey focus on the interviewees’ opinions about the state of 

language education in Finland at the moment, possible changes in the situation 

during recent years, their visions of language education in the future and the role 

of teacher education in supporting professional growth for language teaching. As 

mentioned earlier, motive analysis aims at providing an answer to the first research 

question: What kinds of motives do the research participants ascribe for foreign 

language learning and teaching? In doing so, the analysis concentrates on how the 

interviewees ascribed motives for the social action in terms of scene, social actor(s), 

mediational means, purpose and mediated action (Burke, 1969/45; Scollon and 

Scollon, 2004). Social action was defined as foreign language learning and teaching. 

The examples in the case description present views or situations, which were 

shared by most of the participants.  

4.1.1 Foreign Language Scene  

In this research case, the field of foreign language education presents the scene. In 

the motive analysis, scene relates to sources outside the social actor (Scollon and 

Scollon, 2004, p. 126). The research participants in this case were selected 

beforehand. They were selected due to their position in the field; they were seen as 

actors, who would have possibilities to change things if needed, because of their 

professional status. However, a glimpse of their historical body was seen as 

necessary in order to illuminate their own language learning history and the relation 

to foreign languages in their work. Four of the people claimed to have studied 

several foreign languages themselves and three of them had experience on teaching 

foreign languages. All of the participants stated that they needed foreign languages 

at work and they all expressed a wish to improve foreign language education in 

Finland. In the following, the presented examples will illustrate such answers which 

appeared in several answers; they will not present individual opinions. 

The participants described the scene as being a dynamic ensemble of four main 

elements, namely finance, history, geography and politics. The interviewees 

suggested that political reasons might slightly alter the scene, but the three other 
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elements were seen to be the most powerful; historical and geographical reasons 

have created certain needs for language skills in particular languages, and such 

circumstances seem to endure. However, according to the answers, the financial 

situation would define the scene in the end. In other words, in good financial 

circumstances more foreign languages would be available and the availability 

would not depend on the area, community or city. In addition, group sizes of 

learners would be smaller. The participants saw smaller group sizes in a positive 

light with indications of the teacher’s time being one of the most valuable resources 

for the pupils, which suggests a certain understanding of interaction order and a 

relatively traditional view on the relation of expertise between the learner and 

teacher.  

The languages which were seen in the scene are presented in figure 8 below. 

 

Fig. 8. Finnish foreign language scene. 

Figure 8 presents the languages which were mentioned in the survey. Those 

languages which appear in the bigger font were mentioned in all the answers as 

languages that Finnish people study. The languages in smaller font appeared less 

often in the answers. Figure 8 clearly shows two dominating languages in the scene, 

namely English and Swedish. When examining the scene-action ratio, it becomes 

evident that educational policy plays a key role in deciding which languages can be 

offered in schools. Some languages, for example Swedish, may have cultural 
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significance or present a national language that is obligatory for all learners in basic 

education. The participants also stated that some languages may be needed more 

than other languages due to various reasons, such as the learners’ geographical 

location, or professional needs.  

Among all the languages, the role of Swedish was argued in many words. 

According to the participants, Swedish seems to evoke negative attitudes and 

prejudices, which are easily passed on to the next generations. Numerous other 

languages (as can be seen in figure 8 above) were placed to the foreign language 

scene, but their position seems to be notably less important. 

The answers highlighted that numerous myths and beliefs about foreign 

language learning are still seen circulating not in the language education scene 

alone but also in society at large. According to the research participants, some 

languages are considered to be more difficult than others, some even impossible to 

be learnt because of the challenging pronunciation of the language, for instance.  

All in all, attitudes towards foreign language learning were seen as mainly 

positive and the importance of language skills was recognised. Even if the attitudes 

were commonly seen as positive, some alarming ones were foregrounded in the 

answers, as expressed in the following example. 

(2) Primary school experiences 

My answer is based on my own experiences in primary school. The role of 

peers is huge but also the role of information about language choices is 

important. All kinds of tasters in foreign languages, e.g., language showers and 

demonstration lessons are important so that pupils know what they will be 

choosing. Parents’ attitudes are important (some parents actually forbid their 

children from choosing any extra languages), and unfortunately, class teachers’ 

opinions are important, too. I have heard about many cases in which the class 

teacher has loudly told the whole class that it is not worth choosing any 

optional languages, as learning languages only means more homework and 

English is the only language you will ever need. Too bad. 

In Finnish:  

Vastaan oman alakoulukokemukseni perusteella. Kavereitten rooli on valtava, 

mutta myös kielivalintainfojen rooli on tärkeä. Kaikenlaiset maistiaiset 

vierailla kielillä, esim. kielisuihkut ja näytetunnit ovat tärkeitä, jotta oppilaat 

tietävät mitä valitsevat. Vanhempien asenteet ovat tärkeitä (jotkut vanhemmat 

todellakin kieltävät lapsiaan valitsemasta ylimääräisiä kieliä), ja valitettavasti 
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luokanopettajien mielipiteetkin ovat tärkeitä. Olen kuullut monesta 

tapauksesta, joissa luokanopettaja on suureen ääneen kertonut koko luokalle, 

että ei kannata valita yhtään valinnaiskieltä, koska kieltenopiskelu tietää vain 

lisää kotitehtäviä ja englanti on ainut kieli, jota ikinä tarvitaan. Ikävää.  

Despite such rather depressing statements concerning the role of certain teachers in 

the process of forming attitudes towards foreign language learning, the overall 

situation of language learning and teaching seems to be doing fine, based on the 

analysis. The fact that the depressing statements were brought into daylight, is a 

sign of concern about the role of the teacher as a thought leader. The teachers’ 

opinions concerning homework can be rediscovered, for example, in events where 

optional subjects are advertised and many pupils decide on choosing subjects with 

more actional and functional reputation. Even if the amount of languages one can 

study is bigger than probably ever before and most language teachers are qualified, 

the number of pupils actually studying optional foreign languages has been going 

down for quite a long time (see also Kangasvieri et al., 2011).  

Prejudices, fears and the ‘grapevine’ gossip may guide people’s opinions 

strongly as the interviewees characterised the situation. From this point of view, the 

social actors themselves contribute to the emergence of the myths and beliefs 

through their interactions. In such situations, we can see a strong actor-scene-action 

ratio, in which the actor alters the scene, which then influences the action. Sadly, 

as example 2 shows, also teachers may function as counter-actors for language 

learning.  

The issue of seeing English as “the only language you will ever need” is 

alarming, yet prevalent among young learners as well (Kangasvieri et al., 2011). It 

would be important to encourage young learners to familiarise themselves with 

many foreign languages, as it is impossible to predict which language will be 

important for each individual in the future. Based on Eurostat (2016) attitudes 

towards English are similar all around Europe, even if plurilingualism is one of the 

key words in the European language policy (Council of Europe, 1998).  

As example 2 shows, it is possible to recognise many individual actors, or 

groups of actors (e.g., professional groups, such as primary school teachers in this 

case) who influence the mediated action in some way. When reflecting on 

professional groups, some professional tensions may come into notice. This raises 

the question about who has the authority and responsibility to take charge of 

language education.  
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4.1.2 Key Actors Ascribing Motives 

Even if we can define many actors in the scene, Burke (1969/45) claims that the 

action derives from the person’s internal will and motivation, and the other actors 

may also be seen as part of the scene. Teachers, for instance, perform in schools 

and parents have an important role at home, hence teachers may be seen as part of 

the school scene and parents as part of the home scene. No matter how much (or 

little) teaching has changed over the years, the interviewees saw the parents’ 

historical bodies play an active role in language learning. For example, if a parent 

had personally had negative experiences in language learning, these experiences 

were seen to be readily introduced to the learners of the next generation. On the 

other hand, it is possible to agree with Rimkute, Hirvonen, Tolvanen, Aunola and 

Nurmi, (2012) who claim that parents’ attitudes may also work contradictorily. In 

other words, parents’ high expectations can predict high educational expectations 

among adolescents as well.  

The interviewees expressed justified concern about teacher qualifications, even 

if they argued that most teachers are qualified at the moment. Due to tight economy, 

employers may recruit teachers for language teachers’ posts with no qualifications 

in language teaching. Example 3 presents this concern. 

(3) Language teacher qualifications 

Language teaching is of very high quality only if enough money is given to it 

and if the teacher is qualified. Primary school teachers are skilful but they are 

not at the same level linguistically as language teachers. If someone has 

studied A1 German at school, it does not automatically make him/her a great 

substitute teacher in German, even if s/he were able to prevent chaos in the 

classroom.  

Language teaching is highly appreciated in different speeches but 

thoughtlessly downgraded in practice due to financial reasons. 

In Finnish:   

Kieltenopetus on hyvin korkealaatuista vain, jos sille annetaan tarpeeksi rahaa 

ja jos opettaja on pätevä. Alakoulun opettajat ovat päteviä, mutta he eivät ole 

kielellisesti samalla tasolla kuin kieltenopettajat. Jos joku on opiskellut A1-

saksaa koulussa, se ei tee hänestä automaattisesti mahtavaa saksan sijaista, 

vaikka hän pystyisikin estämään kaaoksen luokassa.  
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Kieltenopetusta arvostetaan paljon erilaisissa puheissa, mutta alasajetaan 

ajattelemattomasti käytännössä raha-asioiden takia.5 

The last comment concerning downgrading language teaching was repeated in 

many of the answers. It remained unclear, however, whether the interviewees 

thought that the downgrading process was something that had happened, was going 

on, or about to happen in the future. The time aspect used in most of the answers 

was present, thus indicating an on-going process. On the one hand, the answers 

suggested that the quality of language education is good. On the other hand, the 

answers pointed out a difference in practices and discourses, as well as the role of 

financial matters in maintaining high standards in teaching.  

4.1.3 Purpose as a Motive for Language Learning 

Evaluation is a factor which may be placed into several elements in the pentad of 

motives. It can be handled as a means; a tool which somehow influences learning 

or as part of the scene as it is a mundane action in schools. According to the answers, 

evaluation was seen to be one of the strongest motivators for shaping language 

learning and language teaching as will be illustrated in examples 4 and 5. Hence, 

evaluation may be seen as the key element in the purpose-action ratio, and it will 

be handled as such in this motive analysis.  

(4) Evaluation  

Evaluation may afford or constraint learning. We should aim at evaluation 

which gives feedback about learning itself and points at issues to be improved. 

In Finnish:   

Arviointi saattaa tukea tai estää oppimista. Meidän pitäisi pyrkiä sellaiseen 

arviointiin, joka antaa palautetta itse oppimisesta ja osoittaa asioita, joita 

tulisi kehittää. 

(5) Evaluation and self-image 

Evaluation should encourage and guide learning. We should give more oral 

evaluation, as low grades can kill motivation, they can also define the learner’s 

self-image as a language learner – I got only seven again. I’m not good at 

anything. I am useless. 

                                                        
5 A1 language is the first foreign language at school. 
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In Finnish:   

Arvioinnin pitäisi rohkaista ja ohjata oppimista. Meidän tulisi antaa enemmän 

suullista arviointia, koska huonot arvosanat voivat tappaa motivaation, ne 

voivat myös määritellä oppijan kuvaa itsestään kielenoppijana – sain vain 

seiskan taas. En ole hyvä missään. Olen hyödytön. 

The answers emphasised that the learners need evaluation on a regular basis, carried 

out in a positive atmosphere. At the same time, evaluation should offer the learners 

a realistic picture of their competences and skills. The interviewees pointed out that 

a change is needed in switching the focus of evaluation from individual products to 

the whole learning process. While pointing out directions for the future, the answers 

imply current practices as contrast points for development. Examples 4 and 5 above 

indicate how evaluation was seen providing affordances or constraints for learning 

and being related to the learners’ self-esteem as language learners (see the three last 

sentences in example 5). A lot of attention should be paid on how to offer evaluation. 

Evaluation should not in any case damage the learner’s self-esteem. Lantolf and 

Thorne (2006) discuss the role of tests in language learning. They claim that 

traditional tests are insufficient evidence of the learner’s development. Instead of 

traditional tests, Lantolf and Thorne suggest that evidence about linguistic 

development should be sought in the way how the target language is used as means 

of regulating the behaviour of the self and of others in various activities (ibid.).  

Another foregrounded issue concerning evaluation was how to define the level 

of language skills. For example, the ninth grader’s mark 8 is defined in the national 

curriculum. Based on the answers, however, the definition is not accurate enough 

and as a result, there are differences on how teachers even within the same school 

interpret that definition. The interviewees were also asked how they saw the role of 

the Common European Framework of Reference for Languages in evaluation. 

According to the answers, the framework could be practical but teachers should be 

trained to use it. Most of the answers expressed that the framework is not used, and 

that it is not familiar enough to be reasonably used as a tool in evaluation.  

4.1.4 Mediational Means in Foreign Language Teaching 

Scollon and Scollon (2004) suggest that any action is accomplished with diverse 

resources, i.e., mediational means (see also Wertsch, 1991). Nearly all conceptions 

may become mediational means, depending on how they are presented. The means-

action ratio, i.e., the means affect the way we act, appeared in the answers 
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frequently. Technology was foregrounded in the answers to be one of the most 

influential means for learning and interaction in the future. The answers pointed 

out that mediational means clearly affect the way we act; teaching and learning 

practices would find new directions, if only new technology were available 

whenever needed, and if teachers were able to implement technology to teaching 

without major preparation or additional training. The following quotes (examples 

6 and 7) offer suggestions for providing new opportunities for language learning. 

(6) Technology 

Technology could somehow enhance language learning – if it was available. 

In Finnish:   

Teknologia voisi jotenkin kohentaa kieltenoppimista – jos sitä olisi saatavilla. 

(7) E-materials 

New e-materials at their best are creating new views to see language teaching. 

I am looking forward to finding a fresh perspective to teaching, which would 

help especially those learners who are not successful within traditional 

teaching. 

In Finnish:   

Parhaimmillaan uudet e-materiaalit luovat uusia tapoja nähdä kieltenopetus. 

Odotan innolla, että löydetään opetukseen tuore näkökulma, joka auttaisi 

etenkin niitä oppijoita, jotka eivät menesty perinteisillä opetustavoilla. 

As example 6 implies, the availability of technologies for the purposes of learning 

is not self-evident today, against expectations (see also Taalas, 2005; European 

Commission 2007/2009, 2013; Jalkanen 2015; Tour, 2015). New types of teaching 

materials were also hoped for; technology was seen as a tool which could offer 

motivating learning experiences especially for learners who needed more support. 

Technology was also proposed as a facilitative means for extending the interaction 

networks among learners around the world, thus making language learning more 

authentic and meaningful. In the same context, cross-disciplinary learning projects 

including various subjects, teachers or other experts, were described as motivating 

and encouraging.  

The answers included plenty of opinions about language teacher education. In 

this study, education is seen as a mediational means, even if it can be placed to 

several positions in the pentad of motives. The interviewees argued, as stated above, 

that it is important to have qualified teachers at all levels. However, as they pointed 
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out, language teacher education should be more versatile. Furthermore, as the 

duration of teacher education is rather limited, language departments should have 

more courses supporting prospective language teachers in their professional 

development and work in general. In addition, according to the answers, teacher 

education should be in a leading role for promoting readiness for change as today’s 

requirements to manage in working life keep changing all the time.  

4.2 Summary of the Case 

Motive analysis can be seen as a heuristic tool with which the relations and links 

between various issues can be detected and examined. Thus, motive analysis 

provides the researcher with a certain type of resemiotisation; it opens the situations 

from five different perspectives (scene, actor, means, purpose and mediated action). 

This case initiated the scene survey together with the definition of the crucial actors 

in the field of foreign language education.  

In this motive analysis, there were five research participants providing the 

answers. In the actor-action ratio, the actor influences action (Burke, 1969/45; 

Scollon and Scollon, 2004). Even if the selected five interviewees were seen as 

potential change agents due to their professional positions, it was difficult to see 

any actual traces of taking concrete steps towards change. Although some changes 

were seen as necessary, all interviewees foregrounded the overall good situation 

within foreign language education in Finland. Many of their answers suggested that 

there is a need for new teaching practices, or new tools but nevertheless, the 

answers seemed to echo official guidelines in foreign language education, such as 

the curricula and legislation, for instance. 

As discussed in the previous paragraphs (see also Burke, 1969/45; Scollon and 

Scollon, 2004; Scollon, 2006), a description of an action carries with it an attitude 

or a motive of the describer towards the action. A motive analysis focuses on the 

motives which are embedded in linguistic descriptions. This motive analysis was 

following the principles of Burke’s (1969/45) grammar of motives to describe the 

scene and motives behind action seen by five selected actors. The analysis 

uncovered the complexity of motives and their reciprocal relationships became 

evident. In the answers of this case, it is possible to see a scene-actor-action ratio 

(where the scene influences the actor to act in a certain way) also in the micro level. 

In other words, it is possible to question whether the participants’ professional 

position guided them to provide rather neutral answers and motive ascriptions, or 

whether the answers presented their professional voices instead of personal ones.  
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Figure 9 below presents a summary of the discourses circulating in the first 

research case. 

 

Fig. 9. Diversity of discourses in foreign language education. 

As can be seen in figure 9 above, the analysis shows numerous ratios between the 

five elements of the pentad of motives (see the arrows in the figure). Following 

Burke (1969/45) and Scollon and Scollon (2004), scene may be handled as the main 

element in the pentad because all action is placed on a scene. Thus, let us begin by 

taking a look at the ratios, in which the scene appears as the first element, 

influencing another element of the pentad. We can conclude that the overall 

situation, due to the historical, political, geographical but, above all, the financial 

reasons seem to alter the language learning scene.  

In the analysis, the scene-actor ratio suggests that the scene influences the actor 

to act in a certain way. In other words, the historical, political, geographical and 

financial reasons form the situation in which the actor is making his/her choices. 

Financial issues, for example, can reduce the number of available languages, they 

may encourage the employment of unqualified teachers and they can even affect 

the size of the learner groups. Scene can also have an impact on the purpose, i.e., 

there are needs for different languages in various parts of the country. An obligatory 
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language may be seen as part of the scene and some languages may be seen more 

significant than other languages for various reasons.  

In the first motive analysis, the participants described the overall situation in 

the field of Finnish foreign language education with the term good. According to 

the answers, there were numerous foreign languages available both within formal 

education and on various free-time courses. However, the number of foreign 

language learners seemed smaller than before (see also Kangasvieri et al., 2011). 

Even if many languages were offered as optional languages, the majority of the 

pupils finishing their formal education had studied only English and Swedish. 

Therefore, as the participants stated, Swedish and English dominate the foreign 

language scene.  

Even if the participants argued that the overall situation of foreign language 

educations was good, there are some issues worth mentioning. The participants 

expressed their worry about the unequal situation in schools concerning, for 

example, the amount and quality of technology. Thus, the scene does not present 

the same affordances for all learners or teachers in terms of environment. In this 

case, there is a visible scene-means ratio, which consequently forms a scene-means-

mediated action ratio as the action (i.e., foreign language learning and teaching) 

may be realised in different ways according to available tools. In addition, teachers 

seem to have very different ideas and abilities to use technology in teaching or in 

designing tasks which would include technology in learning, which shows an actor-

mediated action ratio. Based on the skills of the actor (the teacher in this case), 

mediational means (technology) is used in innovative ways offering the learners 

meaningful possibilities to use the target language, or the means in question will 

remain in the background or will not be used at all. Technology, especially e-

materials provided by the publishers of the commonly used school books were seen 

as something positive and innovative by all five participants. 

The purpose-mediated action ratio appeared many times in the answers. As 

stated above, the participants found evaluation to be one of the key motivators in 

learning (see examples 4 and 5). Evaluation needs to be reflected on carefully as it 

may lead both teaching and learning into either wanted, or unwanted directions. 

For example, the matriculation exams at the end of the upper level of secondary 

school have a strong influence on how foreign language teaching is arranged in 

secondary schools; what kinds of activities are carried out during the lessons and 

how learning is assessed. According to the participants, evaluation should take 

place regularly, it should be carried out in a positive atmosphere and it should 

present the learner a realistic picture of the learning process. The participants 
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underlined that evaluation should focus on the whole learning process, not on 

products or success in tests or exams (see also Lantolf and Thorne, 2006). The 

participants also brought up the role of evaluation for the learner’s self-image (see 

example 5). It is evidently important to realise the connection, and to design a 

sustainable and guiding evaluation system, which encourages the learner to reflect 

on the learning process and guides the learner to continue in the right direction.  

Even though the overall situation in the field of foreign language education was 

described to be good, the participants argued that new and modern teaching 

practices were needed. Nevertheless, the participants suggested that more 

interaction should be included into language lessons. How to tackle this suggestion 

concretely, would remain for the teacher to decide. Teachers were seen in an 

important role throughout the language learning path. Also, the views about 

learning should be reformulated, as stated in the answers.  

In primary school, class teachers’ attitudes and opinions were guiding the 

pupils’ decisions about learning new languages as could be seen in example 2. Not 

only the teachers’ opinions were seen influential for language learning but also 

parents’ opinions and attitudes were described to be important. If the parents 

themselves had had negative experiences, these experiences were easily 

communicated to the learners of the next generation. This was recognized as a 

common problem especially within the study of Swedish.  

According to Scollon and Scollon (2004, p. 154), the first step in doing nexus 

analysis is to establish the social issue one wants to study. They point out that it 

might be impossible to state the consequences of the study, or even the main issue 

of the study, at the very beginning. In this research, the beginning took several side 

steps, although it was clear at the outset that the social issue of interest would be 

foreign language learning and teaching. This was a topic of which the author had a 

long experience in the roles of a language teacher and a language learner, she had 

been working as a teacher of foreign languages for about 20 years and had studied 

a number of languages herself at different levels.  

After establishing the issue of interest, even with a very vague definition at that 

time, it was time to define the crucial actors (Scollon and Scollon, 2004, p. 154). 

At this point, the first thought was to concentrate on the learners, teachers and on 

the learning environment. However, the course of the explorations shifted the role 

of language students to be more central and the following cases provided 

justifications to concentrate on the language students, in other words prospective 

language teachers. Nevertheless, young language learners were in an important role 

in the research as will be shown shortly in RC3.  
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Following the steps of nexus analysis (Scollon and Scollon, 2004, pp. 159–

160), the author had taken a look at discourses circulating in the scene, and she was 

establishing her zone of identification, which is the last part of engaging. At this 

phase of the research, the researcher should be able to locate him/herself in the 

nexus of practice (Scollon and Scollon, 2004, p.155). The author entered the nexus 

at the university, found the crucial social actors, in other words language students, 

who she could observe and examine in various situations. At the same time, based 

on the findings of the first research case, the final objective of the research, namely 

to understand the complexity of change in the field of foreign language education, 

began to present itself. The following four chapters will illuminate the second 

activity of nexus analysis, navigating.  
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5 Case Two: Students Ascribing Motives for 
Action 

As suggested by Scollon and Scollon (2004), after engaging, the next activities of 

nexus analysis include observation of the interaction order and determination of the 

most significant cycles of discourse. Interaction order refers to typical formations 

in which people arrange themselves in social interaction, and in which action occurs 

(Scollon and Scollon, 2004, p. 13). In the school or university environments, we 

can pay attention to whether people are usually alone, or in small “withs” (see 

Goffman, 1966); whether they are in task groups or perform in front of an audience 

and whether they know each other. Furthermore, we can investigate the history of 

this interaction for these people. For example, most of us have memories of teachers 

and expectations or presumptions of how teachers are supposed to act. On the other 

hand, we may also have clear ideas of how learners should act and how the 

interaction between these two groups of participants should take place. When 

determining the most important discourses, we are aiming at understanding which 

covert and overt discourses are circulating through the scene and especially through 

the actions (Scollon and Scollon, 2004, p. 155).  

As discussed earlier in this study, the research proceeded through five research 

cases, which can be seen as landmark events or time/space stations directing the 

research further (de Saint-Georges, 2005). The research was initiated with a motive 

analysis, which functioned as the phase where the researcher engages with the 

nexus of practice. During the task of engaging, the author was establishing her zone 

of identification, in other words she entered the nexus of practice at the university 

and was able to begin to analyse the social practices (Scollon and Scollon, 2004, p. 

11). The research continued with a second motive analysis, which was carried out 

within a university course in a form of a survey, similar to the first research case. 

Yet, this time the research participants were all students of English Philology, many 

of whom would become teachers of foreign languages in the future. Hence, they 

were considered to belong to the crucial actors.  

This research case aims at answering the first research question: What kinds of 

motives do the research participants ascribe for foreign language learning and 

teaching? 

The following example illustrates the author’s thoughts at this landmark event. 
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(8) Motive analysis among language students, Landmark Event 2 

The first motive analysis was conducted among selected research participants 

in the field of foreign language education. In fact, to gain more understanding 

about other crucial actors and their views on the topic, it would be interesting 

to carry out a similar survey among those people who are actually studying 

themselves at the moment. Now, as a member in this nexus myself, I can call 

this part, at least if I read what Scollon and Scollon (2004) argue, the second 

activity of nexus analysis, i.e., navigating. 

As explained in chapter three, navigating may include two different types of 

analysis, firstly a motive analysis and then the ethnographic discourse-

analytical part, which is simply called nexus analysis, in which the interaction 

order, historical body and discourses in place would be under investigation. I 

will continue with a second motive analysis, and see where it leads.  

The second motive analysis of this research was conducted through a Webropol 

online survey. The participants were 38 language students. The survey was a part 

of a university course in English Philology, hence, it was carried out in English. 

Therefore, all the examples within this case are presented in their original form. 

Again, the examples are selected to present opinions and views, which were shared 

by many participants.  

As the informants in the second motive analysis were language students, the 

original questions had to be slightly modified and translated into English by the 

course teacher and the author (see appendix 2). Based on the first research case and 

in the framework of motive analysis, evaluation was found to be one of the most 

important elements of purpose for learning, so the survey included a few new 

questions concerning assessment and evaluation in general. Similarly to the first 

survey (see chapter four), the second survey included statements, which were 

analysed with descriptive statistics (see Jalkanen et al., 2012). 

5.1 Students Accounting for Action 

According to Burke (1969/45) as well as Scollon and Scollon (2004), action is 

always located in a real place, i.e., scene. The following sections will present how 

the students ascribed motives for foreign language learning and teaching, and in 

doing so the ascriptions are not taken as a universal truth of the matter, but as 

opinions, views and interpretations about the reality.  
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5.1.1 English, Swedish and Foreign Languages 

This analysis will begin by taking a look at the scene-action ratio by illustrating the 

students’ descriptions of the scene. When describing the scene, the students drew a 

precise picture of it. Based on their answers, there were two dominant languages in 

the scene, namely English and Swedish. In addition to English and Swedish, the 

students listed all the available optional languages in schools and discussed the role 

of some “more exotic” (terms used by the students) languages, such as Chinese and 

Japanese, which seem to be gaining more popularity among young learners these 

days. According to the students, the more traditional optional languages, for 

example French and German, are losing their attractiveness at the same time. This, 

based on the answers, could be explained by the common view of English as the 

language of global interaction.  

Some of the students argued that it may be impossible to call Swedish or 

English foreign languages at all. Swedish is the second national language of the 

country and the term national contradicts the concept of foreign. According to the 

students, the removal of the obligatory Swedish from the matriculation exam at the 

end of the upper level of secondary school reduced the importance of the language 

for Finnish learners.  

English, according to the students, can be seen as the only needed means for 

interaction no matter where. Therefore, English should be considered as a basic 

skill instead of being a language at all. Answers similar to example 9, in which the 

student is reflecting on whether English is a foreign language or not, were 

numerous.  

(9) English – a foreign language? 

I suppose English is still something called “foreign language” although its use 

is extremely wide-spread in various parts of Finland. This, though, also 

explains why it is indeed studied in such detail; it’s a language needed all over 

the world. 

The students saw English as a lingua franca, or as a language “needed all over the 

world” as stated in the example above. The students also argued that the ability to 

use English made them members of the global community. The other foreign 

languages did not appear in such a role in the answers. It has to be admitted that 

English functions as the main language of interaction in many professional fields, 

especially in technical fields. In addition, many virtual communities communicate 

mainly in English.  
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Many other languages were mentioned as languages which are studied in 

Finland, but according to the students, their position seems to be notably less 

important. When considering the languages which will be studied in Finland in the 

future, the increasing number of immigrants was foregrounded. New immigrants 

and the consequential linguistic diversity may bring changes to the provision of 

foreign language teaching, as expressed in the following example. 

(10) Anything is possible 

When we add all courses available in various institutes and training centres 

and the teaching of immigrants’ native languages, we can say that anything is 

possible.  

Immigrants were also mentioned as a reason to treat Finnish as an important foreign 

language. The students argued that knowing the language will help people 

understand the culture as well. By learning a new language, a person may become 

a member in a new culture. These answers echo Lave and Wenger’s (1991) thoughts 

of LPP; a newcomer learns and gradually grows to be a recognised participant in a 

new community.  

Teaching structures are handled as part of the scene in this survey. When 

looking at the answers concerning instructional configurations, a shift in 

perspectives became visible. Thus, the students’ historical trajectories began to take 

new directions. The students argued that many contemporary structures, such as the 

formation of classes or subject- and age-based teaching would need rethinking. If 

we think about school, teaching is mainly conducted for age-based groups and the 

flexibility to form other kinds of groups is not evident. Group sizes may be large; 

there can easily be 25–29 pupils in the same group. The students stated that the 

teacher’s personal contact, as well as the amount of individual tutoring by the 

teacher would be essential for motivation and learning. There is a confliction 

between discourses concerning group sizes and the prevailing practices of forming 

the learner groups. This confliction is commented further in section 5.1.3. 

5.1.2 Text Books vs. Technology 

Following Burke (1969/45) and Scollon and Scollon (2004), attitudes and 

prejudices can be seen both belonging to the scene offering certain affordances and 

constraints for action, or they can be handled as mediational means. In this survey, 
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attitudes were mainly portrayed as mediational means. Attitudes and beliefs reflect 

the prevailing issues, participants’ mindsets or even the prevailing ethos in the field. 

Attitudes and beliefs may be used as tools for strengthening certain agendas, or 

even to legitimate certain issues. For example, beliefs can constrain action in 

various ways (Nyman, 2011). In addition, attitudes and beliefs can be seen as 

important building blocks of identity. Thus, the following ratio to be examined is 

the means-action ratio. In addition to attitudes and prejudices, working methods 

were considered to be a central mediational means. The students associated 

working methods with the use of technology in most answers. 

The students’ answers echo results from earlier research suggesting that there 

is room for improvement and change in working methods (see e.g., Jalkanen, 2015). 

Based on the answers, the role of the text book was seen to be too dominant and 

more communication was wished for. Teaching should encourage the learners to 

versatile interaction in cross-disciplinary projects. Additionally, learning should be 

situated in the real world and learners should be guided to reflect on their own 

learning already at the very beginning of the learning path. Many of the answers 

stated that language teaching practices had not changed over the years (see also 

Jalkanen et al., 2012), which may be one of the reasons for the decrease in the 

numbers of foreign language learners. 

The use of ICT was seen to characterise modern language education. The 

students had a realistic picture concerning the use of ICT in schools; they knew that 

schools may be equipped unequally in terms of availability, usability, modernity or 

even people who would be able to use ICT in teaching and learning. Another 

mediational means that was foregrounded in the students’ answers was media. 

According to the students, media had created an image of the world, in which 

English would function as a lingua franca in all imaginable situations. Therefore, 

it is possible to state that there is a strong means-scene-action ratio visible, where 

the means (media and ICT) is supporting or even forming a certain image of the 

situation (school scene and society at large), which altogether influences the action 

i.e., foreign language learning and teaching.  

5.1.3 Personal Hold 

When examining the actor-action ratio, the students saw that the learner him/herself 

had the most important role in learning, even though motivation may arise from 

various external factors. Other important actors, according to the students, were 
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peers, family members, foreign interlocutors and teachers. The following example 

concludes the importance of other actors.  

(11) Actor-action ratio 

An understanding head teacher, civilized parents, geographical location, the 

language teacher’s personal resources are key issues in advancing the learning 

of that language. 

When describing the role of other actors, the students pointed out the importance 

of personal contact with the teacher. The more time the teacher could spend with 

an individual student, or even small student groups, the more motivated these 

students felt. An understanding head teacher was someone who would place 

language lessons in comfortable times during the day, i.e., not as the last lessons of 

late afternoon. According to the students, civilised parents would encourage their 

children to explore many languages at various levels. 

The issue of personal time of the teacher was foregrounded in both motive 

analyses. Although the students pointed out that the learner him/herself is 

responsible for learning, it became evident in their answers that teachers were seen 

as crucial actors for learning as well. The responses show a certain contradiction 

firstly between discourses. Conflictions emerge in statements relating to the role of 

the participants. Even if the learner was seen to be the most important actor in the 

action, the answers indicated that the teacher’s role was important as well. The 

answers implied that there is a need for a teacher, who would be able to follow each 

learner’s learning processes from a close distance, and to guide these processes in 

a more personal way than today’s practices allow. Secondly, the responses 

foregrounded a contradiction between discourses and practices concerning the sizes 

of learner groups. The discourses among all participants suggested that small size 

learner groups would be beneficial for learning. However, practices tend to follow 

financial decisions, thus, to favour larger group sizes.  

5.1.4 Needs and Individual Goals 

While investigating the purpose-action ratio in the students’ answers, purpose was 

lightened as a personal and as an external phenomenon. Personal purpose included 

different sorts of needs and benefits attained through language skills. In addition, 

the person’s background, for example a bilingual family, was mentioned as a 

purpose to study a foreign language. External purposes were easy to understand; a 
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language may be an official language of the country and therefore obligatory for 

all learners. Needs were mentioned in the role of external purpose as well. In this 

context, the students were discussing professional needs, which did not necessarily 

have any connection to personal motivation.  

When reflecting on the future of foreign language education, the following 

ideas appeared in most of the answers. Learning activities should be related to real 

life. This, according to the students, would confirm the meaningfulness of these 

activities. Problem-based and project-based activities were looked for. Almost 

everyone was longing for more innovative approaches in teaching. The use of 

technology was brought up in this context, as well as international cooperation and 

interaction with speakers of other languages. The lack, or small amount of 

interaction and the artificial nature of interaction during language lessons were 

issues which resulted in many excited and even indignant expressions of opinion. 

More drama and various discussion groups were seen as a way to make the learners 

interact more during the lessons. Example 12 illuminates this situation. 

(12) More communication 

Language education should involve more immersion with the target language. 

More contact with natives. More communication through speech rather than 

the structures of the language, which is important, but not as crucial as it’s 

made out to be currently. 

According to the students, more foreign languages will be needed in the future. In 

other words, language skills will become more and more important and therefore 

languages need more space in the curricula. Language learning should start at an 

earlier age and there should be more weekly lessons. The claim is reasonable 

keeping in mind that an average learner has two 45-minute lessons per week from 

the first to the seventh grade, and three lessons during the eighth and ninth grades. 

Following the students, the approaches to learning and teaching should be more 

modern and language lessons should include more interaction. Technology should 

be finally seen as an everyday learning tool, not as an interesting add-on for 

occasional use. Based on the analysis, language learning should be connected to 

everyday life and reality.  
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5.2 Summary of the Case 

Nexus analysis focuses on the issue of interest from various points of view. 

Therefore, it was important to include more participants to the research. When 

deciding who would present the crucial social actors, it was essential to find 

participants who were actually involved with the action. Thus, students who were 

still studying a foreign language and most of whom had decided to become teachers 

of foreign languages were seen as suitable participants for this research. Figure 10 

below summarises the findings of the second motive analysis. 

 

Fig. 10. Motives ascribed by the students in RC2. 

As figure 10 presents, the second motive analysis foregrounded partly similar 

issues as the first motive analysis. The students stated that there are two languages, 

which are studied by practically all the pupils, namely English and Swedish. The 

students’ reflections on these two languages brought up issues, which are worth 

mentioning. Firstly, they argued that English should not be handled as a foreign 

language at all, but rather as a basic skill that everyone should master at some level. 

Kangasvieri et al. (2011) point out that many young learners see English as part of 

their identity and English helps them connect with other people in various networks 

globally. According to the participants of this study, English is the only language 

that is needed all over the world. Nevertheless, the participants did not totally deny 
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the importance of other languages. On the contrary, they stated in many occasions 

that more languages would be needed in the future. Concerning Swedish, the 

students argued that it is difficult for them to see Swedish as a foreign language as 

it is the second national language, which is taught to all citizens of the country. 

However, the role and importance of Swedish were questioned in many answers. 

The students also pointed out that Finnish should be seen and taught as a second 

language, due to increasing number of immigrant pupils. In this context, the 

students considered the role of language competences in the process of becoming 

a member of a certain community (see Lave and Wenger, 1991).  

Based on the students’ answers, the learners alone should be treated as actual 

actors. To justify this construction, the students argued that it is the learner alone 

with his/her internal motivation who is responsible and in charge of studying a 

foreign language. Nevertheless, the importance of the teacher’s presence was 

highlighted by many students. It is worth remembering that the answers originated 

from participants who were studying foreign languages at the university, i.e., from 

students who evidently enjoyed studying languages and who had experienced their 

former language studies mainly as positive. Nevertheless, the students listed other 

actors, whose influence was seen important either in affording or constraining 

language studies. These actors included peers, family members, teachers and 

foreign interlocutors. The students missed interaction with speakers of other 

languages (not necessarily with native speakers alone) already at the beginning of 

the language learning path. When reflecting on the actors’ role, they obviously 

support (or hinder) the development of external motivation.  

The willingness to interact across national borders brought up the need of 

technology in foreign language education. Based on the students’ answers, 

technology was needed in order to communicate with other learners around the 

world, which would also be one way of creating meaningfulness for language 

learning. To use the target language in actual interaction would take learning into a 

new stage and motivate the learners more than fulfilling artificial exercises in books.  

Compared to the first motive analysis, the second analysis pointed out one 

notable difference in the answers. While the first participants found evaluation to 

be one of the key motivators in learning, the participants in the second analysis 

claimed that evaluation has no significant meaning in either affording or 

constraining the development of motivation. According to the students, motivation 

arises mainly from personal interests, which may include various personal needs, 

such aesthetic needs, for instance, to communicate in foreign languages.  
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As can be seen in figure 10, this motive analysis demonstrates again the 

complexity of the ratios between the elements of the pentad of motives. Based on 

the students’ answers, it seems that all elements influence the other elements at 

some level. Compared with the first motive analysis (see chapter four, RC1), one 

difference appeared in the ratios as well. The first analysis did not indicate any ratio 

between purpose and means. According to the students, there was a clear ratio 

between these elements; the means could support motivation if used in appropriate 

situations, for example, technology could be used in cross-disciplinary intercultural 

learning projects, media and books could be used in various ways to support 

learning but not as the only resource of information. The meaningful use of means 

could mediate the attitudes into more positive directions, in other words create new 

discourses, new interaction order and, finally, offer the learner’s historical body 

new trajectories by introducing new and versatile learning opportunities to the 

learner. The reciprocal ratios became more visible and, thus, it became evident that 

the motive analysis as a method is able to illuminate the issue of interest from many 

perspectives.  

Scollon and Scollon (2004, p. 11) define motive analysis as a form of discourse 

analysis which pays attention to the motives embedded in speech or text. Following 

Burke (1969/45), the analysis aims at highlighting differences among the 

arguments in order to better understand possible points of conflict between various 

views of social action (Scollon and Scollon, 2004, p. 125). According to Scollon 

and Scollon (2004, p. 176), the main idea of any motive analysis is answer how 

participants ascribe and allocate motives for their actions among the elements of 

nexus analysis. Hence, the two motive analyses of this study aimed at answering 

the first research question: What kinds of motives do the research participants 

ascribe for foreign language learning and teaching?  

In short, the two motive analyses showed how the research participants saw the 

field, and the author, having a background as a teacher of foreign languages, 

recognises these discourses. In the course of this case, it became evident that the 

historical body is present in many of the presented views. This historical body may 

set limitations or restrictions for visioning future actions.  

Encouraged by the findings of this research case, the author decided to navigate 

the nexus more thoroughly by conducting the other part of nexus analysis, namely 

the ethnographic discourse analysis, which will be presented in the following 

chapters.  
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6 Case Three: Mapping the Use of Technology 
and Views on Participation in Language 
Learning  

The two previous research cases were carried out in the form of motive analysis. 

The following three cases are conducted following the main guidelines of the 

ethnographic discourse-analytic part of nexus analysis. In the framework of this 

thesis as a whole, all the following research cases are handled as the second activity 

of nexus analysis, i.e., navigating. Following Scollon and Scollon (2004, pp.159–

165), the main task of navigating is to map the semiotic cycles of people, objects, 

places, discourses and concepts.  

As discussed in chapter three, the unit of analysis in nexus analysis is social 

action. Scollon and Scollon (2004, p. 160) define action as a moment in time and 

space in which the historical bodies, the interaction order and the discourses in 

place intersect. This research case places the participants, including the author, in a 

nexus at the university course. The data analysis will focus mainly on the students, 

but also on younger language learners at school (i.e., pupils), who participated in 

the activities designed by the students. However, the social action under 

observation (i.e., foreign language learning and teaching) involved other 

participants as well, and their role and contributions will be reflected on whenever 

their discourses or actions shape or modify the situation in some way. This research 

case aims at answering the second research question: What kinds of discourses, 

interaction order and historical bodies emerge in the research cases? Example 13 

presents the author’s thoughts at this point of the research.  

(13) University course with a theme week at school, Landmark Event 3 

Originally, I was thinking about conducting a study on learning environment, 

especially from a technological point of view, but gradually, I became more 

and more convinced that learning environment alone would not be a broad 

enough topic for my research interests. Based on the motive analyses, which 

functioned as the first steps of this research, I got the idea for a research 

objective which could cover a broad variety of issues in the field of foreign 

language education: the complexity of change. Having a long experience in 

doing something does not make the scope definition any easier. On the contrary, 

the field seems to be loaded with interesting issues to explore.  
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I managed to enter the nexus of practice at the university, which was something 

new to me. The idea to follow and observe language students designing 

learning activities was fascinating. More precisely, I decided to observe how 

language students would be handling learning situations with participatory 

approach and how they would design learning tasks using technology in their 

teaching. My main interest: What would happen at school if the students were 

given free hand s to design a language learning theme week, during which 

books would be forbidden? Or, if not completely forbidden, then at least in a 

very minor role.  

Jalkanen and Laakkonen (2012) argue that student teachers should be supported 

more in developing their understanding of the affordances of mediated artefacts, 

such as technology. Students should be able to realise what the role of these 

artefacts could be in pedagogical design and what technology may provide for 

learning. This part of the research was carried out during an advanced level course 

in English language studies at the University of Oulu. In this study, the course will 

be referred to as LTECH; Languages and Technology. Instead of using the students’ 

real names, they will be presented by numbers. The course had two goals; firstly, 

to give the language students a possibility to envision future language learning and 

teaching in a technology-rich environment and to test their own ideas in a real 

school environment by organising a theme week in a nearby school. The experience 

from the previous LTECH courses suggested that most students did not see 

technology as a part of everyday teaching practices, even if they were constantly 

using technology in their own life.  

The second goal of the course was to investigate how the principles of 

participatory design and genuine participation (see e.g., Druin, 1999; Crabtree, 

2003; Guha et al., 2005) could be implemented in school work. Participatory design, 

as discussed earlier in chapter two, is an approach that was originally planned for 

computer systems design in Scandinavia in the 1970s. Its primary strategy consists 

of a commitment to workplace democracy which translates in the direct and active 

participation of workers in the design process in the effort to enhance their skills, 

autonomy and quality of life (Crabtree, 2003, p. 132).  

LTECH was designed by a multidisciplinary research team of six members; 

three from English Philology and three from Information Systems Research. One 

of the members from English Philology acted as the course teacher, while the two 

other members (including the author) participated in the process as researchers. The 

number of students on the course was 13; six male and seven female students. In 
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addition, there were two visiting researchers from the field of Near Field 

Communication (NFC) participating in the design and execution of one of the 

course’s workshops during the theme week. The number of pupils who participated 

in the course activities was 59, the 11–13-year-old pupils were attending the fifth, 

sixth and seventh grades. The research was conducted in three different sites. The 

first site was a university lecture room, the second site was a virtual environment 

created on a learning platform (Discendum Optima) and the third site was the 

school where the theme week with various learning activities took place.  

6.1 Investigating the Crucial Actors 

In order to find common understanding for participatory design and genuine 

participation, a significant amount of time was spent in studying them and in 

negotiating how these concepts could be implemented into the course. The first 

basic idea was to brainstorm new ways to use technology as a learning tool. This 

part, which was later titled as ‘Brainstorming the futures of language learning’, was 

carried out mainly through online discussions and in face-to-face meetings with the 

students. The second basic idea of the course was to encourage students to promote 

the young learners’ participation. Thus, the first phase of the course included 

creating a theory-based understanding of what participation means, and how it 

could be promoted (see e.g., Lave and Wenger, 1991; Druin, 1999; Chawla and 

Heft, 2002; Crabtree, 2003).  

After brainstorming, the students were asked to form groups in order to design 

actual learning activities for school children. This came as a surprise for many of 

the students, as for the first time, they were given the freedom to plan any type of 

tasks, as long as these tasks would include technology in some form. The students 

formed four groups and created four workshops, which were executed during a 

theme week, in other words a week during which the pupils studied more English 

than their usual two lessons per week. These workshops will be described in the 

following sections in detail. After the theme week, the students were asked to reflect 

on the experience, to create a new learning concept based on the experience, and 

finally, to evaluate the course and its outcomes together with the research group.  

In order to conduct any research at school, some preliminary steps have to be 

taken. In this case, these steps included meetings with the head and teachers in order 

to agree on timetable, groups and other practical issues. The research group 

participated in a parents’ meeting in which the aims and actions planned for the 

case were explained to the parents and guardians. To ensure that all participants 
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understood the nature of the research, all practical and ethical issues (see Ackerman 

et al., 2003; Thomas and O’Kane, 1998) were discussed with the teachers, the head 

of the school, parents and guardians as well as with the researchers, language 

students and pupils. Those participants, who were later to be filmed, were asked to 

fill in consent forms; consent forms were also asked from the parents and guardians 

of the underage pupils.  

Following Mondada and Pekarek Doehler (2004), in order to develop a better 

understanding of how any foreign languages are learnt, it is important to explore 

and investigate what the learners are doing in various learning activities and 

settings. Before LTECH actually entered the school, the author interviewed the 

pupils in order to know them a bit better and to facilitate their possibilities to 

participate in the design process by introducing the pupils’ interests to the language 

students. The issues of interest in the interviews were related to how the pupils saw 

the role of technology in their life, the role of foreign languages and what kinds of 

interests they had, either in school or in their leisure time, and finally, what kinds 

of professional plans they had for their future (see appendix 3).  

The majority of the pupils saw technology equivalent to computers. Some of 

them understood technology to be a way of performing, for example, in sports. 

Some of the pupils could not explain at all what technology meant. Whether this 

was true, or just a stance taken towards the interview, remained unanswered. It is 

worth noticing, though, that some youngsters appear to have difficulties in 

explaining abstract nouns, such as technology or culture, even if they use these 

terms in their interaction. According to the pupils, the main meaning of technology 

was to make life easier. Even if some pupils claimed that they needed technology 

for everything and everywhere, there seemed to be a clear grouping of technology-

enhanced activities for work, for school and for free time. The school-related use 

of technology included homework, especially various written assignments, whereas 

free-time use included social media, e.g., Facebook and various picture galleries. 

Additionally, many of the pupils used technology for watching films and playing 

games.  

The role of foreign languages in the lives of the pupils did not present big 

surprises. There were two major languages in the scene; English and Swedish 

(similar results were found earlier in the research, see chapters four and five). 

However, some of the pupils were also studying other foreign languages, namely 

German (13 pupils), Spanish (16 pupils), French (seven pupils), Russian (three 

pupils) either in their own school or in another school in the area. In addition, there 

seemed to be an active group of five pupils studying Japanese on an evening course. 
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The pupils were asked if there were any other languages that they would like to 

learn in the future, and they listed Chinese, Italian and Greek to these languages. 

Interestingly, from a teacher’s point of view, there were some pupils who wanted 

to learn better English. One of the pupils stated that s/he wanted to learn all existing 

languages whereas one argued that s/he already knew enough.  

As described earlier, LTECH was put into action in three different 

environments; a university, a virtual environment and a school. From the nexus-

analytic point of view, we can ask whether the environment is usual for this kind of 

action and whether the place supports the action in some way (Scollon and Scollon, 

2004, p. 162). The university classroom and the virtual learning environment may 

be seen as usual environments for any university course, the school with its 

participants brought a new aspect to the course. The school was specially chosen 

for this course as it was known to be well equipped with technology, i.e., 

mediational means. For example, all the pupils had their personal laptops and they 

were familiar with working with them. In other words, the pupils knew how to use 

the basic applications for creating documents or presentations and how to search 

for information on the net. The school’s architecture was following the newest 

trends in school architecture; classes were designed to be flexible in the way that 

one could easily combine or isolate various rooms according to the needs.  

In terms of historical body, we can conclude that this kind of action was not 

really usual for any of the participants. When considering the interaction order, it 

became evident that the pupils were not used to working in smaller groups in their 

language lessons. It was also apparent that it was not usual for them to be personally 

involved in authentic interaction in a foreign language, e.g., the language student 

talking to them when they were working. Authentic in this situation is used to 

describe any kind of interaction that differs from the book-based interaction. From 

the language students’ point of view the situation was new as well. Only one of 

them had been acting in the role of a teacher before so the students’ own 

experiences of languages lessons originated mainly from the time when they were 

learners themselves. The students were all in their early twenties. Their school 

experience came from different countries, thus, there may have been some 

differences in the roles they had had as learners.  

In the framework of nexus analysis, participation can be considered to be either 

intentional (i.e., agentive) or accidental (Scollon and Scollon, 2004, p. 161). The 

language students’ participation in the workshops can be seen as mainly intentional; 

they had designed the workshop themselves. On the other hand, they had not known 

about this kind of involvement when they had decided to enrol on the course, 
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therefore we can say that their participation was also partly accidental. The pupils’ 

participation to the theme week was more accidental. The idea of the course was 

conceived the previous autumn and at that time this particular school was thought 

to be an apt environment for the action. However, at that point no one knew who 

would actually participate in the theme week’s activities.  

6.2 Brainstorming the Future of Foreign Language Learning 

From the language students’ perspective, LTECH started by brainstorming the 

future of foreign language learning. From this point on, the discourse cycles were 

circulating around the technology of the future, technology-enhanced language 

learning and around learning tasks which would promote children’s participation. 

At this point, the students envisioned multimodal methods for interacting with each 

other, methods for moving from one place to another, new learning environments, 

opportunities for real contacts with a foreign language and possible technologies 

available in the future. At the beginning, the students seemed to have rather 

futuristic ideas, as shown in the following examples. The examples are collected 

from the virtual learning platform in their original language, in their original form. 

In example 14 below, the student envisions practices that draw on ubiquitous 

technology in the context of learning.  

(14) Old – New 

Hi again,  

It would be interesting if in the future we could be together at school (as 

nowadays) but we could "travel virtually" and visit one of the pupil's home, for 

instance. Through looking at a screen together, we could enter the different 

rooms, "sit down" on their sofa and chat, play board games on their living room 

table, work on an arts project, help them clean up the mess afterwards, hehe! 

That would mean that when the person got home, the things we moved virtually, 

would also have been moved there. For instance, there would be new mess or 

new art or new organization! That would be a way of working on a project, 

while distant, so that something we did here could be materialized elsewhere 

(let’s say in Brazil).  

This student wishes that schools would still exist, as they do at the moment (see the 

first sentence of the example). However, the student is looking for ways to extend 

the learning process beyond classroom, and for example, ways to visit the learner’s 



97 

home or to travel to more distant destinations, such as Brazil in this case. The 

interesting issue here is that the student would like to observe what would be going 

on in these distant places, and to interact with the people as well as participate in 

the action there. Nevertheless, the student seems to be balancing between old 

practices (school) and new possibilities, in other words, the student’s historical 

body enters one landmark event (de Saint-Georges, 2005) in which future action 

may take new directions. 

The following example takes a more practical turn; the student is wondering 

why computers or video games are not frequently used in language learning even 

if it seems that children enjoy playing them whenever possible. The special concern 

of the student is directed towards 13–15-year-old pupils. 

(15) Games 

Hi all,  

I know that it's kind of an old idea and probably can only be done theoretically 

for this course, but I think that video games, especially for the older students 

(13–15 years) are sadly missing. I know of some games for younger children 

and of course there are some exercises done via computer (crossword puzzles 

etc) that they had even when I was at school. But now that I've been a substitute 

teacher for grades 7-9 for some months, I've noticed that they don't spend time 

in computer classes and neither do they have access to any kind of educative 

computer games at school nor at home. I was wondering if there are any that 

anyone knows about and if there are, why aren't they used in schools? It would 

definitely break the routine of the lessons and am sure would be much 

appreciated by the students as most of them play video games at their freetime 

anyway.) 

This student recognises that games may have positive influence for learning. S/he 

refers to educational computer games (line five), but does not explain the difference 

between them and the games which are played in free time. The student argues that 

games would “break the routine in the lessons”. The term lesson appeared in many 

of the answers indicating that the language students do not see noticeable changes 

in the structure of the school day. The lessons, as argued by the students, could 

include supplementary activities, such as games, every now and then to activate the 

learners to interact in the target language. Based on the author’s experience, various 

board games are widely used in language lessons, whereas computer games 

including multiple players are still more exceptional. The previous example (15) 
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presents a realistic picture of the amount of technology in a number of schools in 

Finland (see e.g., European Commission, 2013). Schools are not equipped with 

equal resources, for which there may be various reasons, financial ones being one 

of them. On the other hand, teachers may need more support and training to use 

technology in their everyday teaching practices (Taalas, 2005; Jalkanen et al., 

2012). Example 16 demonstrates a feeling of insufficiency in the ability to act as a 

teacher. 

(16) Facebook 

During my substitute teaching period in an yläkoulu (7th, 8th and 9th graders) 

I created a Facebook page to one class, and used it for homework and writing 

exercises, but my imagination is limited so I couldn't think of many things to 

do in Facebook with my students. The students were really excited and 

enthusiastic about it, and even those who usually didn't do their traditional 

homework, participated actively on Facebook. Another problem was that it 

caused significantly more work for me as I checked all the homework there 

individually after school and not during lesson as usual. The fact is that pupils 

from 7th, 8th and 9th grade are on Facebook and they spend quite a lot of time 

there, so why not take language teaching there. The question is... how?  

The student describes a teaching experience at the lower level of secondary school 

during which she had created a Facebook group for her pupils. The student claims 

that the pupils were eager to participate in the activities on Facebook, even if the 

activities included homework and writing exercises, which are not very popular 

among all teenagers. Despite the student’s satisfaction concerning the pupils’ active 

participation, the student was worried about the limits of his/her own imagination 

in creating more meaningful learning tasks. Here, the student was referring to such 

tasks, which would, on the one hand, differ from the traditional writing tasks and, 

on the other hand, ease the teacher’s workload instead of extending it. The student 

argues that new working methods, such as Facebook in this case, may afford the 

learner’s engagement to accomplish the given tasks. However, this student, too, 

seems to be balancing between new and accustomed practices, at least in the 

context of workload.  

The examples (15 and 16) above confirm the view that it is difficult to leave 

the historical body behind. The examples also imply that there are numerous 

different reasons for that, among the strongest ones are the participants’ experiences, 

attitudes and beliefs (see also Salo and Hildén, 2011). Balancing between old and 
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new practices made the role of the participant’s historical body evident, thus it is 

easy to agree with Scollon and Scollon (2004) when they argue that all actions have 

at least three timescales in them; the past, present and future (see also Blommaert, 

2005).  

In the following phase of the course, it was time to envision future language 

learning in all possible aspects, not only in schools. Later, some of these visions 

would be transformed into learning activities to be realised during the theme week 

in the school. This, however, did not mean that the discussions would have ended. 

As the other goal of LTECH was to examine how students and pupils felt about 

participation in learning and teaching, many discourses handled this topic, too. As 

discussed in chapter two, participation is encouraged in many different ways in 

schools. Even if time and effort were given to get familiar with the principles of 

genuine participation (Crabtree, 2003), rather little of it could be seen in the school 

during the theme week. Nevertheless, the following example (17) shows that some 

of the students were more responsive to the idea of genuine participation. 

(17) Pupils as Experts 

I thought about this while writing our project log for group three: We should 

avoid using the word “children” when referring to the students of the school. 

Since we are working on an educational project with the pupils as the experts, 

we should treat our young working partners with a little more respect. ;) I hope 

everyone understands how the way we address the learners in planning reflects 

the way we think of them as our “customers” and will ultimately affect our 

work at the school. Am I being too sensitive about this?  

This student sees children as experts, which is still quite unusual in school life. 

Children can rarely influence the design of the learning process significantly. In 

some cases, they can suggest ways of practising certain issues but in most cases the 

teacher is in charge of what happens during the lessons and decides how things are 

carried out. Furthermore, as stated in chapter two, the curricula define what the 

pupils should learn. Implementing participatory approach to formal learning can be 

demanding, if not impossible in its purest form. If we think about different roles in 

participation, it is possible to argue that in many learning situations children are 

handled as “members” with potential power, or even as “audience” with a 

recognisable place but without actual power (Barker, 1968, see chapter two). Some 

issues concerning learning at the beginning phase, e.g., in the primary or lower 

level of secondary school, are quite extensively designed in the national curriculum 
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and in most cases, it remains to the teachers to decide how to follow this path. 

Following the principles of genuine participation, the pupils should have been more 

involved in the designing of the learning activities. This however, did not happen 

during LTECH. 

It became obvious that the students’ understanding of participation meant 

mainly active work in the tasks. Numerous discussions touched the topic of 

participation through being active in class by doing something with the foreign 

language. Indeed, learning by doing appeared many times in the discourses. 

Interestingly, learning by doing will appear repeatedly in the future research cases 

as well. Another foregrounded issue in the discourses was that learning should be 

fun, as shown in example 18 as follows. 

(18) Fun and Exciting 

Well, I definitely agree that learning should also be fun. We all know how 

school becomes one of those things we really can’t be bothered about, 

especially after the first few grades when everything is not that exciting and 

new anymore. I think it’s important to keep the children’s interest up, and what 

could be more efficient than something fun, and almost accidentally learning 

something in the progress?  

This student actually points out another severe issue, namely the fact that many 

children seem to lose their interest in school after their first school years. Harinen, 

Laitio, Niemivirta, Nurmi and Salmela-Aro (2015, p. 67) argue that even if we can 

see some improvement in young people’s attitudes towards school, the 

improvement has remained modest. In many respects, school is not an environment 

that would support children’s individual growth. This can be partly explained 

through missing financial resources (the significant role of financial issues was also 

foregrounded in the first research case) but also through the development of the 

school system. The school system still seems to sustain a hierarchical gap between 

teachers and pupils and cause pressure on performance, especially in the form of 

continuous and regular exams (Harinen et al., 2015). 

To summarise, the students’ discourses revealed an echo from their own 

learning experiences together with theories introduced at the university, e.g., 

learning by doing. These experiences, as part of the historical body, were even more 

clearly present in the following phase of the course; the theme week, which will be 

presented in the following sections. One of the students argued that “it would be 

nice if the things the teenagers enjoy could be used actively as an official part on 



101 

English lessons – once a month”. This comment provoked serious questions in the 

author’s mind: Should English be fun only once a month? What would be going on 

during the remaining lessons, taking into account that the average teenager has two 

or three lessons of English a week? Do we actually know what the teenagers would 

enjoy in the school context, and finally, how could these teenagers, or learners at 

any age, be more involved in designing their own language learning? These 

questions will remain unanswered at this point, but they will be returned to later in 

this study. 

6.3 From Ideas into Action 

The following sections will present the four workshops: 1) Touch and Learn, 2) 

Photo Screen, 3) Translate a Song, and 4) Tell a Story, which were designed for a 

language learning theme week at school. The activities of the workshops will be 

then discussed in the light of interaction order, discourses in place and historical 

body of the participants in order to locate the participants and actions within those 

places where the significant discourse cycles are emerging (Scollon and Scollon, 

2004, p. 157). According to Lantolf (2000), the classroom community may serve 

as a mediator, defining rules of conduct that value certain forms of agency and 

involvement. As mentioned earlier, one of the goals of the theme week was to 

promote the idea of genuine participation (e.g., Crabtree, 2003) in a learning 

community by offering the learners various activities in which they could carry out 

the activities from design to fulfilment.  

In this research case, significance was evaluated by new thoughts provoked by 

the action. Some of the discourses will be transcribed to enlighten more thoroughly 

what was going on in the workshops. The transcriptions will be presented in their 

original form, unless the original discussions were carried out in Finnish. In such 

cases, the translations are made by the author. 

6.3.1 Touch and Learn 

Two scientists from Computer Science and Engineering introduced a mobile 

language learning application containing a touch based user interface to the 

students. The user interface was built on Near Field Communication technology 

(NFC). The application required mobile phones equipped with NFC readers and 

objects, stickers in this case, which were equipped with NFC tags. The course of 

the task was straightforward; when the phone was brought near the tag, the reader 
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in the phone read wirelessly the data stored in the tag (see Pyykkönen et al., 2012). 

What was needed from the language students was both pedagogical and linguistic 

content for the application in order to realise possible affordances and constraints 

of such a learning tool. According to the students, the pedagogical aims of the 

workshop were to envision new practices in learning vocabulary and to involve 

children in the design process by applying NFC technology.  

The classroom allocated to the workshop led to redesigning the initial plans in 

an instance. There was practically no wall space due to windows and foldable doors, 

which forced the researchers to position the materials on tables. In this way, the 

originally envisioned interaction order changed. It was thought that groups of 

pupils would follow a certain route in fulfilling their tasks and keep a distance 

between the groups. However, this proved to be impossible, and the groups ended 

up in working at tables which were located at a short distance from each other. The 

room, nevertheless, seemed to facilitate collaborative talk; changes and turn taking 

occurred easily and work seemed to proceed smoothly. The design and layout of 

the space offered affordances for breaking traditional practices, as there were no 

personal desks for the pupils but flexible and easily movable chairs and tables. The 

placement of the furniture affected the participants’ positioning in relation to each 

other. It was easy to move either alone or in small groups, thus, the interaction order 

remained flexible throughout the work. The technical tool, i.e., the mobile phone, 

offered both affordances and constraints for interaction. On the one hand, the phone 

facilitated interaction by offering a tool for testing and discussing the meaning of 

the words. On the other hand, the phone seemed to limit the used vocabulary by 

including only beforehand selected words relating to a certain topic.  

The workshop included five types of learning tasks. The first task was to read 

a story where the hero was planning a weekend trip to his granddad’s farm. Then, 

with the help of the phone, the task was to collect four items to be packed into the 

suitcase. The third task was to combine a tag which would produce an animal sound 

with another tag presenting a picture that could be combined to the sound. The 

participants would take a look at a few dozen tags, each marking a word. Out of 

these words, the participant would scan the ones s/he thought were related to the 

sound. The fourth task for the pupils was to create their own game to be 

programmed later. They were asked to think about their hobbies and to list words 

which belonged to the hobby with a couple of words which did not belong to that 

particular hobby. The following conversation (example 19) is captured from the 

situation where the task is to create a story of the pupils’ own hobbies. The 
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conversation is transcribed as it appears on the video, including possible mistakes. 

The course teacher acted as the tutor in this workshop.  

(19) Touch and Learn 

Tutor: Then you can create a story of your own, make your own, for example, 

about your hobby. If you think about words of ice hockey, think about words 

that belong to ice hockey and about words that don’t belong to ice hockey.  

Five boys start working on the wordlists. At the same time, an unexpected 

technical problem occurs to one of the other pupils and the tutor is called away 

from the boys.  

Pupil 1: Hey, teacher! This phone crash! 

Tutor: Take exit menu there in the middle, try something up or down. 

The pupil is pressing the buttons of the phone, but nothing happens. He then 

hands the phone to the tutor, who eventually manages to restart it. In the 

meantime, the five boys seem to be ready with their wordlists, and they call the 

tutor. 

Pupil 2: Are there tarpeeksi (enough) words? 

Tutor: Well, yes, huge amount of words! Are there also wrong options? 

Pupil 2: Yeah. 

Tutor: Good.  

As seen in this piece of conversation, the discourse may suddenly take unexpected 

directions, as in the case of the phone crash. The interaction order in the classroom 

was traditional in the sociocultural sense; the tutor gave instructions and offered 

support when needed. The pupils were free to consult each other during the 

activities. It seemed that there were no great hierarchical differences among the 

participants, conversation appeared to be natural. The only time when the 

interaction order changed, was when the oldest pupils, the seventh graders, joined 

the workshop. At that moment, there was a kind of tension in the interaction, 

especially among younger pupils. This may be explained through the traditional 

school system, in which groups are normally organised by age-based criteria and 

pupils of different grades do not usually interact much with each other in their 

learning activities. Whether there were more serious reasons, like bullying for 

example, behind the tension, remained unclear.  
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Finally, the pupils were asked to envision the use of technology in foreign 

language learning in the future. Different pictures were shown to them, and they 

were asked to tell how the picture presented the use of technology in the future and 

what new technology would possibly offer to learning. Many of the pupils argued 

that computers and mobile phones would be used in learning, regardless the subject. 

One of the pupils mentioned that robots might be taking care of teaching in the 

future. 

As argued by Mondada and Pekarek Doehler (2004), tasks are accomplished 

in a locally contingent and socially distributed way through the actions of the 

participants and their interpretations of the setting and therefore the learners, too, 

can be actively involved in designing and reconfiguring the tasks at hand. This 

workshop showed that even young learners are able to take part in the design of the 

tasks. 

6.3.2 Photo Screen 

For the second workshop, the pupils were brought into a few square metres large, 

open terrace space where they worked sitting on the floor. They had paper, colour 

pencils, a laptop, a camera and a data projector as equipment. The idea of the 

workshop was quite simple; the pupils were given a piece of paper and asked to 

draw something they liked on one side and something they disliked on the other 

side of the paper. They should then write in English what these drawings presented. 

After this artistic work, the pictures were projected into a large screen in the main 

hall of the school. The aims of this workshop, according to the students, were to 

teach the pupils cooperation and to encourage them to communicate in a foreign 

language.  

The space in which this workshop took place was small as can be seen in figure 

11 below. The screen on which the pupils’ products were projected can be seen in 

the background.  
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Fig. 11. Working space of Photo Screen. 

Due to the size of the space, the pupils were able to monitor each other’s actions 

from a close distance. Hence, learning from someone else’s model was possible. In 

this workshop, the term tutor refers to language students. The tutors did not speak 

any Finnish, and it seemed that the pupils were shy to communicate with the tutors 

at the beginning. Especially, posing questions appeared to be problematic. The 

pupils were allowed to work and sort out the tasks mainly by themselves. In this 

workshop, as linguistic cues were not completely understood, the multimodality of 

meaning making became clear. The pupils were checking what was supposed to be 

going on by examining and observing the work and products of others. The 

following description (example 20) is a capture from the video presenting a 

situation, where ten pupils enter the workshop. 

(20) Photo Screen 1 

The children arrive and take their places on the floor; boys on the other side 

and girls on the opposite side. When everyone is seated on the floor, one of the 

tutors instructs the pupils about what is going to happen and delivers the 

needed tools for work. The instructions are given in English and the pupils 

listen carefully. When the tutor stops giving his instruction, a vivid 

conversation begins among the pupils about what they should do next. This 

conversation is performed in Finnish. When the task seems to be clear, the 

pupils start working in two groups of three boys, two girls together, one boy 

and one girl on their own. The work continues mainly in silence. One of the 

two girls occasionally helps the girl who is working on her own. One of the 
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tutors is going around the pupils and checking their work every couple of 

minutes, he tries to invite the pupils to answer his questions: “What do you 

like?” and “Do you like school?”  

Some of the pupils continue drawing without answering or even without 

looking at the tutor, who then returns to the other tutor saying, “The boys are 

kind of mysterious.” 

This kind of interaction order was somewhat problematic for the tutors; they had 

difficulties dealing with silence, and they were not able to judge whether the pupils 

actually understood them. Even if the pupils were working mainly silently, one of 

them broke the silence by concluding that he cannot draw, as the following 

discussion shows. The discussion was originally carried out in Finnish.  

(21) Photo Screen 2 

Pupil 1: What are you doing?  

Pupil 2: All kind of stuff…  

Pupil 1: Were we supposed to draw these things?  

Pupil 2: Yeah.  

Pupil 1: I’m really bad at drawing, I truly can’t draw this…this hamster.   

In Finnish:  

Oppilas 1: Mitä nää teet?  

Oppilas 2: Kaikenlaisia juttuja.  

Oppilas 1: Oliko meijän tarkotus piirtää näitä juttuja?  

Pupil 2: Joo.  

Pupil 1: Mää oon tosi huono piirtään. En tosiaan ossaa piirtää tätä…tätä 

hamsteria.  

However, the pupils continue drawing until they are ready, which obviously does 

not happen at the same time for all. Two boys have been drawing intensively and 

they get their pictures ready before the others. They start ‘fencing’ with their pens 

but after a while find it boring. Then, the other boy starts to draw pictures on his 

hand with a black pen. He continues this until the end of the lesson showing his 

hands to the other boy frequently. This does not seem to disturb the other pupils’ 

work and the tutors do not pay any attention to it, either. When the pictures are 

ready, the other tutor plans to ask every pupil in turn what they like and what they 

do not like. However, after having heard the first question, the pupils answer 

automatically in their turn without waiting for the tutor to pose the questions. 
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After this task the pupils are divided into two teams. Each team draws a picture 

and the other team’s task is to guess what the picture presents. Again, the 

instructions are given in English and the pupils confirm them in Finnish among 

themselves. When some pupils try to guess in Finnish, they are advised by other 

pupils to use English instead. The guessing game ends in a two-all tie, and the 

pupils leave the lesson smiling. The tutors, however, seem to be confused about the 

timing of the next steps in the workshop. It became evident that the pupils worked 

in different pace; some of them were quick and needed more to do, whereas others 

could have spent more time with the given assignments. 

When examining the interaction order, many issues emerged. Evidently, the 

pupils were not used to interacting in English and it took some time before the 

bravest ones managed to express anything in English with the tutors. Some of the 

pupils did not say anything in English during the whole lesson. It was interesting 

to observe that boys seemed to interact with boys and girls with girls; they even 

chose their places from the opposite sides of the terrace. Similar preferences for 

working and interaction could be seen in all the workshops among the pupils. 

However, the interaction between the tutors and pupils was clearly different from 

the other workshops, most likely due to the lack of common linguistic tools. Some 

of the pupils were more ready to communicate with the tutors and some pupils 

remained silent without any vocal interaction, but even silently, they did carry out 

the given tasks. Considering the interaction order, it became obvious that the tutors 

gave more guidance to those pupils, who were able to ask for it.  

The tutors in this workshop did not have any previous experience from teaching 

and their personal school experiences differed due to different school systems in 

their own home countries. Whether it was due to their historical bodies or not, the 

tutors in this group seemed to be rather uncertain about the possible paths of the 

work. The following discussion (example 22) took place between the tutors who 

were waiting for the pupils to get ready with their drawings. 

(22) Photo Screen 3 

Tutor 1: How long should it (the drawing) take?  

Tutor 2: As long as it takes.  

Tutor 1: But some of them seem to like just about everything.  

Mondada and Pekarek Doehler (2004) argue that formulating, understanding and 

accomplishing tasks is an omnipresent problem for all members in the classroom. 

This could be seen during this particular workshop, too. The pupils were clearly 
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not used to a situation in which the teacher speaks only English. The pupils clearly 

needed more time, affirmation and support from their peers. We could see complex 

negotiations of meaning and purpose taking place. Even if there were fewer 

questions and comments, less interaction between the pupils and tutors than in the 

other workshops, the tutors concluded that the fifth and sixth graders’ level of 

English enabled understanding of the simple tasks and that the seventh graders had 

an excellent grasp of English. Later, the pupils commented to one of the researchers 

that they were pleased about being able to communicate in English.  

6.3.3 Translate a Song 

The third workshop took place in a large classroom where tables were arranged in 

the U-shaped form. The tutor’s place was in the front of the classroom where he 

operated his computer. The pupils worked in small groups or in pairs, selecting 

songs, translating the lyrics either from Finnish to English or vice versa and finally 

comparing their own work with the same songs presented on YouTube. Many of 

the pupils claimed that they were familiar with translation applications on the net, 

but hardly any of them had actually used online dictionaries before. This workshop 

included plenty of linguistic problem solving. The students defined the goals of this 

workshop as to make the pupils realise that learning a language includes more than 

just reading and writing, also music could be part of it. Furthermore, according to 

the students, learning a language should be a natural, everyday part of life and it 

should be fun. 

After having given the initial instructions for the work, the tutor walked around 

the classroom checking the pupils’ work and discussing the meaning of the words 

with them. Even if the pupils seemed to concentrate well on the given tasks, the 

work proceeded quite slowly. It appeared as if this had been the first time when the 

pupils had to stop and think about the meaning of the words or word order, as shown 

in the following discussion, which took place while translating the lyrics of the 

Finnish national anthem.  

(23) Translate a Song  

Tutor: But is that the correct word order?  

Pupil 1: No.  

Tutor: It works in Finnish.  

Pupil 2: Those two should be the other way around.  

Tutor: Yes, you see, it works in Finnish but not in English.  
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Tutor: How do you say EI?  

Pupil 3: No.  

Tutor: Yes, well, write it down. What is LAAKSO?   

Pupil 4: Must we check all the words in the dictionary?  

Pupil 3: Well, use your head instead!  

Tutor: What comes into your mind from the word BEACH?  

Pupil 4: Beach, a place to swim.  

Tutor: Well, we do not mean such a beach in this case, not sun bathing or 

having ice cream…  

Pupil 3: Shore, coast 

In Finnish:  

Ohjaaja: Mutta onko tämä oikea sanajärjestys?  

Oppilas 1: Ei.  

Ohjaaja: Se toimii suomessa.  

Oppilas 2: Nuo kaks pitäs olla toisin päin.  

Ohjaaja: Kyllä. Sinähän näet, että se toimii suomessa, mutta ei englannissa.  

Oppilas 3: Ei.   

Ohjaaja: Kyllä. No, kirjoita ylös. Mikä on LAAKSO?  

Oppilas 4: Pittääkö meijän tarkistaa kaikki sanat sanakirjasta?  

Oppilas 3: No, käytä päätäs sen sijaan!  

Ohjaaja: Mitä tulee mieleen sanasta BEACH?  

Oppilas 4: Beach, uimapaikka.  

Ohjaaja: No, ei me tarkoiteta sellaista rantaa tässä tapauksessa, ei 

auringonottoa, ei jäätelönsyöntiä…  

Oppilas 3: Shore, coast! 

“Translate a Song” was probably the most conventional workshop in relation to the 

learning environment, tools, activities and interaction. The tutor had a clear tutoring 

role, in other words giving instructions at first and discussing with the pupils in the 

course of the work. It was evident that the pupils were used to working with 

computers. Even if the pupils could readily use different applications, they needed 

guidance in critical reading and critical data capture. At the beginning, there was a 

tendency that the pupils accepted the first found solution as the best or as the correct 

one for their translations. As soon as the e-dictionary was introduced, they started 

to test different translation options and discussed eagerly the meaning of numerous 

words.  
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When taking a closer look at the interaction order in this workshop, it is 

possible to observe how a given (school) task transforms into an authentic activity. 

In other words, the situation shifts from a teacher-controlled beginning to a task 

including problem-solving and plenty of meaning negotiations among the pupils.  

6.3.4 Tell a Story 

The fourth workshop, “Tell a Story”, was located in a double size classroom. Due 

to the size, it was easy for the pupils to work in small groups apart from each other. 

The space was suitable for flexible arrangements in placing of the children. They 

could move freely during the workshop and discuss with each other, or with the 

tutors, i.e., the language students, in order to find solutions for their work. 

The pupils created stories, typed them with their laptops, read the stories out 

loud to the others, and finally acted the stories. Some of the acting was filmed. The 

tutors defined the aims of this workshop as follows: Pupils would learn to help each 

other. Furthermore, they should notice that every aspect of language should be 

taken into account when learning a foreign language. The aspects, according to the 

students, included the speaking, listening, reading and writing in various forms. 

This conception echoes more traditional views of language learning (see e.g., 

Oxford, 1990), and these views have been prevailing in the field for long. In 

addition, the workshop was aiming at independent work and at harnessing 

creativity to enhance learning. The following example, from the original work of 

three 11-year-old pupils, presents how the story of a dragon was developed into its 

final shape. 

(24) Tell a Story, Phase One: Smell dragon 

Long time ago there was smell dragon, noboby doesn`t like it. Is some girl, who 

is interesting about that. It was rainy day and rocks are slippery and dangerous. 

Dragon is sleeping and girl´s mother go look dragon. mother say: Wtf? and 

dragon scared and burn she to the ground. That girl was sailing, she got scared 

and she dropped her iphone in the sea. But girl find new clean and good phone. 

Phone is pink and shiny. But her not like it. Then he go buy new iphone. He 

take the green one.  

The text above (example 24) was created by the pupils. The text clearly includes 

numerous mistakes and the choice of words is limited to familiar words such as 

phone, mother, girl and dragon. For the first effort to write more than a short clause 
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in English, the result is not bad, nevertheless. In the second phase (example 25), 

the tutors have given some advice and the story begins to look more polished.  

(25) Tell a Story, Phase Two: Pink Dragon 

Once upon a time there was a pink dragon. It was a very sad, because he 

doesn’t have any frend. Dragon travelled a train in the Finland look frends. 

But he didn’t find any friends from Finland. Then he travelled in Sweden. He 

didn’t find friends there eithet. So he went to Norway. There he had to sleep. So 

he bought an angry bed. He found a dangerous crayon and he looks ugly moon. 

And also windy iphone. Then he went to Italian. There he see italian princess. 

Then the pink dragon went to Africa. Today dragon eats fish. There he see 

difficult prince.  

As can be seen in the second phase, the tutors had guided the pupils about how to 

start the story in a more appropriate way. Even the name of the story had been 

changed to a more conventional combination of parts of speech. Also, special 

attention had been paid to the time aspect of the story, even if some verbs still 

appeared in a wrong tense and there were obvious problems in the use of articles. 

Despite these linguistic defects, there is a fairy tale genre emerging in the story, 

including typical elements for that genre, e.g., the dragon, princess and prince as 

well as the opening phrase “Once upon a time”. The last phase of the writing work 

included a creation of a dialogue to be acted and filmed. The following example 

shows the result, which is captured from the video.  

(26) Tell a Story, Phase Three: Action! 

Dragon: argghhhh  

Boy: hhmmmm, this is interesting dragon  

Dragon: arrgghh, I eat you, you are my break…fish  

Boy: ooohhh, somebody help!  

Somebody: OK boy, eat me [to the dragon]!  

Dragon: OK oorghh [eats him]  

Boy: ooooh dear! I drop my iPhone in the water…ooo…this is new clean 

iPhone…ooo it’s big, I don’t like it [throws the iPhone away] I go to Sale buy 

new iPhone.  

The dragon story above shows how the pupils managed to create a story, to develop 

it further and, finally, to edit the story to a form of a dialogue in order to be acted 
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and filmed. In this case, the pupils were in the fifth grade, studying English for the 

third year at school.  

The tasks in this workshop were familiar enough to enable rather independent 

work. It seemed that the pupils did not want much guidance from the tutors. In fact, 

there were occasions in which the tutors tried to offer guidance but the pupils 

seemed to reject it. The overt discourses in place focused strictly on the given 

assignments. It became evident that some of the tutors were not familiar with pupils 

working independently, and these tutors were eager to guide the work even if no 

help was needed. This may have arisen from the tutors’ historical bodies; the tutors 

themselves may have had teachers guiding them with or without actual need. One 

of the tutors appeared to be in charge of the situation, the other two tutors were 

following closely. On the whole, the interaction order in this workshop was 

conventional; one of the tutors opened the workshop by giving instructions for the 

work after which the work started and proceeded following the pupils’ pace. The 

tutors’ (inter)action in this workshop echoed the attitudes of being a teacher. In 

order to be treated as a respectable instructor, one had to do so something instead 

of letting the learners solve the learning challenges by themselves.  

6.4 Summary of the Case 

In this research case, especially within the theme week, the learning environment 

with its tools emerged time after time as one of the most essential issues in shaping 

social action. If the learning space was crowded and linguistic tools were limited, 

the space obviously offered other ways for meaning making and understanding. 

Contrarily, if the space was large, it enabled independent work up to the rejection 

of guidance, or of opinions relating to how to progress the work. On the one hand, 

material arrangements prefigure the perpetuation of practices (Schatzki, 2012). On 

the other hand, existing arrangements, for example in classrooms, can support 

changes as well. Practices are mostly intentionally related to arrangements (ibid.). 

Thus, this research case convinced the researcher to conclude that the learning 

environment may in fact have a key role in participation and in shaping social 

(inter)action. In order to answer the second research question, the following 

paragraphs aim at illustrating the discourses, interaction order and the emergence 

of the participants’ historical bodies within the case. These three elements of social 

action (Scollon and Scollon, 2004) are reflected on through participation, teaching 

methods and the use of technology.  
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Genuine participation (Chawla and Heft, 2002; Crabtree, 2003) was clearly 

lacking based on the observations during the study. It seems that children still have 

rather little to say about their own learning, even if learner-centredness is one of 

the key words used in learning. Learner-centredness seems to have a somewhat 

different meaning as participation. Based on the observations, learner-centredness 

appears to refer to an external goal of engaging the pupils in school activities 

according to their talents rather than allowing the pupils to design their own 

learning or make decisions about it. If the observed participation is described by 

Barker’s (1968) model, it is possible to argue that some of the pupils attained the 

role of “active functionaries”, i.e., they were in charge of a part of the action, but 

the final decisions were made by someone else. This, for example, was visible in 

the workshop called “Touch and Learn”, where the pupils were invited to design a 

task for the application. Barker (1968) places most pupils to the role of “members” 

who have potential power, but very little immediate power, and this was concluded 

also in this research case.  

It became evident that young language learners are often taught in very 

traditional ways. Most of the learning is based on book-related activities and the 

use of technology in foreign language learning is limited, even if technology is 

available. On the other hand, young learners were eager and talented to use 

technology as a learning tool; it seemed that they were more familiar with 

technology than the students, who in fact were much more talented than their 

teachers at the university. The language students were able to design functional 

learning activities with technology, but they were not eager to change traditional 

learning activities or teaching practices in any significant way.  

Figure 12 below illustrates the emergence of historical bodies, discourses in 

place and interaction order in the third research case. Even though the crucial actors 

in this case were the students and pupils, the figure includes various aspects, which 

appeared within the case. For example, the researcher’s perspective is added in 

order to illuminate the whole context of the case.  
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Fig. 12. Emergence of historical bodies, discourses in place and the interaction order 

in RC3 (adapted from Scollon and Scollon, 2004). 

Figure 12 above summarises what kinds of historical bodies, discourses in place 

and interaction order emerged in the third research case. It became evident that the 

participating language students had similar views on the role of the teacher; their 

views followed the traditional aspect of the role, in which the teacher would be 

orchestrating the (inter)action during lessons. It seemed that many of the students 

were more willing to act in a role of an expert than as a tutor. They expressed 

feelings of uneasiness in cases where everything did not go as planned, e.g., in 

situations where the pupils managed to fulfil the given assignments faster than 

expected, or when the pupils were not responsive for guidance. The students were 

acting as experts in their own subject matter, which seems to be supported by the 

contemporary teacher education, based on the findings of this study and on earlier 

research (e.g., Jalkanen et al., 2012). Also, the pupils seemed to be acting in a 

certain role, kindly following the instructions given by the students. 

The discourses around language learning focused on technology, which was to 

be expected as the students’ task was to design learning activities with technology 

and to brainstorm new ways of using technology in language learning in the future. 

The students argued that technology would be an excellent add-on for more 

mundane tools and activities, such as books, music, films or reading and acting. 

According to the students, they would use technology in special occasions in their 

teaching in order to include the aspect of entertainment in school-life. To put it 

more simply, they would use technology for fun and games few times a term. Even 
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if the instructor of the course encouraged the students to be innovative in the use of 

technology, its implementation during the theme week remained rather narrow. It 

became evident that the students were not ready to leave old traditions behind, nor 

actually willing to test and try something new and different in foreign language 

teaching and learning (see also Warschauer, Knobel and Stone, 2004; Jalkanen et 

al., 2012).  

The interaction order in this research case echoed sociocultural ideas about 

pedagogy, including versatile possibilities for participation and interaction. The 

students instructed the pupils about the proceedings at the beginning of the 

workshops. The pupils worked in pairs or in small groups and the students guided 

the learning situation when needed. The need for guidance was mainly evaluated 

by the students, thus, some occasions emerged in which the pupils seemed to refuse 

the offered help. In the course of action in the workshops, it was possible to see that 

most of the interaction was carried out in small ‘withs’, also the students appeared 

to prefer communicating in pairs with the pupils, except for in the workshop dealing 

with music and the translation of the lyrics, where one student alone took care of 

the tutoring.  

When examining the action during the theme week through the researcher’s 

lenses, it is possible to claim that this course did not offer many new or innovative 

activities for learning. Many of the learning tasks were similar to those that the 

author had experienced in her own teacher training in the 1980s, with the 

technology of that era. Nevertheless, it has to be pointed out that the course offered 

many new experiences to the students and pupils. According to most of the students, 

this was the first time when they had been in actual contact with young foreign 

language learners. Similarly, based on the pupils’ reactions, this was the first time 

when they had tried something different in their English lessons; something 

different from working with text and exercise books.  

The third research case managed to create new discourses, introduce (at least 

temporarily) new interaction order and offer some seeds for change in the 

trajectories of the participants. The case made the pupils, teachers (of the school) 

and the students see new ways of working, even with rather limited language skills. 

Importantly, the case also managed to prove that interaction in a foreign language 

at the early stages of the language learning path is possible and that interaction 

supports the motivation to learn more.  

Steel and Levy (2013) argue that young people have stronger agency as 

learners than before as they tend to draw upon their own familiar technologies 

rather than the technologies provided by the school. The findings of this school 
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intervention support earlier research on the gap between school life and everyday 

life of learners. Current university students’ everyday life is to a great extent 

multicultural, multilingual and multimedial. Nevertheless, the learning culture of 

the university still seems to guide students towards solitary rather than collaborative 

work, contrary to the collaborative literacy practices of leisure-time and working 

life (Jalkanen and Taalas 2013). According to Jalkanen et al. (2012, p. 15), many 

students feel that they have not gained sufficient support “to be empowered as 

designers and implementers of innovative pedagogical models”. Language learning 

in schools is still mostly built on text books, and the activities tend to be largely 

teacher-led, in most cases also designed by the teacher. Further, teaching and 

learning practices seem subject-centred even if interdisciplinary connections are 

encouraged (ibid.). Nyman (2004, p. 280), argues that many institutional factors, 

physical classrooms, curricula and teaching schedules among other factors may 

explain the stability of traditional teaching practices. Hildén and Salo (2011, p. 239) 

claim that one of the challenges in teachers’ professional development is to give up 

traditional ways of performing as a teacher. 

As the result of this research case, the interest of the research shifted to observe 

language students’, i.e., prospective language teachers’ views about current 

language learning and teaching and to study how they would envision the future of 

foreign language education. This situation called for more research, and the fourth 

research case began to assume its definite form, which will be discussed as follows.  
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7 Case Four: Envisioning Foreign Language 
Education 

Scollon and Scollon (2004, p. 160) define action as a moment in time and space in 

which the historical bodies and the interaction order of people and the discourses 

intersect. Each of the discourses can be thought of having a history leading into that 

moment, and a future leading away from that moment in arcs of semiotic cycles of 

change and transformation. For this research case, we invited university language 

students, i.e., future language teachers, to participate in a workshop for weighing 

the current practices and brainstorming the future visions of foreign language 

education. Our goal was to encourage the students to consider, if there were any 

issues in the present language teaching and learning practices which needed either 

improvement or refinement, or if there were any practices completely out of date 

or valued only by the teacher. Furthermore, we were aiming at giving the students 

a possibility to generate innovative ideas for the future foreign language teaching 

and learning practices.  

As earlier discussed in chapter two of this study, the practices of language 

education have been changing slowly in spite of the emergence of new practices 

for learning and communication, and despite the fast development of technology. 

As for the university students, attempts have been made to create discussion and 

practical experimentation on some courses to broaden their visions concerning 

foreign language teaching and learning in the technology-rich world in the future 

(see e.g., Kuure, Keisanen and Riekki, 2013).  

This research case functioned as the fourth landmark event (de Saint-Georges, 

2005). Its findings guided the following phase into a certain direction, which will 

be presented at the end of the case description. This research case aimed at 

answering the second research question: What kinds of discourses, interaction 

order and historical bodies emerge in the research cases? The analysis focused on 

the students’ perspectives. The following example describes the author’s thoughts 

at that point of the research.  

(27) University course, a probe workshop, Landmark Event 4 

A couple of students from Information Systems visited my English lessons. They 

introduced the use of cultural probes to me and to a group of 22 pupils in the 

ninth class. The pupils were invited to carry a stone in their pockets for a week 

and to keep a diary of this action. This stone, even if it was an ordinary stone, 

would be a magical gadget helping the pupils communicate with others in some 
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way. It seemed that the pupils had great fun with this task, and even if the task 

did not seem serious, the pupils reported their experiences and the ideas 

provoked by the stone seriously. In addition, the probes had somehow managed 

to encourage shy and not so talented pupils to express their ideas more than in 

traditional methods (e.g., an essay on a given topic or a letter to a certain 

person). 

In fact, I was so impressed by the seriousness of the pupils’ diaries that I wanted 

to experiment the probes further. Thus, I was eager to study the method more 

profoundly and to test probes in different circumstances.  

This research case presents a study on a workshop, in which students of English 

Philology were envisioning the future for foreign language learning and teaching. 

The workshop was built on the probe approach (Gaver, Dunne and Pacenti, 1999). 

The analysis of the data will first illustrate the discourses in place, focusing mainly 

on the students’ speech and interaction order. Then, the role of the participants’ 

historical bodies will be reflected on more thoroughly.  

7.1 Probes as Design Tools 

Probe work can be seen as a cycle in which the analysis of the current practices 

initiates the design of the future practices. These newly designed practices then 

become current practices, and the imaginative design process begins again. The 

approach introduces collections of evocative tasks meant to bring about 

inspirational responses from the participants (Gaver et al., 2004). Probes also give 

the participants resources for interpreting their own practices by encouraging them 

to critical reflection (Gaver et al., 1999; Vetere et al., 2009). Figure 13 below 

presents the probe cycle.  
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Fig. 13. Probework in RC2. 

One goal of this research case was to examine, if the language students were willing 

to change their ideas of language teaching and what kinds of new ideas they might 

have for the future. Thus, the students were asked to reflect on the consequences of 

the technological development for teaching and learning. In other words, the 

workshop also aimed at expanding the students’ understanding of the rapidly 

developing new technology and its influence on everyday life, society, work, 

architecture and education system in a situation when the number of foreign 

language learners was decreasing (see e.g., Kangasvieri et al., 2011). To summarise 

this in terms of nexus analysis, this research case was aiming at capturing the 

moments where the semiotic cycles would take new directions (Scollon and Scollon, 

2004, pp. 167–169). The workshop was advertised as shown in example 28 to 

potential participants. 

(28) Project Advertisement 

Developing Futures for Language Learning and Teaching, 4 ECTS credits  

Technology is developed at a fast rate, teaching practices change slowly. Even 

though it seems that pupils and students have an increasing influence on their 

own learning, everyday school life still rolls around books and selected texts 
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as it has been doing for about a hundred years. If you agree that it is time to 

change the situation, you can now join us in designing new technology-rich 

learning environments and new teaching practices. We are looking for a small 

group of students who would participate in this small-scale intensive project, 

which would at the same time be an elective course. The description can be 

found below. If you are interested, contact the course teacher: 

firstname.lastname@city.fi  

Time of the workshop: 18th of October at 9–12  

Place: to be announced later 

The workshop will be recorded for further research. In case you are interested, 

you will be able to use the project data for your own research, e.g. in a 

Candidate's Thesis, a Seminar Paper or Pro Gradu Thesis. The workshop and 

the short reflection papers are completed next week, but the deadline for the 

term paper can be agreed upon with the participants. 

The course advertisement was purposively provocative (see the four first lines). 

Evidently, it attracted a certain type of students; prospective language teachers who 

were, first of all, willing to envision the future and who were furthermore interested 

in seeing some changes taking place in the current teaching and learning practices. 

7.2 Probes Creating New Discourses 

This study will concentrate on a group of three students; one female and two male 

language students, who were attending their language teacher training at that 

moment. The probe workshop was captured on video and photographs; the post-

workshop phase was documented in the students’ reflection papers describing their 

experiences about the workshop and the probe method. After the workshop, the 

students were also asked to write a term paper illustrating their views on the future. 

The data were later analysed through nexus analysis (Scollon and Scollon, 

2004). The quoted text examples in this research case are original; all written work 

was carried out in English. The transcribed video captures are translated from 

Finnish by the author. 

According to Gaver et al. (1999), the use of probes aims at provoking new 

thoughts, detaching from conventional thinking patterns through activity and at 

reflecting on current and future actions. The work starts with an analysis of the 

current situation and proceeds by imagining the improved future with an item 
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which helps to find inspirational new practices or new ways of thinking (Gaver et 

al., 1999; Gaver et al., 2004; Vetere et al., 2009).  

The first step of the workshop included an analysis of current and old teaching 

and learning practices, i.e., practices which the participants had experienced by 

themselves. The participants worked with the help of a dimensional model of affect 

(Russell, 1980; see figure 14), which was modified to analyse emotions and 

learning results triggered by current teaching practices. The second phase of the 

workshop concentrated on crafting an artefact, a language learner of the future, with 

tools such as cotton, cardboard, glue, colour pens and some decorative items. The 

third step was carried out in the form of a reflection paper, in which the students 

were asked to weigh the current practices and the future, as well as to describe 

thoughts and experiences the workshop had evoked. The final step was a writing 

task, a term paper in which the students imagined themselves working as language 

teachers in the year 2030. The phases of the workshop will be described in detail 

as follows.  

In the first phase of the probe work, the students were asked to consider the 

teaching practices they thought were prevalent and mark them on the dimensional 

model of affect (see figure 14). The model was a grid with one axis reaching 

between the emotions of pleasure and displeasure, and the other axis between high 

and low learning results. The participants were engaged in critical discussion 

sharing their experiences and knowledge about the methods of language teaching 

they were familiar with, as either former school pupils, as teacher trainees, as 

language students, or as future language teachers. 
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Fig. 14. Model of affect (modified from Russell, 1980). 

The model of affect above invited the students to analyse the current teaching and 

learning practices by taking a critical look at various activities in language lessons. 

The students placed the activities onto the model based on their thoughts, feelings, 

and emotions they had experienced during those activities. The model of affect was 

not aiming to represent an extensive picture of language learning, but rather to 

function as a probe to elicit discussion around learning and teaching. The following 

figure (15) presents how the students filled in the model of affect. 
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Fig. 15. Students’ analysis of current learning and teaching practices using Russell’s 

(1980) model.  

When analysing the completed model of affect, it became clear that many of the 

current teaching and learning practices do not bring about any feeling of 

satisfaction, nor produce high learning results according to the students. For 

example, small tests were seen as something that caused feelings of displeasure or 

nervousness but, on the other hand, these tests resulted in high learning results. 

Watching videos was seen as relaxing, but the learning results remained low during 

that activity. It seems that teaching practices in foreign language education have 

changed quite slowly and teaching still strongly relies on text and exercise books 

(see also Jalkanen, 2015). Exercise books were seen more constraining than 

affording, in fact, the students wanted to forbid the use of them in language lessons. 

This phase of the workshop brought into foreground cycles of discourse 

starting from the students’ own experiences in primary school. One of the students 

pointed out the feelings of relaxation and happiness at moments, when the pupils 

had been allowed to sit down on the floor in front of the blackboard while learning 

the letters which the teacher had drawn on the blackboard. Another student 

remembered, how the replacement of the teacher’s table from the front of the 

classroom to the side had caused a feeling of excitement; on the one hand, the 

teacher was no longer looking at the pupils all the time but, on the other hand, the 

teacher could now observe the classroom without the pupils actually knowing it. 
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These occasions were remembered with positive sentiments. The third student 

claimed that s/he did not remember much of the time at primary school. All of the 

students seemed to be willing to skip the time they had spent at the lower level of 

secondary school. However, the upper level of secondary school brought back 

many memories, especially in terms of various tests. Example 29 below illustrates 

a discussion around listening comprehension tests, which according to the students, 

belong to typical activities of language teaching and learning in today’s upper 

secondary school. In the examples, the students are referred to as S1, S2 and S3. 

(29) Probe Workshop 1 

S2: There is something exciting there and...then also, well how about the 

listening comprehension tests then, as we have word tests  

S2: There (points at the map) we have the word tests but they are totally, but 

what about those listenings  

S3: Listening comprehension...I myself was surely most afraid myself even if 

they went like the average, quite well, and when one feels that if you don’t hear 

that one word...  

S2: yyhm   

S3: or that one has to, all the time, one has to, one must hear this now  

S2: hmmm   

S3: alarmed  

S2: totally completely alarmed  

S3: yeah  

S2: like absolutely shocking and not in any way excited  

S1: Then it felt a bit like does one dare to breathe and if one breathes at a 

wrong moment one misses the word  

S3: I would place it here, right in the corner, like it is really high and then really 

S2: It is just bad...it is just hard as one should be...one should be truly relaxed 

so that it would go...  

S3: yeah  

S2. well  

S2: But it...it simply is so difficult, somehow. Let’s place it there, to the top 

corner, the listening comprehension test  

In Finnish:  

S2: Siellä on jotaki jännittävää ja…ja myöski, entä sitte kuullun 

ymmärtämistestit, niin ku meillä on sanakokeet  
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S2: Tuolla (osoittaa karttaan) on sanakokeet, mutta ne on täysin, mutta entä ne 

kuuntelut  

S3: Kuullun ymmärtäminen…Mää ite varmaan eniten pelkäsin ite vaikka ne 

meniki niinku keskinkertasesti, aika hyvin, ja ku tuntuu että jos et kuule sitä 

yhtä sanaa…  

S2: yyhm  

S3: niin tai sen yhen täytyy, koko ajan, yhen täytyy, yhen täytyy kuulla tämä nyt 

S2: hmmm  

S3: hälyttävää  

S2: totaalisen täysin hälyyttävää  

S3: joo  

S2: niinku ihan täysin shokeeraavaa eikä millään tavalla jännittävää  

S1: Sitte tuntu, että uskaltaakoha sitä hengittää ja jos hengittää väärällä 

hetkellä, nii se sana menee ohi  

S3: Mää sijottaisin sen tänne, ihan nurkkaan, se on niinku tosi korkealla ja 

sitte tosi  

S2: Se on vaan paha…on vaan vaikeaa ku pitäs olla…pitäs olla tosi rento niin, 

että se menis…  

S3: joo  

S2: no  

S2: mutta se, se vaan on niin vaikeaa, jotenki. Laitetaan se tänne, yläkulmaan, 

kuullun ymmärtämistesti 

Example 29 shows how listening comprehension tests were considered to be 

exciting, though not in any positive way. One of the students stated that these tests 

were alarming because one could barely breathe while concentrating on the 

listening. All other test types were analysed as well. Interestingly, the opinions were 

quite contradictory and ambiguous. The students seemed to agree that tests were 

somehow scary, but if the student had prepared him/herself sufficiently, the feeling 

of knowing the answers and being able to achieve a good mark caused intense 

feelings of happiness.  

All the students concluded that the best way to assess the learner’s skills would 

be to make the learner write something in the target language; the writing would 

proceed from short messages to longer essays according to the learner’s level. At 

the same time, the learner would learn something about the actual topic in addition 

to linguistic issues. This, according to the students, would be an easy way to 

combine school subjects without massive planning and design. 
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The students in the workshop argued how several subjects, such as art, home 

economics and physical education, could be taught in English or in some other 

foreign language. This would offer interesting cooperation possibilities for teachers. 

The students pointed out that schools may have some projects in which teachers 

are working together across subject boundaries and learners might be working in a 

foreign language. Such projects, however, as argued by the students, took place 

only in some schools, involved only part of the school and were limited in their 

duration. Nevertheless, the students found these projects to be a good start for using 

foreign languages in more meaningful situations, and they had positive attitudes 

towards such projects, even if these projects might cause extra work for all 

participants.  

One of the students had followed the International Baccalaureate study 

programme at the upper level of secondary school. Therefore, the student had 

experience in studying all subjects in a foreign language. According to this student, 

the beginning had been a bit problematic while all the terms had not been familiar, 

but the student had soon learnt to cope with linguistic uncertainty and obviously 

learnt the needed terms and contents.  

The probes helped the participants to discuss the nature of the work of a 

language teacher from various perspectives and to make the current practices 

visible. Following the students, the analysis of the current practices opened their 

eyes to understand some of the challenges a teacher may encounter. The following 

example from a student’s reflection paper illuminates this.  

(30) Student’s Reflections1 

The first problematic thing that I realized during the first part of the session 

was that people learn in different ways and find different teaching methods 

more interesting than others. This idea in itself is not new to me but it is always 

a bit shocking to realize. As an aspiring teacher it is a bit disheartening to 

begin to understand the scope of different types of learners and the amount of 

work I will have to do in order to be able to meet the different requirements 

each pupil has. 

As the quote illustrates, the student felt that as a teacher s/he would be responsible 

for good learning results, and that s/he should be able to support each learner in the 

best possible way (see the last sentence). This view does not support the idea of an 

autonomous learner, as a great deal of responsibility of the learning process was 
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pointed to the teacher. Understanding the diversity and multidimensionality of the 

teacher’s work brought forward feelings of concern, inadequacy and even fear.  

The students were asked to reflect on the use of technology in their own foreign 

language studies and in language learning in the future. Two of the students had 

memories of some educational software from their own comprehensive school 

years. All of them remembered to have studied on the net during their school years 

at the upper level of secondary school. One of the students pointed out that many 

schools had spent plenty of money on purchasing technology, mainly computers. 

This might look good in the statistics, but however, this technology was not used 

by all the teachers or all the pupils.  

The fear that technology would have too strong a role in learning was brought 

up frequently. The students thought that school design and development had 

followed technology, whereas technology had not followed the needs of learning 

or teaching. The teachers were not able to use technology, and on the other hand, it 

seemed that technology was not as flexible for pedagogical use as it was thought to 

be. Similar findings have been reported by Nyman (2011, p. 113). It seems that the 

professional development of teachers and the development of the learning 

environment with its tools do not follow similar paths. It is worth noticing that not 

only in Finland but in many OECD countries, teachers’ abilities to integrate new 

teaching methods seem to be limited (European Commission, 2013). The following 

example illustrates the situation at the teacher training school.  

(31) Student’s Reflections 2 

I was training at Norssi last year, and some of the classrooms had been 

equipped with smartboards but I felt that they were used in a very simple way, 

they were used like some kind of a book. The teacher went in front of the class 

and did something ’awesome’ with that smart board, she could have done that 

with the book, too. In a way it was...even if there was new technology, it was 

used like it had old technology built in. 

Example 31 above shows the student’s concern, also expressed by researchers and 

education authorities on the practices which have their roots in the past, and which 

do not change easily (see e.g., Kramsch, 2002, p. 26; Taalas, 2005 and Luukka et 

al., 2008). It seems to be easy to use the technology as a replacement of the textbook, 

without reconsidering its affordances, constraints and consequences for language 

pedagogy in a wider perspective. 
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After the analysis of the current practices, the students were asked to create an 

artefact, which would illustrate their visions on language learning in the future. 

They were given various materials for the work, e.g., cotton, chord, cello tape, 

colourful papers, glitter flakes and wire. Alanen and Kajander (2011, p. 67) argue 

that it is important to reflect on learning from many points of view as learning may 

occur at numerous different levels. Following these thoughts, the students weighed 

their understandings on the ways language learning would develop in the 

technology-rich world in the future. While building the artefact, the students also 

reflected on their personal visions concerning the teaching profession. The artefact, 

in the end, appeared to be a head of a language learner, loaded with memory chips, 

smart lenses and technology for ubiquitous communication (see figure 16). 

 

Fig. 16. Language learner of the future, built by the students. 

As learners themselves, the students had not had much contact with technology 

during their school years. However, the students saw the future of language learning 

as filled with technology. In fact, they saw that technology would be eventually 

entering every aspect of learning, and teachers would be managing considerable 

amounts of information, serving the information in suitable chunks to be utilised 

when needed. The role of the traditional language teacher would transform into 

designing and engineering, and taking care of the learners’ needs on virtual learning 

environments. Also, the teacher’s role in the curriculum design would be more 

important than today, as stated by the students. 

The students’ reflection papers presented feelings of fear and worry about 

technology entering schools without pedagogical planning. Example 32 shows 

what one of the students wrote in his/her reflection paper: 

(32) Probe Workshop 4 

We should not move toward a more technological learning environment just 

because such an environment is available i.e. the teaching should not be 
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designed to fit the environment but the environment should be designed to fit 

the teaching instead. 

As seen in the quote above, the student expresses a thought about pedagogically 

designed technological environment. However, s/he does not see him/herself as an 

active designer of such an environment. This opened the author’s eyes to a new 

challenge; how to make two different worlds, i.e., those of a linguist and a 

developer of technology meet each other (see RC5). 

7.3 New Directions for Personal Trajectories 

Despite a long emphasis on various learner-centred approaches in the Finnish 

school system, the students felt that the role of the learner still remains more passive 

than active. This was not seen to be the learner’s own decision, though. According 

to the students, right kind of action was lacking from the current learning and 

teaching practices, and the current practices encouraged the learners to take a more 

passive role in the learning situations. The students wanted to have ‘real’ action in 

language lessons. In other words, they wanted to perform real-life tasks such as 

cooking, guiding someone to another place, playing games or interviewing others 

instead of ‘unreal’ action, such as filling in the exercises, listening to the CD or 

using ready models for conversation.  

Most prospective language teachers have a relatively long school history as 

learners. It is evident that their historical body is well filled with different 

experiences of teaching and learning, mostly in traditional classrooms where 

learning was orchestrated by the teacher. The students agreed that learning practices 

have changed and are still changing, but, however, teaching practices tend to follow 

old traditions (see also Ruohotie-Lyhty, 2011). The historical bodies of the 

participants in the professional teaching community seem to follow their previous 

trajectories while the learners seem to adapt to the changing environment, and 

especially to the ubiquitous technology, in their free time. Schools still have a 

strong tradition in focusing on written language skills as well as on grammar 

exercises (Aro, 2003; Kaikkonen, 2004; Nyman, 2004). These traditions may cause 

feelings of safety and comfort for some people.  

The role of the participants’ historical bodies became more and more evident 

in the course of the research. In this case particularly, the students reflected on their 

experiences of language learning, on the teachers they had encountered in their 

language learning path and on various learning tasks they had completed during the 
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years. It became visible how the semiotic cycles had transformed the participants’ 

understanding about language learning, as presented in figure 17 in the following. 

 

Fig. 17. Semiotic cycles in the students’ discourses.  

Figure 17 above presents the semiotic cycles in the discourses of the students in the 

probe workshop. According to Scollon and Scollon (2004, p. 160), action can be 

understood as an intersection of three elements; historical bodies, interaction order 

and discourses in place. All these three elements have a history that leads into that 

moment and towards future from that moment in “arcs of semiotic cycles of change 

and transformation”. Nexus analysis aims at mapping those semiotic cycles, in 

which the action is occurring (ibid.). 

During this workshop, the students realised that language learning is a durable, 

complex process. In the case of these students, they seemed to place their first 

memories of encounters with foreign languages into primary school. Even if they 

did not report any actual language learning activities from that time, they 

remembered the relaxed atmosphere and some changes in the physical layout of the 

classroom, e.g., the moving of the teacher’s table, which had resulted to even more 

relaxed atmosphere from the learner’s perspective. To phrase this in other words, 

the changes in the physical layout of the classroom had contributed to changes in 

the interaction order, which in turn, created affordances for learning in that 

particular environment.  
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As the students moved on in their language learning path, they obviously 

encountered many teachers, many other learners, various learning tools and 

environments. The following cycle in the discourses placed the students to the 

upper level of secondary school. This phase was remembered as unnerving and 

stressful due to regular tests and plenty of issues to be learnt, as stated by the student 

who studied in the IB school. Evidently, all these students took their language 

learning seriously and they decided to continue to study foreign languages further. 

The following cycle took the students to the university. 

Due to the nature of the assignment, the discourses soon took a direction 

towards teaching; a critical look was taken at the activities that had been carried 

out in the teacher training school. Especially, the use of smart boards evoked strong 

opinions, as can be read in example 31. The words “she could have done that with 

a book” in the example made the researcher think, on the one hand, about the 

powerful role of the book once again (see also Luukka et al., 2008; Salo and Hildén, 

2011). On the other hand, the researcher found herself wondering about the attitude 

towards the use of technology. It seemed that technology was often used in 

occasions and activities, in which it was not actually needed at all. The author was 

puzzled by some reoccurring questions at this point of the research: Do we actually 

still need a book to learn a foreign language? Would our conception of language 

and learning change if we used different means in learning and teaching? What do 

we learn a foreign language for? Again, these questions will remain unanswered at 

this point but they will be returned to in chapter nine. Indeed, the author agrees with 

Mutta, Lintunen, Ivaska and Peltonen (2014, p. 9) on the need to reconsider the 

traditional approach to language skills.  

The last semiotic cycles of the discourses took the students to the future in the 

form of a term paper. The students’ final task was to envision their own professional 

future. At this point, the students seemed to have realized the large variety among 

learners. Even if the topic had been discussed earlier in their pedagogical studies, 

the critical analysis around the model of affect had actually made them understand 

the situation clearly for the first time, as one of the students stated. In their term 

papers, the students returned to the use of technology. They argued that as 

technology will be more and more ubiquitous, teachers will have to gain more skills 

to use technology in multiple ways. They should also be able to solve many 

technical problems in addition to linguistic issues (Riekki, 2014).  
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7.4 Summary of the Case 

It is possible to look at the students’ emerging historical bodies through landmark 

events or time/space stations (de Saint-Georges, 2005) as follows (figure 18). 

 

Fig. 18. Time/space stations in the students’ language learning path (adapted from de 

Saint-Georges, 2005). 

For these students, primary school, upper secondary school and university 

functioned as time/space stations or landmark events (de Saint-Georges, 2005), at 

which their own understanding and ideas about language learning took new 

directions. Even if the fourth time/space station, i.e., future work life, remains 

unexplored at this moment, reflections concerning individual experiences during 

the workshop may support these students to continue reflecting on their own actions 

as teachers and offer them seeds for supporting change when necessary.  

It is important to encourage language students and young teachers to act 

innovatively in their professional life and this should be more actively carried out 

already in teacher education. The students felt that they were strongly guided to 

perform their future profession behind the closed doors of a classroom, teaching 

strictly their own subject. Jalkanen et al. (2012, p. 15) claim that Finnish student 

teachers feel that they have not been sufficiently supported in teacher education “to 

be empowered as designers and implementers of innovative pedagogical models”. 

Students should be encouraged to take an active stance towards testing and 

developing new teaching practices, and towards cross-curricular collaboration with 

other teachers and pupils.  

At the time of this research case, school curricula for language learning tend to 

follow traditional, text-book-based approaches while the affordances of technology 

are largely ignored (European Commission, 2007/09). Even if technology was, and 

had been entering schools for a number of years, Häkkinen and Hämäläinen (2012) 

report on a great variety in terms of available ICT and its pedagogic use in Finnish 

schools. The situation in the field was contradictory; large sums of money were 

spent on equipping schools with technology but not enough attention was paid to 

train teachers to use the technology in meaningful ways. Also, the students in this 
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research case pointed out in many occasions that teacher education did not offer 

sufficient tools for teaching with technology. 

Within this research case, probes functioned as mediational means. Probes 

contributed to creating certain type of interaction order, i.e., students discussing in 

a small group and reflecting on the action, i.e., foreign language learning and 

teaching, from various perspectives and in different roles, thus, creating plenty of 

discourses in that situation.  

The modified model of affect (Russell, 1980) facilitated the critical analysis of 

current practices and the building task (see the end product in figure 13) provoked 

new thoughts on learning and teaching. The probes elicited discussion and made 

the students explore their own historical bodies as learners and prospective teachers, 

and mark some important time/space stations (de Saint-Georges, 2005) in their own 

foreign language learning. On the other hand, we can take a deeper look at the 

discourses among the students and see various mediational means appearing as 

means for learning in these discourses.  

The role of technology was foregrounded many times by the students. The 

students expressed a fear that they would not be able to handle all technical tools 

available in schools. They also stated their worry about technology entering schools 

without proper pedagogical background design. The changing role of the teacher 

was brought about in the students’ reflections, too. According to the students, 

language teachers will transform into “knowledge wizards”, who would be able to 

serve any needed information in reasonable chunks and in suitable form for learners. 

The following figure (19) presents the main findings of the fourth research case by 

illustrating the three elements of social action (Scollon and Scollon, 2004) as they 

were visible in the case.  
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Fig. 19. Discourses around probes (adapted from Scollon and Scollon, 2004). 

The case concentrated on three students evaluating current learning and teaching 

practices and envisioning new practices for the future. In the course of the 

workshop, the students reflected on various time/space stations (de Saint- Georges, 

2005) during their language learning history. They presented their reflections from 

various perspectives; as a language learner in different phases, as a prospective 

language teacher and as an emerging change agent. The perspective of an emerging 

change agent was detected firstly through the nature of the workshop; the workshop 

was advertised in a provocative manner to attract students who were ready to look 

for change. Secondly, the findings indicated that the students actually recognised 

the need to change many prevalent teaching practices.  

When examining the discourses in place within this research case, it was 

possible to see that many issues worried the students. They felt inadequate to 

function as teachers for various reasons. Firstly, the critical analysis of the current 

teaching and learning practices opened their eyes to comprehend the versatility of 

learning styles. As young teachers, they were facing worries about their abilities to 

meet the needs of each learner and to support each learner in the best possible way. 

Secondly, the students expressed anxiety about their skills to use technology. 

According to the students, technology was entering schools too quickly, without 

anyone paying attention to pedagogical needs. This was alarming, as the students 

stated. The students pointed out that their teacher education had not prepared them 



135 

sufficiently to work with technology, even though they admitted that they should 

be ready to use technology in their future work as language teachers. In fact, the 

students realised that the role of technology will continue growing in the future and 

they should be able to redefine the meaning of the notion of ‘the language learner 

of the future’ as well as the role of the language teacher. In addition, there is a need 

to reconsider the traditional approach to language skills (see also Mutta, Lintunen, 

Ivaska and Peltonen, 2014, p. 9).  

In other words, the students argued that everyone should be ready for 

permanent change in their professional lives. The idea of permanent change 

through particular landmark events (de Saint-Georges, 2005) became evident in 

this research case. It became obvious that some experiences in people’s lives can 

promote change, whereas some can obviously hinder change.  

Based on this research case, it is possible to conclude that we can observe 

interaction order at least from two levels; as it appears at the time of speech and as 

it is described within action either in the past or future. The participants’ historical 

bodies emerge in an important role in analysing current action and in designing 

future action. We can facilitate interaction by various mediational means, such as 

probes in this case. Certain types of tasks can support the participants to analyse 

current actions in the light of the historical bodies, i.e., personal experiences, in 

order to see whether current action is reasonable. All this may encourage the 

participants to see themselves as change agents for designing future action 

innovatively.  

As mentioned earlier, probes can be seen as a mediational means for affording 

new discourses and even actions. In this case, probes functioned as an elicitation 

method contributing to a lot of talk offering a window, through which to analyse 

social action from various perspectives. While the students were reflecting on 

themselves as teachers, the old traditions kept resurfacing for example in the 

discourses concerning the use of books, use of technology or types of activities in 

the language lessons. Especially, the use of technology caused plenty of conflicting 

discourses. On the one hand, the students admitted that technology would enter all 

possible aspects of life and it would become even more ubiquitous and mundane 

than it is today. On the other hand, they expressed serious concerns about their own 

abilities to manage with the fast developing new innovations, and the diversity of 

learners with talents and disabilities of different levels. It was possible to bridge the 

gap between most of the conflicting discourses by versatile peer discussion with 

the help of the probes. The affordances created by the method seemed to support 
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the growth of the teacher identity in this case, especially in the situation where the 

students were designing future practices for foreign language learning and teaching. 

One of the main goals in nexus analysis is to understand how the current action-

practice and the mediational means came into the historical body of the participants. 

As Scollon and Scollon put it, it is important to include all the relevant participants 

who are in the supporting roles in our action (Scollon and Scollon, 2004, p. 160). 

The growing role of technology in all learning and everyday life as well as the 

lacking skills and competences to use technology in foreign language education 

were foregrounded in this research case by the students. These discourses worked 

as seeds for the design of the following research case; a case in which language 

students and researchers of technology would resemiotise (see Scollon and Scollon, 

2004, p.170) not only objects but also their individual semiotic cycles in a 

collaborative design project.  
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8 Case Five: Mapping Shared Interests  

Rapid development of technology transforms our daily practices, including 

learning, in various ways (see e.g., Bradley, 2013). Affordances for interaction, 

collaboration and networking are abundant, providing a natural, multilingual 

habitat for increasing numbers of people from an early age (e.g., Engeström, 2009; 

Pachler, Cook and Bachmair, 2010; Wohlwend and Hansfield, 2012). In the course 

of years, considerable investments have been directed to equipping schools with 

computers and other educational technologies. Likewise, efforts have been made 

through curriculum and material design to transform pedagogic practices to meet 

the needs arising from everyday life. Nevertheless, these investments seem to have 

provided controversial results: as mentioned earlier in this study, there are great 

differences between schools in terms of available resources as well as in pedagogic 

practices (Häkkinen and Hämäläinen, 2012; European Commission, 2013).  

The ongoing changes in understanding and defining literacy and learning, 

together with fast-rate technological developments place the language educators in 

a challenging position. Recent research highlights the importance of seeing the 

phenomena from a broader perspective as embedded in our technology-rich 

everyday life and beyond the classroom (see e.g., Benson and Reinders, 2011). 

However, a common strategy for language teaching seems to be letting the text 

book lead the way as the main source of information in foreign language learning.  

The following example 33 presents the author’s thoughts at this point of the 

research. 

(33) Cross-disciplinary interaction, Landmark Event 5 

In one of the previous research cases (RC3), we had had an opportunity to work 

with the researchers of Information Technology and Engineering. These 

researchers were developing applications for mobile devices to be used in 

various learning activities. As the use of technology was foregrounded by many 

of the language students in the previous research cases, both in negative and 

positive perspectives, I found myself wondering whether we could continue to 

work with the researchers of technology.  

It had become evident during the previous research cases that, in fact, we do 

not know much about the field in which the researchers of technology work. On 

the other hand, these researchers seemed to have equally out-dated knowledge 
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about modern foreign language education. Thus, the idea of bringing people 

from different fields together was reborn.  

This research case focuses on a group of language students participating in a 

university course, which was dealing with new ways of language teaching in the 

technology-rich world. More precisely, the group participated in a project, which 

aimed at designing a language learning tool including a mobile device. The case 

aims at answering the second research question: What kinds of discourses, 

interaction order and historical bodies emerge in the research cases? Even if the 

students were considered to be the main participants in the case, the data analysis 

included all the discourses, i.e. also those of the technology developers involved in 

the case. The analysis of the case was carried out following the principles of nexus 

analysis (Scollon and Scollon, 2004). 

8.1 New Understandings and Resemiotisations 

There were altogether 19 students on the course. Half of the students were studying 

to become language teachers and the other half had more general professional 

orientation in their studies. The course was one of the elective courses that the 

students could include in their advanced studies. The course involved 13 classroom 

meetings as well as work in teams face-to-face and online. In the first phase, the 

students were given an orientation leading to the course topics and activities. A 

brainstorming session, future workshop, was conducted to explore the nature of 

language learning now and in the future. The students were encouraged to envision 

future socio-technical developments and to rethink language learning and teaching 

with respect to the need for change in current pedagogic practices. The teachers 

gave short lectures on the topics as well, with the aim of broadening the 

perspectives further. The participants were then divided into groups, which directed 

the work towards their topics of interest.  

One of the groups was chosen for special attention in this research case, as it 

had the opportunity to work with researchers from the field of Computer Science 

and Engineering. There were five male students in the group. The goal of the 

collaborative work was to design a mobile language learning application based on 

Near Field Communication (NFC) technology (see Pyykkönen et al., 2012).  

The data of this research case comprised video and audio recordings as well as 

documentation of classroom sessions, online work and meetings between the 

student group and developers of technology. The questions to be answered focused 
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on what was going on in the co-design sessions among the technology developers 

and language students. More specifically, attention was paid on what kinds of 

discourses, interaction order and historical bodies were evoked through the 

collaborative design work. Co-design, i.e., design involving participants from 

different disciplines throughout the work from the design to end product, was seen 

as a prominent concept in this case. As its best, this type of a working method would 

promote genuine participation (Crabtree, 2003), and enable learning at various 

levels among all participants. In other words, the working method would function 

as a tool for offering possibilities for resemiotisations and transformations related 

to the participants’ historical trajectories.  

The language used throughout the course and design meetings was English. 

Thus, all the examples and video captures presented in this case are in their original 

language and original form.  

In the first phase of the course, the participants were asked to brainstorm what 

kinds of human needs the new learning concepts were to fulfil, and possible 

applications for these concepts. The students’ suggestions for the needs were the 

following: 1) action and play, 2) engagement, 3) encouragement, 4) challenges 

including problem-solving and authenticity, 5) interaction, 6) multimodal meaning-

making, and 7) intuitiveness. RC4 had successfully used probes in order to evoke 

reflection on teaching practices. Probes were also introduced during this course 

while making attempts to design new and innovative ways for teaching and learning. 

This time, the teachers of the course decided to test Lego blocks as tools (see figure 

20), for elaborating ideas for future foreign language learning (Gaver et al., 1999; 

Gaver et al., 2004; Vetere et al., 2009). Lego blocks, which evidently do not belong 

to language students’ everyday learning tools at the university, seemed to work 

quite well in this respect. 
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Fig. 20. Students at work. 

Inspired by the thoughts evoked through the probe session, the teams then 

continued developing their learning and teaching concepts according to specific 

guidelines. The concept specifications required creating a persona of a typical user, 

and presenting the actual learning concept. The following example sheds light on 

the concept and persona created by the students.  

(34) Santeri 

The concept of Interactive Language Adventure as designed for this project is 

targeted to students from ages 13 to 16. The NFC tags and this particular 

concept could naturally be used with younger pupils as well, but only with some 

alterations making the game and its contents simpler for learning the basics of 

English. A suitable example user of ILA is Santeri, a fictional persona created 

to illustrate the most fitting user group for the application. 

Santeri is a 15-year-old student in the 9th grade in a Finnish comprehensive 

school. Santeri is an average students in terms of grades, but his strengths are 

in the natural sciences, such as mathematics, physics and chemistry. He enjoys 

sports and gaming and is a sufficient user of computers for his age. Santeri is 

a regular young guy who is out-going and has good social and interactive skills. 

He likes hanging out with his friends and making new ones, both in real life 
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and online. His social nature extends to school as well; group based exercises 

and tasks are his favourite school work and Santeri often ends up assuming the 

role and responsibilities of group leader. 

In the future Santeri hopes to study physics at university level and will therefore 

continue his studies in upper secondary school after comprehensive school. 

Santeri excels in mathematics and physics but struggles in his language studies 

and is below average level in English and Swedish. He is afraid that this will 

become a considerable problem during his upcoming years in upper secondary 

school and eventually possibly prevent him from getting into a university. 

Santeri desperately needs new and stimulating ways of learning languages to 

increase his chances of succeeding in upper secondary school and to give him 

a boost of confidence. 

Looking at any complex and rhizomatically transforming phenomena (Deleuze and 

Guattari, 1980) requires a particular kind of research approach. This study is drawn 

upon the research strategy of nexus analysis, which aims at illuminating the 

intersecting discourses that are traceable in the data (Scollon, 2001; Scollon and 

Scollon, 2004; Norris, 2004). For further investigations, the notions of historical 

body, discourses in place and interaction order were foregrounded, and the idea of 

resemiotisation was discussed in the context of the case. Figure 21 below presents 

the discourse topics emerging in the video data filmed in the design meetings.  
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Fig. 21. Discourses circulating in the design sessions. 

When focusing on the discourses in place, it was possible to see seven discourse 

topics, which could be distinguished between the language students and the 

developers of technology in the co-design sessions. The first of the topics focused 

on the language teachers' professional practice. The developers of technology asked 

questions inviting the students to bring forth their views on the use of specific 

technologies from the language teacher’s point of view. One recurrent question was: 

“Would you as teachers take this into use?” Questions of this type would produce 

evaluative discussion on the suitability of the application in daily language teaching. 

On the other hand, this seemed to be the first time, when these language students 

were seen and treated as language professionals. In the course of the meetings, the 

students’ self-confidence grew, and they started to provide answers in the role of a 

language teacher rather than as a language student.  

The language students were still taking initial steps as technology designers, 

thus, a considerable amount of time was spent on discussing aspects of technology 

on a more general level; what kinds of activities technology could afford and how 

the application would function. In the second co-design session the participants 

were already more experienced and more time was allocated to discussing the 
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actual contents of the application. On the basis of the video data, it was possible to 

see some recurring activities throughout the interaction. Firstly, the developers of 

technology were presenting different aspects of the application to the language 

students. Secondly, the students were engaged in testing the application and 

evaluating the usability of the software in teaching languages. The students and the 

technology developers were also brainstorming together for alternative solutions, 

possible uses and paths for further development.  

The co-design sessions offered a learning situation for all participants. The 

language students learnt about application design and the developers of technology 

acquired valuable knowledge about the usability of the application, and even about 

attitudes concerning the use of technology in foreign language learning in general. 

The students were enquired about the familiarity of the application and NFC 

technology, as can be seen in the following example. The discussion is presented 

in its original form. TD refers to a developer of technology and S to a student.  

(35) Design Meeting 1 

TD1: Just one question. How do you think, your classmates, like, do they, like, 

see NFC as familiar or are they completely unaware about…what is NFC and 

what to do with it and the possibilities…  

S4: Our classmates on the course right now?  

TD1: Orr, your classmates in English or the ones that are going to be teacher 

S1: I haven’t really talked to anyone about this that much  

S2: I don’t think that many have heard about it  

S4: Yeah…  

S3: yeee  

S5: I think pretty much no one knows  

S2: I don’t have any evidence to support that but I think so  

S1: At least, when I talks to a single friend about this last weekend, he knew a 

lot more about, more about it than I did…technology…  

S4: Right  

S1: But he’s not an English student, so…  

S4: Yeah, but at least…  

TD1: Like teacher students in general know…  

S4: I think none of us knew about this technology before this course, I guess?  

All students confirm this by either nodding or shaking their heads.  

S5: Yeah  
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S5: I’ve seen it somewhere but…  

S1: I had an idea about it but nothing specific 

One of the benefits of this kind of cross-disciplinary effort is to learn about and 

from the other discipline. Even though the discussions handled current and partly 

future practices, the participants’ historical bodies emerged in the discourses. In this 

case, it became evident that both the language students and the researchers of 

technology were not familiar with each other’s fields. On the one hand, the 

researchers of technology had based their ideas about language learning and 

teaching on their own experiences, which they had gained mainly in their schools 

as pupils some considerable amount of time before the present time. On the other 

hand, the language students’ understanding of technology was constricted as well, 

at the beginning at least. For example, it seemed to be a surprise for the students 

that technology may be limited in its scope for functions. Another surprise, 

according to the students, was the easiness of creating content for the application. 

Example 36 illuminates this view.  

(36) Design Meeting 2 

S1: When you do one, it’s pretty straightforward to remember how to use it. 

And if you do it multiple times it is very easy to use.  

S2: Yeayea, easy to use…it is, yeah, yeah  

TD1: The thing, well TD2 can discuss with you, but we know that it is very 

limited right now   

(All students nodding.) 

Current practices of language teaching were discussed, too. The developers of 

technology clearly needed more information and understanding of the situation in 

the field, especially in terms of the use of technology in schools. The technology 

developers were also interested in hearing what language teachers might regard as 

advantages of the application in question. In other words, they were trying to reach 

the perspectives of language professionals, potential users of their application, in 

order to use such expertise in the design and development work. The language 

students were then invited to weigh, whether teachers might use the application in 

their work as can be seen in the following example.  

(37) Design Meeting 3 

TD1: Do you have an estimate of how much teachers use these technologies 

games are played  
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S1: I think several games could be  

S2: Existing material comes…is not that innovative  

TD1: So you would be creating new content yourselves?  

S1+3: yeah 

In addition, various aspects of the school world and the nature of language teacher 

professionalism were weighed. The students portrayed the language teacher’s 

career as a continuum beginning with shorter substitute teacher positions to a more 

independent position. According to the students, the substitute teacher’s hands tend 

to be tied as it is usually the teacher to be substituted who will give the guidelines 

on what should be done in order to ensure continuity from the pupils’ point of view.  

The discussions showed traces of the development of the application, 

especially concerning its usability and functionalities. The discourses also included 

negotiations concerning testing, learner’s possibilities to create content to the 

application and evaluative discussions about the role of the participants. The 

following discussion took place in the end of the design work.  

(38) Design Meeting 4 

TD2: You have been really practical testers, and yes, you have been truly 

helpful (nodding)   

S2: If we learn, everyone will learn (to use the application)…  

TD2: Well…  

S3: This is simple enough already as it is right now, this software, so…  

S2: Yeah, it is 

At the beginning, there were many moments, when shared views were not present. 

Through the recurring phases described above, shared understandings were 

searched for in many areas. The participants’ historical bodies were not particularly 

similar in relation to foreign language learning and teaching, or in relation to the 

affordances of technology. Thus, collaborative work was needed to bring the 

understandings closer to each other. During the discussions concerning the 

application design, for example, the participants were confirming their 

interpretations of terms, such as ‘flow’ or ‘modes’, which were central in the design 

work.  

When the nature of the multi-professional teamwork in question was examined 

more closely, the collaborative configuration appeared to be genuinely reciprocal. 

In other words, the participants were actively taking turns, and they were all 

engaged in problem-solving, explaining, asking for clarification and confirming 
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their understanding. Finding a common language for the participating professionals 

may be a challenge in such collaboration. This is because the understanding to be 

shared covers a broad spectrum of issues such as concrete aspects of language 

learning and teaching situations, the conception of sustainable language education 

and new scenarios of learning, as well as the possibilities, availability, design and 

usability of technology.  

One of the foregrounded discourses concerned teacher education. The students 

commented that use of educational technology in their teacher training was limited 

both in quality as in quantity. According to the students, this was the first course 

during which they had actually been in contact with technology in a pedagogic 

context. Considering the future teachers’ skills and competencies to meet the 

challenges of current changes, it seems that the education of language teachers 

should be examined in a new light. The students should be prepared for becoming 

active participants in multidisciplinary work, e.g., developing technologies, which 

are in harmony with the pedagogical goals for the future. This has hardly been taken 

into account so far in language teacher education (see also Jalkanen et al., 2012).  

8.2 Summary of the Case 

Following Scollon and Scollon (2004, p. 12), social action is accomplished with 

mediational means (see also Wertsch, 1991, 1998; Norris, 2012). According to 

Scollon and Scollon (2004, pp. 164–165), when we aim at understanding the role 

of objects as mediational means, there are some useful guiding question for our 

investigations as follows: “What is the history of this object as a mediational means 

for this action, to what degree is the object designed for the action, and is it a result 

of a resemiotization?” In this research case, technology was handled as a 

mediational means. In the participants’ past, mobile phones had not been widely 

used for foreign language learning, despite some tests had been carried out (see 

Kukulska-Hulme and Shield, 2008). More experiments had been conducted within 

the research on children’s literacy learning with mobile devices (see e.g., 

Pyykkönen et al., 2012). We can conclude that mobile phones had a very short 

history in learning, especially in foreign language learning. The object was not 

originally designed for this particular action; there has been a visible transformation 

from a communication device to a learning tool.  

Figure 22 presents the course of transformations from ideas to a concrete 

application, as it occurred within this research case. 
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Fig. 22. Transformation from ideas to application. 

Figure 22 above shows how the students’ original thoughts developed and 

transformed from the first ideas to the final application. At the beginning of the 

course, the students had been asked to design a concept for learning, including a 

persona presenting an example of a user of this concept (see example 34). Later, 

together with the developers of technology, the students developed their concept 

further, the written documents were brought into discussions and taken into action. 

Finally, the idea was transformed into an existing application. In this particular case, 

the students’ ideas and discussions first resemiotised into a written text describing 

their ideas, which then were transformed again into discussion, now with the 

developers of technology. The final resemiotisation transformed all previous steps 

into the language learning application. In other words, each semiotic cycle has 

resemiotised from one semiotic mode to another in the course of this research case 

(Scollon and Scollon, 2004, p. 160, p. 170). 

Based on the analysis, the above described resemiotisation was not the only 

one that took place. During the course, the students stated that they had not been in 

contact with technology so closely before in their studies. The design meetings 

helped the students understand what kinds of learning activities would be possible 

with present technological tools, more precisely with mobile devices, and what the 

design process requires. On the other hand, also the developers of technology 

gained more understanding about how languages are taught in today’s schools. In 

other words, the co-design sessions offered new insights for all participants. This 
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case showed how resemiotisations can occur simultaneously in many ways and at 

many levels.  

As stated in the case description earlier, the focus of the case was directed to a 

group of five students who were designing a mobile application for foreign 

language learning together with the researchers of technology. These students had 

a long history as language students, i.e., they had a large amount of various 

experiences in their historical bodies concerning foreign language education. At 

that time, they were at the end of their language studies at the university, and they 

were taking their first steps as language professionals. The researchers of 

technology were clearly experts in their own field, but they welcomed all 

information about modern language learning, as their own language learning could 

be distantly located both in place and in time. Figure 23 presents what kinds of 

discourses in place, interaction order and the participants’ historical bodies became 

visible in this research case. 

Fig. 23. Participants’ understandings about language learning and teaching (modified 

from Scollon and Scollon, 2004) 

The discourses within this research case arouse firstly in meaning negotiations. The 

participants needed to discuss pedagogical and practical issues of the language 

teacher’s work. Furthermore, they spent a remarkable amount of time on discussing 

the role of technology in foreign language education in general. It became evident 

that even though technology is used by many learners in their free time for various 

activities, even for learning, the use of technology in formal education was still 
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limited (see also Jalkanen et al., 2012; Jalkanen, 2015). At a more concrete level, 

the participants also had to confirm the meaning of some technical terms, i.e., terms 

that were needed in the design process.  

The role of teacher education was foregrounded in the discourses many times. 

The researchers of technology were interested in how teacher education had been 

able to support the use of technology in learning and teaching. The students’ 

answers were unanimous; teacher education had not given enough tools for them 

to feel confident enough to use technology in teaching, except for showing the 

online materials of the used school books. In fact, the students argued that this 

research case had offered them the first insight to the field of technology, thus to 

understand that the development of technology for pedagogical needs requires 

cross-disciplinary cooperation. On the other hand, to design a usable application 

also requires the technical expertise. According to the students, this research case 

was fruitful as it offered many occasions for finding new trajectories, new 

opportunities for learning, and it evidently functioned as a landmark event (de 

Saint-Georges, 2005) in the professional growth of all participants. 

This research case concludes the cycle of research conducted for this study. In 

the following, the findings will be discussed further, together with a re-visit to the 

research cases and their analysis.  
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9 Discussion 

According to Scollon and Scollon (2004, p.154), the first step in doing nexus 

analysis is to establish the social issue one wants to study. They point out that it 

may be impossible to state the consequences of the study, or even the main issue of 

the study, at the very beginning. When considering research on foreign language 

learning and teaching, a range of different viewpoints could be weighed.  

In this research, the beginning took several side steps, although it was clear at 

the outset of the research process that the issue of interest would be foreign 

language teaching and learning. This was a topic of which the author had a long 

experience in the roles of a language teacher and language learner; she had been 

working as a teacher of foreign languages for 20 years, and she had studied a 

number of foreign languages herself. Having a long personal experience in the field 

does not necessarily make the framing of the study any easier, as many interesting 

issues appear into the picture constantly, and it may be impossible to decide, which 

issue would be more important than others.  

Some previous studies have been conducted on different aspects of change. 

Taalas (2005), for example, illuminates the situation of changing working methods 

and the use of technical tools in foreign language teaching, whereas Kuuskorpi 

(2013) takes a look at the static nature of the physical school environment. The 

complexity of change may be a topic worth investigating at all levels of education. 

This research focuses on foreign language education from a broad perspective, 

reaching from basic education to language teacher education, reflecting on the 

future of foreign language education, and last but not least, examining factors, 

which are related to change in the field of foreign language education. The 

following sections will discuss this research from the author’s perspective, but 

nevertheless, they will also include references to earlier research, guiding the author 

to move towards her conclusion. 

To illustrate the complexity of change from the point of view physical learning 

environment in schools, we can take a look at how the teaching scene has changed 

during the twenty last years, i.e., the time during which the author has been teaching 

foreign languages. Twenty odd years ago, a reel-to-reel tape recorder was 

considered to be modern technology and, in many cases, together with a blackboard 

and some pieces of chalk, it was the only technical tool to be used during the lessons. 

Otherwise, the book played a key role as the source of linguistic and cultural issues 

and information. Even if the physical environment and the school structures, or 
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even teaching materials, have not undergone remarkable changes, we have to admit 

that there have been changes. 

Following the National Curriculum for Basic Education (2014), pupils should 

be allowed to define learning goals for themselves. It will be interesting to see, 

whether this will actually happen in formal education, and if it will, at which level 

of education. Critically thinking, it is possible to see conflicting discourses; certain 

viewpoints, e.g., learner-centredness, self-directed learning and versatile ways of 

using various technologies for learning in classrooms and beyond, are discussed in 

the written documents, but it is uncertain at what level they become reality in the 

life of an average pupil or teacher? The chair of the Finnish Teacher Association, 

Olli Luukkainen (2016), agrees with earlier research (e.g., European Commission, 

2013) on the lacking and unequal amount of resources in numerous schools in 

relation to the smooth implementation of the new curriculum (Mansikka, 2016). 

According to Luukkainen, teachers need regular in-service training, which is not 

sufficiently taken care of. Especially, the readiness to use technology as a mundane 

learning tool would require more training (ibid.).  

Even if school still remains an important site for learning, we have to see that 

learning cannot be restricted to a certain place. A vast amount of learning takes 

place beyond classrooms and any formal instructional institutions. In many cases, 

especially when informal foreign language learning is considered, technology has 

a role in learning, mainly as an effective tool enabling fast, real-time interaction 

and opening new resources for learning. Unfortunately, schools have not been able 

to introduce technology as such an instrument equally available for all learners. 

Often, technology in schools is outdated and the amount of technology is too small. 

In some cases, sadly, schools may have the latest technical devices, but teachers are 

not trained to use them in meaningful ways. However, it seems that most young 

learners are able to use technology in their free time. Hence, these young learners 

are often more familiar with technology than their teachers. 

It is important to notice that to be recognised as a good student or pupil, the 

learner has to put to work both one’s linguistic competence and one’s socio-

institutional competence. In other words, the learner has to learn to formulate 

content in a proper way as well as participate in a proper manner in a specific 

instructional setting. These competences together allow the learners to be socialised 

into the communities of practice, whether as a pupil, student or a professional (Lave 

and Wenger, 1991; Mondada and Pekarek Doehler, 2004). 
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9.1 Re-Visiting the Nexus-Analytic Explorations  

This study concentrated on certain actors while they were acting in different roles 

and in different situations in the field of foreign language education. The main goal 

of the research was to navigate change with a nexus-analytic perspective, with the 

aim at answering two research questions: (1) “What kinds of motives do the 

research participants ascribe for foreign language learning and teaching?” and (2) 

“What kinds of discourses, interaction order and historical bodies emerge in the 

research cases?” The research participants, i.e., the informants, were carefully 

chosen to present people in different relationships with foreign language education, 

some of them were acting in decision making positions, some of them were 

studying, and part of them were designing new approaches to foreign language 

learning and teaching. Most of the research participants will be acting as foreign 

language teachers in the future.  

The very beginning of this research included hours and hours of observation 

and reflecting on the most appropriate research approach. In other words, a suitable 

approach was needed to enable a longitudinal research process involving a number 

of participants, additionally a tool was needed for analysing the participants’ 

viewpoints and actions in multiple types of data. At that point, nexus analysis 

(Scollon and Scollon, 2004) had not been widely used in research in the field of 

education. However, there were studies in which it had been used successfully (see 

e.g., Halkola et al., 2012; Tapio, 2013). Thus, using nexus analysis was a new 

learning opportunity for the author as well.  

Conducting nexus analysis for this study took four years. At this point, let us 

re-enter the beginning of the analysis, i.e., engaging the nexus of practice. 

Following Scollon and Scollon (2004), this is the opening activity of the analysis, 

in which the researcher places herself within a zone of identification. In other words, 

the researcher enters the nexus of practice under study and finds the focus for the 

research. This way, according to Scollon and Scollon (2004, pp. 9–10), the analysis 

itself is a transformative of the nexus of practice, and this is the point where 

changing is conceived. The main goals of nexus analysis are to create change and 

to gain more understanding about change.  

This research project offered plenty of insights concerning change in the field 

of foreign language education, starting from a historical overview and a review on 

related research. It became evident that foreign language education seems more 

static than dynamic, even though various views and understanding about learning, 
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as well as the conceptions of language skills and competences have influenced and 

transformed teaching practices, materials and the design of curricula.  

In this research, we can identify different types of educational nexuses 

important for this study; a school and a university nexus, in which the social action 

under study included both foreign language learning and teaching. In addition, we 

can identify an online nexus, in which the motive analyses were conducted.  

Following nexus analysis (Scollon and Scollon, 2004), the data were collected 

through qualitative, ethnographic methods, and later analysed in more detail from 

different angles. One essential feature of nexus analysis is to keep the researcher’s 

eyes open during the field work and give the data a possibility to lead the way; no 

beforehand defined statements are encouraged. The research process of this study 

included five cases, which all directed the research to certain directions. We can 

say that the research cases functioned as landmark events (de Saint-Georges, 2005) 

marking the significant turning points for the research (see section 3.3). 

9.1.1 Reflections after the Motive Analyses: Traces about Conflicting 

Discourses 

Let us return to the beginning of the research process and to the Burkean grammar 

of motives (see figure 5) with the main findings of the two analyses. Any action 

can be viewed through five different positions; scene, mediational means, purpose, 

actor or/and mediated action (Burke, 1969/45; Scollon and Scollon, 2004). In order 

to understand the nature of the analysis, it is important to keep in mind that the 

analysis does not present motives as the true motive, but as the ascription of the 

motive with the discursive strategy. In this strategy, the social actors position 

themselves in a relationship to the action taken (Scollon and Scollon, 2004, pp. 

175–178). The data for the motive analysis was collected through two online 

surveys. Even if the number of informants was relatively small, altogether 43, they 

produced plenty of data. Both motive analyses in this study aimed at answering the 

first research question: “What kinds of motives do the research participants ascribe 

for foreign language teaching and learning?” 

At the beginning of a motive analysis, it seems to be easy to group various 

issues under the titles of social actor, mediational means, purpose, scene and 

mediated action, which Burke (1969/45) calls positions. However, the situation is 

far from being simple. Whichever position of the analysis is examined in more 

detail, it becomes evident that any action can be explained from all of these 

positions or just from one of them. For better understanding the complexity of 
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human action, the motive analysis can highlight the differences among these 

positions and, hence, illuminate the complexity of the situation. The complexity 

becomes clearer when we study the relationships of the positions.  

It became clear that the scene was one of the easiest positions to describe. 

Burke (1969/45) and Scollon (2006) state that all social action is situated in a scene. 

The other position, which was commonly referred to, was the actor. Burke (1969/45) 

argues that there has to be an actor to create or initiate any action. For acting in a 

certain way, the actors may have various reasons or purposes. The informants 

ascribed various internal, i.e., personal, and external purposes for action and, finally, 

they described action itself being clearly mediated, even if there were differences 

in the amount and quality of means as well as in the ways these means were used, 

based on the users’, i.e., teachers’ and learners’ abilities to use them.  

Schatzki (2012) points out that whenever a person acts, s/he is always 

immersed in a particular situation in the context of which s/he acts. The motive 

analyses of this study showed how the role of the informant influenced the act of 

ascribing motives. The professional voices of the participants were apparent in the 

first case. In other words, many of the motives were ascribed through a policy 

maker’s voice. The research participants’ answers in RC1 followed the lines of the 

national curriculum and general sociocultural views about affordances and 

constraints in language education. They saw learning as a process including 

multiple participants, e.g., teachers, parents and peer learners. They also described 

teaching taking place mainly in certain type of environments, i.e., schools or 

evening courses. The participants argued that even if the current foreign language 

education is doing fine, there are issues which should be improved in the future. 

Such issues were, for example, the equality of learners in terms of technology and 

the availability of optional languages. Teaching methods were mentioned, too, as 

one of the factors which would need updating.  

As stated in the previous paragraphs, the participants foregrounded repeatedly 

some issues. Frequently repeated issues concerned the static nature of teaching and 

the learning environment, including various learning tools, or the lack of these tools, 

to be more precise. Technology was mentioned a number of times by all participants; 

according to the answers, technology would offer new ways for interacting or even 

fulfilling basic written tasks, if only it were available for all learners. However, 

teaching was still seen to be teacher-led and based on various curriculum-based 

texts, which would also function as the main source of linguistic and cultural 

information.  
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The motive analyses pointed out the role of frozen action (Norris, 2005). After 

even a short investigation, it was possible to see how old traditions appeared again 

and again in teaching materials, for example in the nature of the exercises or tests, 

in curricula (see also Salo and Hildén, 2011) and even in institutions, as could be 

seen in RC3 (also concluded by Kuuskorpi, 2013). Here again, the emergence of 

conflicting discourses is apparent. We are talking about the need for change, but 

still relying on old methods and old types of tools, such as grammar exercises and 

exercise books. We are also still teaching in age-based classes, where it is not easy 

to encourage all learners to follow their personal learning paths in innovative ways, 

mainly due to the lack of various types of resources.  

Another issue that appeared frequently in the answers was change itself. The 

informants discussed change in the contents of foreign language education, change 

in the teaching methods and in teacher training. Foreign language education was 

seen as too heavily focusing on grammar and written interaction. Teaching methods 

were seen as old-fashioned and demotivating, based on the long traditions, such as 

filling in the exercise books, listening to the story before actually studying it or 

speaking with a pair who would check the answers from his/her paper. More 

interaction and learning projects crossing the subject boundaries were hoped for.  

People obviously study foreign languages for many reasons and purposes. It is 

evident that in a country like Finland, with approximately five million people 

speaking Finnish as their native language, foreign language learning is important 

not only for personal reasons of these people, but also for economical or even 

political reasons. When examining the nature of purpose in the answers, it became 

evident that purpose was divided to internal and external motivation. Internal 

motivation included various personal needs, such as the need to communicate in 

different networks or with distant family members. It also included the person’s 

own interests and hobbies, which could require skills or competences of a particular 

language. External motivation was mainly understood to be either a work-related 

need or an obligation to study a language. When examining the purpose-action ratio, 

there was a visible difference in how the research participants saw the role of 

evaluation. In the first analysis among the five selected research participants, 

evaluation was considered to be one of the main motivators for studying and, 

therefore, it would be important to develop the methods of evaluation. New ways 

of evaluating the whole learning process will evidently have influence on teaching 

methods and materials, and eventually, on learning as well over time. 

The students argued, however, that the role of evaluation was overestimated. 

The students did not see evaluation as any kind of a motivator, in fact, they found 
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evaluation irrelevant for a motivated language student. It may be worth pointing 

out that as language students themselves, they represent such language learners 

who generally enjoy studying languages, which naturally is not the case among all 

language learners. It also seemed that the students were more determinedly 

demanding for changes in teaching methods. More interaction was hoped for in 

their answers as well as more technical equipment and support for using the 

equipment in schools.  

Mediational means were handled as either concrete items such as technology, 

money or curricula, which surely do have an influence on foreign language 

education, too. As already said, technology was foregrounded in many answers, the 

participants felt that technology should be used more and in more innovative ways. 

The students highlighted that technology would offer endlessly new possibilities 

for international interaction, which would make all language learning more 

meaningful. On the other hand, attitudes, prejudices and emotions were handled as 

mediational means by many of the participants, even if they can be seen as parts of 

the scene as well. When, for example, negative prejudices are repeated often 

enough, they will become a strong constraint for learning. Especially the parents’ 

and teachers’ negative attitudes and prejudices were mentioned in this context.  

Mediated action was mainly reflected from two aspects of time; present and 

future. From the point of view change, this element in the pentad of motives offered 

most direct indications for the need of change. The key word in the answers 

appeared to be more; more languages would be needed, even if the number of 

available languages is larger than possibly ever before. More linguistic and cultural 

understanding would be needed as well. By this the interviewees meant that 

language education should include more than just text and grammar based exercises 

in language classrooms; learning should be situated outside the classroom and it 

should have clear connections to real life and include plenty of interaction with 

other users of foreign languages. Additionally, learning and teaching should be seen 

from more modern, innovative and individual perspectives.  

Motive analysis (Burke, 1969/45; Scollon and Scollon, 2004) worked well at 

two levels. Firstly, it was a helpful tool in classifying the ascribed motives into five 

different positions, or elements, in the pentad of motives. Seeing all ascribed 

motives in the same pentad helped the author realise the versatility of issues, factors 

and actors influencing the situation; foreign language education in this research. 

Secondly, motive analysis was able to present the complex and rhizomatic net of 

relations between the elements (see figures 9 and 10). Thus, motive analysis was 

able to illuminate the complexity of the overall situation, and to point out that the 
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situation comprises of many factors in stronger or weaker reciprocal relations. Due 

to the complexity of relations, it seems that even if one of the issues (factors or 

actors) encounters change at some level, it does not necessarily alter the overall 

situation notably, at least on a short time span. In the field of foreign language 

education, change may be initiated by an individual actor e.g., a teacher, learner or 

parent, or by mediational means such as curricula. However, from the nexus-

analytic point of view, mediational means alone do not bring about change as the 

means are used by individual actors or possibly by actor networks (such as policy 

makers or parents, for example). However, even though change is initiated in e.g., 

in the curricula, is not absolutely evident that this change will ever reach the actual 

mediated action of foreign language learning and teaching. Hence, if change is truly 

wanted, there should be means to make sure or review that it actually takes place 

in practice. 

9.1.2 Navigation Continued: More Conflicting Discourses  

The third research case, LTECH, can be described as a university course looking at 

participation and at the use of technology in foreign language learning. At this 

phase of the research, the second research question was conceived. The second 

research question: What kinds of discourses, interaction order and historical bodies 

emerge in the research cases? guided the author to focus on the three main elements 

of social action as defined by Scollon and Scollon (2004, pp. 18–20). A large 

amount of discourses emerged, and some topics were repeated more often than 

others in all the research cases. Among these foregrounded topics were, for example, 

the use of technology in teaching and learning, teaching practices at a more general 

level, participation and the learning environment.  

I was hoping to see more genuine participation (Crabtree, 2003) taking place 

during the course as participation appears to be one of the key terms in learning. 

However, based on the findings, genuine participation did not appear, only some 

traces of it. If we think about curriculum-based learning, it is hard to see genuine 

participation in its purest form, in which all participants could design and plan the 

activities together based on their own needs and interests. However, almost every 

curriculum mentions participation in some form. In basic education, participation 

is aiming at teaching the children ways to act as active citizens (National 

Curriculum for Basic Education, 2014, p. 24). In schools, this may be practiced 

within the students’ unions, for example, even though it is not always evident that 
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their activities promote participation. Often, the students’ unions are asked and 

advised to carry out tasks designed by adults, not by the students themselves.  

Barker (1968) described the students’ role in participation mostly as members, 

where the students can influence parts of the setting, but they would not have any 

immediate power. Even if Barker argued and formulated his role descriptions some 

time ago, not much seem to have changed. Nevertheless, we are now discussing the 

role of the learner, we are encouraging the learners to take more responsibility over 

the learning process and we are looking for ways to act as an active citizen and to 

participate. The presence of conflicting discourses becomes evident again; despite 

all the spoken and written discourses, we still see teachers orchestrating the learning 

process, and evaluating it. We might even consider that teachers are not conducting 

their work properly (or as they are supposed to), if the learners were evaluating 

themselves or making personal decisions concerning the learning goals. 

In many cases participation is combined to agency (e.g., van Lier, 2000; Ahearn, 

2001; Benson, 2012). The learners learn to take more responsibility of their own 

learning through actively participating in the activities (Lave and Wenger, 1991). 

With the strengthened agency, learners may be more willing to reflect on their own 

learning, on the learning of other participants and to set goals for learning. 

Obviously, there is still a lot to do in order to make participation more automatic 

and more self-explanatory.  

The second focus area during LTECH was the use of technology in foreign 

language learning. Even if the students were given free hands to design any kinds 

of learning concepts with technology, the results were not truly innovative from the 

researcher’s perspective. However, from the learners’ point of view, the activities 

designed by the students were new; the pupils had not used a foreign language in 

any similar way on their previous language lessons. The workshop “Touch and 

Learn” with mobile phones presented something new for all participants, also for 

the developers of technology, as their previous research on mobile learning had 

concentrated on children’s literacy learning. The researchers had not tested their 

application in foreign language learning before, hence, the cooperation with the 

researchers of mobile learning technology was worth developing a bit further later 

in the course of the research.  

The use of technology followed mainly old, tested methods. In many cases, it 

is easy to continue the old way which may even cause feelings of safety; things 

have been done in a certain way before and it has seemed to work, so it will work 

now and in the future, too. There may be concrete reasons, such as lack of time or 

poor environment, for example, which may constrain innovative design and its 
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implementation. On the other hand, this kind of reasoning may be dangerous for 

any new teaching approaches, and in a situation in which studying foreign 

languages seems to attract less and less pupils, innovative solutions would be 

warmly welcome. 

The situation described within the third research case brought about the 

question of perspective; from whose perspective should we analyse the data? If the 

pupils stated that the activities were new to them, but the researcher did not see any 

novel aspects in them, whose opinion and experiences should we value? Based on 

the research approach in this study, the objective is to study the chosen phenomenon 

on a broad scale, i.e., all the participants produce valuable data for the analysis. 

Therefore, the conflicting opinions are worth pointing out.  

One of the workshops offered the pupils a possibility to use a foreign language 

in interaction with foreign tutors. To phrase it more accurately, the pupils were 

kindly forced to interact in a foreign language, because interaction in Finnish was 

not possible. Even if it was clearly difficult at the beginning, most of the pupils 

seemed to enjoy this interaction in the end. All in all, social action that emerged 

during LTECH was socio-culturally traditional in terms of interaction between 

teachers and pupils, as well as interaction between the participants and the 

environment. This caused some new questions. Why did the students design 

relatively traditional learning activities and why was it so difficult to implement 

genuine participation into the activities of the workshops? Based on the video data 

and students’ reflection papers, one could see that each participant had a strong, 

traditional historical body concerning teaching, which influenced how they 

envisioned the use of technology and how they appreciated participation. Obviously, 

they had collected experiences and certain types of models into their historical 

bodies earlier in their own school years, and later during their teacher education.  

LTECH brought the historical body of a teacher into foreground at many levels. 

Even today, this body seems to be filled with beliefs of how a teacher should be in 

charge of the situation at all levels. For example, situations in which the school 

children were clearly more familiar with some technologies appeared to be 

inconvenient for the students as they were acting as tutors. The students pointed out 

that the teacher education did not prepare them sufficiently to be able to use 

technology confidently in teaching. It might be time to reconsider both teacher 

education, and the image of the all-knowing, all-accomplishing teacher. Similar 

thoughts were concluded by Salo and Hildén (2011, p. 32) who argue that today’s 

teacher should be seen as a professional actor who develops his/her own work. 

Teacher education, however, does not always succeed in supporting this kind of 
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development, as discussed earlier in this study and in earlier research (see e.g., 

Jalkanen, 2015).  

The findings suggest that the participants were balancing in a position 

concerning power relations in the field. It is possible to define actors in various 

positions; there are policy makers, organisers of teacher education, acting teachers, 

prospective teachers, and learners at different levels. All the participants are acting 

in the field, where a certain type of infrastructure is prevailing. This infrastructure 

seems to be supporting old practices more than change. Evidently, there are issues, 

which are worth keeping as such in education. Such issues are, for example, the 

right to study regardless one’s socio-economic background or equal possibilities to 

continue to secondary education. Nevertheless, in order to situate learning beyond 

classrooms and to find connections to real-life, some changes are needed.  

During the following step of the research, I wanted to test something that had 

provided promising results elsewhere, namely the probes (see Gaver et al., 1999; 

Gaver et al., 2004; Vetere et al., 2009). I was hoping that the probe method would 

offer the students tools for renewing their historical bodies in relation to language 

learning and teaching, and invite them to envision the future innovatively in order 

to rediscover the joy of language learning. The probes worked well at two levels. 

Firstly, as the method proceeds from analysing the current practices into designing 

new practices, it revealed plenty of views, thoughts, opinions and feelings about 

the current practices. It also enabled the students to evaluate these practices from 

the learning results’ point of view. Therefore, it was easy for the students to envision 

improved, new methods for the future, and to critically evaluate what types of 

activities were worth keeping as such.  

The students claimed that activities could be effective for learning even if they 

caused some unpleasant emotions, such as light edginess. Such activities were, for 

example, written tests or presentations. According to the students, the feeling of 

success was so good that it would beat the feeling of nervousness. On the one hand, 

the feeling after failure was not considered to be good but, on the other hand, that 

feeling could create a ‘fighting spirit’ and make the student study harder. Pointing 

out the role of emotions and feelings in learning was an interesting issue. Based on 

the New National Curriculum for Basic Education, emotions will be paid more 

attention to in the learning process in the future (Hälinen, 2014). The role of 

emotions is also recognised in the central idea of experiential learning, which 

involves the learner as a whole person, including the emotional, social, physical 

and spiritual aspects of personality (Kohonen, 2006, pp. 49–50). 
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The students were sure that technology would have a more important role in 

foreign language learning and teaching in the future. However, they felt that they 

themselves were not ready to use technology yet; they had not had enough training 

for it, which was concluded also by the students of LTECH earlier. There was even 

a fear that technology would enter schools in all possible aspects, and learners and 

teachers would be more or less forced to use technology. With these thoughts in the 

background, this workshop ended in reflections on how the role of the teacher 

would change from a traditional language teacher who is teaching one or two 

languages for certain learner groups to a “knowledge wizard” (term invented by the 

students). This wizard would be in charge of designing new curricula, programming 

new information into memory sticks and cloud servers, and taking care of technical 

problems at the same time while updating linguistic issues.  

This workshop in particular showed how nexus analysis was able to reveal 

various semiotic cycles and timescales in the discourse. According to Scollon and 

Scollon (2004) every action has at least three timescales; the past, present and 

future (see also Blommaert, 2005). With the help of the probes, the participants 

weighed foreign language education from different points of view; as young 

learners themselves at the beginning of their foreign language learning path, as 

advanced learners at the upper level of secondary school and university, and, finally, 

as language teachers in the future. The presence of various timescales confirmed 

the researcher of how the participant’s historical body was present in the occurring 

action and even giving a direction to future action. In their discussions, the 

participants were able to distinguish clear points in time, when a noticeable new 

direction had been found. Thus, it was possible to see their trajectories including 

various space/time stations (de Saint-Georges, 2005), i.e., landmark events, which 

guided their actions as language learners at various levels of education.  

This workshop also brought the issue of change into foreground. The students 

stated in many occasions that even if the world around us has changed and 

continues to change, and even if ideas of learning have changed, ideas of teaching, 

especially teaching of foreign languages have remained almost the same for ages. 

We still see pupils reading text books and filling in exercise books. We still tend to 

follow the same ways of introducing a new chapter in the book for the pupils; listen, 

check the meaning, repeat or read, and deal with the exercises. It was interesting to 

hear that these students had had exactly the same advice on how to design a 

language lesson as the author had got in 1986–1987 in her own teacher training. It 

became obvious that language teacher education was one of the areas where change 

has not been considered to be essential.  
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9.1.3 Last Explorations: Breaking Disciplinary Boundaries 

In the course of the research, it became clear that language students did not get 

enough support for learning and practicing to use technology in teaching. This 

puzzling finding conceived the idea for the last research case, which would include 

cooperation between language students and developers of technology. The students 

were able to join the NFC researcher team, which was partly familiar to us from 

the LTECH course. This time, however, the language students were able to attend 

the design meetings in which the application itself was improved and developed 

further. In addition, the language students, together with the researcher of 

technology, provided useful reflections on the use of the application. The students 

were weighing the application in the roles of users of the end product, i.e., as 

learners and teachers who could create more content to the application. This 

situation offered plenty of affordances for pedagogical discussion concerning the 

use of technology as a learning tool.  

The design meetings revealed that multidisciplinary cooperation requires a 

great deal of meaning negotiations at the beginning, so that the participants can step 

out from their own disciplines and provide anything concretely useful or 

meaningful to the other participants. Once again, the historical bodies of the 

participants were present, especially in the first meetings. The field of language 

education and modern pedagogical practices were clearly unknown to the 

researchers of technology. They envisioned language learning to take place 

following their own experiences as learners. The language students had not 

concretely encountered NFC technology before and their expectations of 

technology were unrealistic, at least to some extent.  

It seemed that one of the most complex issues in the meetings was to change 

the trajectories of the historical body; the developers of technology had a certain 

image of language learning, which presented quite behaviouristic views providing 

a certain type of stimulus for the learners on order to get a response from them, i.e., 

touch the right image with the phone to get the right voice signal. Now, the 

application was updated to include a more modern, perhaps even ecological touch 

by including a game-like content, in which the learners would interact not only with 

the application but with each other and the environment as well. 

As for the language students’ historical bodies, the design meetings revealed 

that they, too, had some issues concerning the use of technology. Even if they were 

eager to design the content for the application, they did not seem to be eager to 

bring technology to their own language lessons. They thought that the application 
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could serve well in situations, in which pupils would be differentiated by outcome 

and the quicker pupils would be allowed to use the application independently. 

Further, these quicker pupils could also design new content for the application, 

which would actually take their action a step closer to genuine participation.  

The utility and importance of such cooperation was stated many times during 

the design sessions by all participants. Based on the data, the conversations in the 

meetings helped the developers of technology to understand what is going on in 

today’s foreign language lessons. The meetings were also a clear reinforcement for 

the professional growth of the language students. In the meeting, the students were 

treated not only as end users of the application, but as equal, collaborative actors. 

They were obviously proud of their own knowledge and ability to support the 

design of the application from a language professional’s perspective. Thus, it would 

be desirable if such real-life, multidisciplinary, problem-based learning situations 

could be arranged on a more regular basis.  

If we think about discourses, which were noticeably foregrounded in the data, 

technology comes first. The students pointed out in many occasions that technology 

will be present in the school of the future, and its role as a learning tool will be 

inevitable, especially in foreign language learning, where technology will enable 

real-life, face-to-face interaction with native speakers and other learners. However, 

the students were not willing to let technology enter their own teaching with full 

speed; according to the students, technology would be a nice add-on to be used in 

rare occasions either for fun or for differentiation, i.e., taking into account different 

kinds of learners.  

In some occasions, in which technology was used, the students were not feeling 

sure about their skills to use it. This may have something to do with the idea of an 

all-knowing teacher (i.e., the teacher’s historical body), who may have difficulties 

in admitting that a learner would be more skilful in performing with a learning tool. 

In the course of this study, too, it became evident that teacher education has not 

changed a lot during the last twenty years. This view is supported by earlier 

research as discussed in chapter two. Classrooms may be equipped with smart 

boards or other technical devices, and new school buildings may be designed to 

support more participatory approaches in teaching but new language teachers are 

still trained to work alone among their own subject, using books as the most 

important means for learning.  

Following Scollon and Scollon (2004), nexus analysis undertakes a close 

analysis of three issues. The first issue is what is said, which they define as the 

ethnographic content. Secondly, how it is said, which they see as the discourse 
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analytic part and, thirdly, why something is said, which is illustrated by a motive 

analysis. Motive analysis, originally Burke’s (1969/45) notion, was brought forth 

by Scollon and Scollon as an important procedure of nexus analysis (2004, p. 11). 

Nexus analysis is thus a form of discourse analysis and a motive analysis, which 

seeks to change the nexus of practice. The first two research cases were analysed 

following the principles of motive analysis and the analysis of the three last 

research cases was inspired by the ethnographic discourse analytic part, focusing 

on social action through the elements of discourses in place, interaction order and 

historical body.  

Exploring change requires a significant amount of time. The explorations 

presented in this study took four years, and even if that time frame may seem short, 

it was possible to see some changes taking place during those years as well. There 

were new discourses emerging on the media regarding the importance of foreign 

language skills. Some of the discourses were not really new as they seem to appear 

in certain cycles; e.g., the role of Swedish in the Finnish school context, which 

appears to be one of the important topics before any political elections. The design 

of the new national curriculum had started during the research process and at least 

in its design phase, there seemed to be willingness to change some practices 

towards more problem-based, project-based and cross-disciplinary learning 

practices, which would include more interaction, engagement and participation 

(Hälinen, 2014).  

However, even if things change in discourses, it does not automatically mean 

that the practices would change. As could be seen in the course of the research, the 

role of the historical body can strongly prevent us from discarding old habits and 

practices (see also Taalas, 2005). On the other hand, to change everything at once 

would not be realistic or even recommendable. Nevertheless, we should be able to 

enable and encourage change in practice whenever needed, not only at the discourse 

level. A critical evaluation of current teaching practices would be an easy starting 

point for an individual teacher. While reflecting on the obvious need for change in 

some parts of foreign language education, without forgetting those parts which are 

functioning well, it will be most interesting to follow how foreign language 

education will develop in the near future, especially with the curricula reforms 

taking place both at comprehensive school and at the upper level of secondary 

school. It may be even more interesting to follow how teacher education will meet 

the foregrounded challenges, i.e., challenges foregrounded by the authorities, 

teachers, students and pupils participating in this research.  
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In the course of this study, a couple of new issues emerged. These issues are 

here presented in questions as follows: (1) What kinds of mediational means afford 

language learning? (2) Do these means influence our understanding about language 

and learning? (3) How could learners be more involved in designing their own 

learning? and, finally, (4) Should English be fun only once a month and do we 

actually know what teenagers would enjoy doing at school? The data of this 

research suggests some preliminary answers to these questions, and they will be 

discussed in the following. However, it is evident that further research is needed.  

Based on the findings and reflections during the research process, students do 

not consider fun to be the key word for meaningful learning (see also Lamb, 2011), 

even if it is emphasised in many cases. Based on the analysis, it is important to have 

a relaxed, encouraging and supporting atmosphere in language lessons. Another 

issue, which was foregrounded both in related research and in the research cases, 

was the learner’s possibility to participate in the design of the learning process. This 

possibility was seen as motivating and furthermore, it seemed to support the 

development of learner agency in the direction where the learner would take more 

responsibility of his/her own learning (e.g., van Lier, 2000, 2001).  

The questions concerning mediational means were evident in the data. Various 

learning tools were seen either constraining or affording. Traditional tools, such as 

books, were seen to be more constraining than affording. Technology was described 

as a tool affording both learning and interaction in meaningful ways, even if there 

was a clear lack of skills or competences in using technology. It is obvious that 

these tools influence our understanding at some level. At least, technology has 

already changed our ways of accessing information, thus, new learning 

opportunities have emerged through technology. It still remains to be seen, whether 

our understanding about language will transform with technological innovations, 

even if there are some indications already. At least, we are talking about new 

literacies or new comprehension of text, which include understanding of images as 

well (see e.g., Kress and Van Leeuwen, 1996, 2001). Therefore, we may have to 

rethink the meaning of foreign language competence together with the 

reorganisation of foreign language education in order to meet the needs of the future 

learners, and also to find ways to utilise modern mediational means to acquire, 

maintain and develop the skills and competences for intercultural, maybe even 

multilingual, interaction.  

Scollon and Scollon (2004) define social action as a combination of three main 

elements; historical body, discourses in place and the interaction order. Historical 

body includes personal experiences, attitudes and beliefs. Additionally, the 
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participant’s future goals may be included to his/her historical body. This may be 

explained by the layered simultaneity (Blommaert, 2005), or as Scollon and Scollon 

(2004, p. 166) phrase it; all actions have at least the past, present and future 

dimension in them. The discourses appear in semiotic cycles and it is possible to 

mark special time/space stations or landmark events (de Saint-Georges, 2005) 

within these discourses. These stations are turning points for new directions, and 

they may be points in which resemiotisation or transformation of understanding 

and thoughts takes place. In other words, they may be seen as points in which the 

change may be conceived at some level.  

Social action involves various discourses. The data of this study foregrounded 

the following topics: Interaction with others and with the environment (including 

possible means), the complexity of learning and teaching processes and, finally, the 

complexity of change. The discourse topics included various views on the use of 

technology, including expressions of fear that technology would be dictating 

pedagogical design and choices. The lack of training for taming technology for 

meaningful didactic and pedagogical activities was foregrounded by many 

participants.  

Interaction was seen to be the most essential feature of language learning, 

whereas it was described as almost completely lacking from teaching practices. 

Teaching was considered to be focusing too much on grammar and text-based 

activities. Therefore, the social action itself (i.e., foreign language learning and 

teaching) was seen as ‘unreal’ and more ‘real’ action was looked for. ‘Unreal’ action 

included typical learning activities during average language lessons, such as 

reading, listening, doing pair exercises with ready conversation models or filling in 

the exercise books. The descriptions of the discourses in place suggest a certain 

type of interaction order. Based on the data, the learners are interacting through 

various texts in artificial situations. When examining the interaction order further, 

from different perspectives, various orders were evident at particular phases of the 

research. From the language students’ perspective, it was possible to identify 

different roles in their interaction, and it was possible to observe professional 

growth in their interaction. Thus, it is fair to conclude that the research cases 

seemed to support the development of the students’ identities either as teachers or 

experts of foreign languages.  

The findings indicate that change in the field of foreign language education 

occurs slowly, even though current discourses (e.g., National Curriculum for Basic 

Education, 2014) emphasise change within the entire learning culture. There are 

old conventions, agreements and practices, which seem to endure, especially in 
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formal education. The historical bodies of individual participants, e.g., teachers or 

parents are in an important role in changing old traditions. Even if change can be 

initiated by one individual, it may be challenging to introduce change to the whole 

work community. In addition, teachers’ work extends the walls of a classroom; 

teachers seem to be examined and evaluated continuously by parents, peer teachers 

or people who might have little understanding about, or little to do with school life. 

It may be difficult to introduce innovative changes under such circumstances. Also, 

political and especially financial issues may hinder change as discussed earlier in 

this research.  

During this research project, the language students, i.e., prospective language 

teachers, were given possibilities to participate in university courses, which 

included possibilities to cross-disciplinary cooperation. This may be seen as 

something new within foreign language education. The students were invited to 

design new learning and teaching concepts. Some of their design work included 

designing new applications together with the developers of NFC technology. This 

cooperation offered many fruitful seeds for learning at many levels; the language 

students gained understanding about what would be possible with technology and 

what a design of a language learning application requires. On the other hand, the 

developers of technology stated that they acquired plenty of comprehension about 

how language teaching is organised in today’s schools.  

As stated in many of the students’ reflection papers, the research cases 

provoked willingness to reflect on current and experienced learning and teaching 

practices from various perspectives. For some students, the cases functioned as new 

landmark events (de Saint-Georges, 2005) for empowerment and boost for the 

development of the agency as a language expert. Even if some aspects in the cases 

clearly provoked the feeling of fear, e.g., the fast rate of technological development 

or the number of various learning styles, most students eventually argued that they 

are looking forward to starting their professional lives as language teachers.  

9.2 Validity and Generalisation 

Ethnography is a systematic study of people and cultures. It is designed to explore 

cultural phenomena and the researcher observes society from the point of view of 

the subject of the study (Hammersley and Atkinson, 1995). In this research, the 

observations were made respecting the principles of ethnography; the author 

entered the nexus of practice under study and was a part of the analysis herself as 

well. The explored phenomenon was change in the field of foreign language 
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education, which was observed from different perspectives using various methods 

such as video, observations, surveys, interviews and various academic products. 

Schatzki (2012) points out that there is no formal mathematical or computer-based 

method that can do the same, as there is no alternative to spending time with, 

joining in with, discussing and getting together with the people concerned. 

In any qualitative research, it is important to realise that the findings present 

how the researched situations are observable in the research materials. Certain 

phenomena may appear repeatedly, others only occasionally. The findings present 

interpretations of reality at a certain time, place, within certain actions and by 

certain actors during the research. Therefore, it may be impossible to claim that the 

findings present the whole reality of the situation. However, the findings in this 

research brought forward certain issues repeatedly in various nexuses of practice. 

These issues can be seen as important and worth foregrounding.  

Thus, it was not in the scope of this study to present statistics or any 

quantitative results but to interpret the data with nexus analysis, which, as 

mentioned before, can be seen as discourse analysis with an ethnographic approach, 

focusing on the discourses which are important for action and for the motives 

ascribed for actions (Scollon and Scollon, 2004). As nexus analysis defines action 

as a combination of discourses in place, interaction order and historical body 

(Scollon and Scollon, 2004, pp. 19–20), the analysis gives versatile information 

about the situation. Sometimes, it seems to be easy to combine discourses and 

actions but there are moments in which discourses and actions do not meet 

explicitly. The researcher’s task in such a case is to define those discourses which 

are relevant for action. Interaction order in the data of this study seems to follow 

Goffman’s (1981) views, in which particular settings can condition the way we 

interact, and the role of the participants’ historical body guides their actions strongly. 

When thinking about the historical body, it is possible to conclude that the past, 

present and future dimensions of any action are simultaneous (Scollon and Scollon, 

2004; Blommaert, 2005; Schatzki, 2012). In other words, the past and future 

determine the present action (ibid.). Critically thinking, we may argue that even if 

language education aims at producing speakers of foreign languages for the future, 

the current teaching practices still mainly rely on the old, traditional methods, 

which do not motivate today’s language learners at large.  

This study presented various actors, or research participants, in different roles 

in the field; there were pupils, students, teachers and decision makers. Following 

the principles of nexus analysis, also the researcher herself was part of the analysis; 

her own historical body evidently guided her together with the data to proceed from 
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one landmark event to the following one, and to interpret and understand the 

research objective in a certain way. 

9.3 Contributions of the Research  

This research provides useful information about (and for) foreign language 

education in Finland. The study illuminates how language education has reached 

its shape during the years, how different theories about learning have influenced 

teaching practices and how the prospective language teachers envision the future 

of foreign language education. The findings provide insight for future curriculum 

design, teacher education and design of other instructional structures. The study 

may also provide concrete tools and concepts for teachers to explore their own 

teaching and even some new ideas for teaching. Additionally, the working methods 

in the research cases can be beneficial and useful in activating students and in 

offering them possibilities to express their views on change in foreign language 

education.  

Importantly, this study provides more information on the use of nexus analysis, 

as nexus analysis is still a fairly new tool to carry out research in the field of 

language learning. Nexus analysis focuses on social action and motives, i.e., on 

issues, which have stayed in the background in more traditional linguistic research. 

Nexus analysis examines events and phenomena from many perspectives. When 

examining the discourses in place including motives, interaction order and the 

participants’ historical body, the diversity of the field became evident. It appeared 

that the role of the historical body is strong, and old traditions thrive in foreign 

language education.  

To navigate the field of foreign language education in depth, and to gain 

understanding about the complexity of change, it was necessary to conduct a 

longitudinal study. Thus, by opening the doors of the classroom, it is possible to 

examine the issue widely and to include research participants in different roles to 

the research. Inviting the research participants to reflect on change during the 

research process from various perspectives deepens the perception of change and, 

hopefully, encourages the participants to find inspirational new solutions for any 

challenging situations and issues. Even if the complexity of change was considered 

within the field of foreign language education, the research clearly illuminated the 

complexity of any human action.  

When considering the contributions for teacher education, this study suggests 

that students should be encouraged to see language learning and teaching as an 
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action, which reaches beyond classrooms and schools. The students should be 

supported to see foreign language education as a complex phenomenon, which 

cannot be handled alone with an egocentric attitude but together with other learners, 

teachers, and experts of other disciplines. Guiding the students towards more 

innovative grasp in teaching already in their teacher education would support the 

development of their agency and professional growth.  

In order to comprehend all factors, a nexus analysis including a motive analysis 

seems to provide plenty of information on many levels. It remains for the researcher 

to weigh this information and to present those parts of it which appear to be 

important to the issue under investigation.  

9.4 Future Plans 

In the course of the research, many issues were studied and uncovered. 

Nevertheless, some of the issues clearly call for further research. For example, the 

cooperation within multi-professional teams has not been researched thoroughly in 

this field. Cooperation may always present some sort of challenges, but if the 

participants come from completely different fields, the possibilities of encountering 

more challenges are evident. Such cooperation may offer many fruitful learning 

situations for all participants, if they manage to negotiate and agree on meanings 

and goals. In addition, this kind of cooperation may also provide useful concrete 

results as in the described research cases. Such cooperation would offer numerous 

interesting cases for research and, no doubt, nexus analysis would be a suitable 

research strategy.  
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10 Conclusion 

The purpose of thesis was to explore change in the field of foreign language 

education. In order to reach the goal, the thesis shed light on what was going on in 

language learning situations at different levels, and how the prospective language 

teachers envisioned the future of language education. Further, the thesis gave a 

survey on motives that social actors ascribed for mediated action, i.e., for foreign 

language learning and teaching.  

This thesis was built on ethnographic principles. Hence, this study does not 

strive for generalisations, but rather aims at presenting particular situations in the 

light of research questions and at giving seeds for new reflections. The 

methodological tool for analysis was nexus analysis, which can be seen as an 

ethnographic discourse analysis reaching from the analysis of social action to the 

analysis of ascribed motives. 

The analysis consisted of five research cases. The cases functioned as landmark 

events to the research, guiding the research to the following, new direction. The 

two first cases were built on motive analysis, thus they were describing the scene 

and investigating various motives ascribed for action. The two motive analyses 

were carried out through online surveys among selected research participants in the 

field, i.e., actors who could be seen as decision makers, and actors who were 

studying foreign languages themselves in order to become language teachers in the 

future. The two first cases began to illuminate the complexity of change. Thus, at 

this landmark event, it became evident that further explorations were needed.  

The third research case shed light on participation and on the use of technology 

in language lessons. The findings indicated that the language students’ historical 

body directed action to more traditional directions as expected at the beginning of 

the case. The fourth case focused on analysing current practises at school and 

envisioning the future for language education. In this case, the probe method was 

introduced to the language students in order to create and develop more innovative 

ideas. The analysis of the case suggested that many of the current learning practices 

were seen unmotivating and out of date. The emerging role of technology in 

learning, and in everyday life, became foregrounded. At the same time, the need 

for change both in current teaching practices, but also in teacher education, were 

seen important. The fifth case presented fruitful cooperation between language 

students and developers of technology. The findings imply that such cooperation is 

needed in order to find common understanding for shared interests and to design 

meaningful technical applications for learning.  
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The data suggested that many issues need rethinking, reshaping and new 

innovative approaches. In other words, many issues require change. However, the 

data clearly indicated that change is a complex phenomenon. Even if clear 

willingness may be expressed for change in speeches, manifold factors will 

constrain it. One of these factors, based on the data, is the participant’s historical 

body, which seems to influence all human actions. On the other hand, the data 

suggested that there are ways of tackling the complexity and constraints; nexus 

analysis seemed to work well in finding some of the constraints, and the probe 

method, for example, introduced a concrete tool to reflect on the current practices 

profoundly, and to envision new ones.  

The research reported in this thesis presents the complexity of change in the 

field of foreign language learning in various contexts, or nexuses. The research has 

consequences at many levels. The findings can be beneficial for designing new 

practices for learning, both at classroom level and at the level of pedagogical 

development work. Furthermore, this thesis gives a new example of the use of 

nexus analysis, which is a relatively new tool in linguistic research.  

Language education is a broad entity. It offers enthusiastic researchers 

numerous new research ideas. One of the most tempting ones, among those ideas 

which were born in the course of this research, is to examine the meaning 

negotiation between participants from different disciplines or cultures; how their 

thoughts and visions are transformed and resemiotised to form mutual and shared 

understanding through meetings and discussions together. 
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Appendices  

Appendix 1: Motive Analysis 1 

 

Questions 

 
1. How is your work/study related to languages? 
2. Which foreign languages are studied in Finland? 
3. Why are these languages studied? 
4. Has the situation changed in recent years? 
5. What affects language provision in education? 
6. What affects the learners’ choices for language education? 
7. Are there languages that Finns should know more? 
8. What do you think about current language teaching? 
9. Is there something that sets constraints for language learning? 
10. Is there something that offers new opportunities for language learning? 
11. How does assessment affect language learning? 
12. Are there alternative approaches for assessment? 
13. People have different views on the European Framework for Languages. 

What is your view? 
14. What should language education involve? 
15. How do you see teacher education in the professional development of 

future language teachers? 
16. How will foreign language education be carried out in the future?  

 

Statements  

1. Foreign language learning is doing fine. 

2. Foreign language teaching is doing fine. 

3. Technology is used in meaningful ways as a language learning tool. 

4. Language teachers must be qualified. 

5. Language teaching practices have changed considerably during the last 20 

years. 

6. Finns will speak at least two foreign languages in addition to the national 

languages in the future. 

7. School constrains the development of language competences. 

8. Attitudes towards language learning are positive. 

9. Attitudes towards language teaching are positive. 

10. Languages are also learnt outside school, which is well taken into 

consideration in teaching. 
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Appendix 2: Motive Analysis 2 

 

Questions 

 
1. How is your work/study related to languages? 
2. Which foreign languages are studied in Finland? Why? 
3. Has the situation changed in recent years? 
4. Are there languages that Finns should know more? 
5. What do you think about current language teaching? 
6. What affects language provision in education? 
7. What affects the learners’ choices for language education? 
8. What should language education involve? 
9. How do you see teacher education in the professional development of 

future language teachers? 
10. Is there something that sets constraints for language learning? 
11. Is there something that offers new opportunities for language learning? 
12. How does assessment affect language learning? Are there alternative 

approaches for assessment? 
13. People have different views on the European Framework for Languages. 

What is your view? 
14. What affects language provision in education? 
15. How will foreign language education be carried out in the future?  

 

Statements 

1. The present situation of language learning is good. 
2. The present situation of language teaching is good.  
3. Technology is used in a sensible way as a tool for language learning.  
4. Language teaching practices have changed considerably. 
5. Attitudes to language learning are positive. 
6. School sets restrictions for language learning. 
7. Languages are learnt even outside the classroom and this is acknowledged 

in language teaching. 
8. The language teacher should be qualified. 
9. Language education is not only the language teachers’ responsibility. 
10. In future, Finns master at least two foreign languages in addition to the 

national languages. 
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Appendix 3: Questionnaire for the pupils/LTECH 

 
1. What do you consider fun? 
2. What is technology? 
3. What do you do in your free time? 
4. Where do you hear/see foreign languages? 
5. What languages can you speak? 
6. Which languages would you like to know? 
7. What do you usually do during breaks? 
8. You work as a break supervisor, what would you do during the 

breaks or how would you activate the pupils? 
9. What do you need technology for? 
10. What do you need languages for? 
11. What do you do if you manage to fulfill all given tasks quickly and 

you have extra time during the lessons? 
12. You are the teacher! Invent something funny to cheer up the lesson. 
13. What will you do when you grow up?  

 
1. Mikä on mukavaa? 
2. Mitä tekniikka on? 
3. Mitä teet vapaa-ajalla? 
4. Missä kuulet/näet vieraita kieliä? 
5. Mitä kieliä itse osaat? 
6. Mitä kieliä haluaisit osata? 
7. Mitä teet yleensä välitunneilla? 
8. Olet ammatiltasi välituntiohjaaja, mitä tekisit välitunneilla tai mitä 
teettäisit oppilailla? 
9. Mihin tarvitset tekniikkaa? 
10. Mihin tarvitset kieliä? 
11. Mitä hommaat, jos saat tunnilla tehtävät tehtyä nopeasti ja sinulla 
on ylimääräistä aikaa 
12. Olet opettajat! Keksi hauska juttu, joka piristää tuntia. 
13. Mikä sinusta tulee isona? 
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