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Abstract 

Students today encounter a vast amount of English in their free time, outside the walls of 

school. They watch English films, play English computer games, and keep international 

contacts through the internet. This present study focuses on mapping the so called Extramural 

English activities of two groups of upper secondary high school students in order to find out 

how and if the overall English proficiency of those students can be derived from the English 

they encounter in their free time. One of the groups is living and studying at a Swedish school 

in the UK, while the other one is living and studying at a regular high school in the south of 

Sweden. Both groups participated in a survey where they were asked to answer questions 

about their free time habits, time spent on different English activities and how they feel that 

their confidence and overall proficiency in the subject has improved. The results of this study 

show that the students living in the UK engage in more English activities outside of school 

and that they claim overall better results and higher confidence in their English. This study 

contains proof that Extramural English is an important factor in achieving targetlike language 

proficiency. 
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    1. Introduction 

The present study focuses on two groups of Swedish upper secondary high school students 

and their extramural English activities in correlation with their overall English proficiency. 

While the first group is located at a school in the south of Sweden, the second one is studying 

in London, UK. The main subject of investigation will be the out-of-school English those 

students come in contact with, focusing on the type of contact and the frequency of it. When 

referring to this contact I will lean on the term Extramural English (henceforth abbreviated to 

EE) previously coined by Pia Sundqvist in her dissertation Extramural English Matters.
1
 EE 

refers to any kind of English that the students encounter outside of the walls of school. Be it 

either watching films, speaking to friends, chatting, playing video games, or any other English 

activity that the students are engaging themselves with, that is not part of their syllabus. 

Observe that the term EE does not refer to, for example, reading English books or articles as a 

part of homework or assignments for school at home, thus, this would not be an EE activity 

since it is connected to the students school English.  

The idea for this study was born in the spring term of 2009, during my time in teachers 

practice at the Swedish School in London. I had the privilege to come in contact with students 

of all age groups, including students from the first grade of primary school up till students in 

their very last year of high school. What caught my attention was the rather extraordinary 

learning situation the English learners at this school are confronted with. The Swedish School 

in London follows the political directions and curricula established by the Swedish National 

Agency of Education.
2
 This means that the students remain within the Swedish school system 

during their stay abroad, which provides for a seamless transfer when entering the UK and 

later returning to Sweden again. The children enrolled at the Swedish School in London are 

mainly those who had to move to the UK together with their families due to changes in the 

parental working situation. Also there are plenty of students to be found here who sought an 

experience abroad without getting behind on the Swedish syllabus. I noticed how extremely 

well the majority of the students that I came across spoke English. Compared to students 

living in Sweden, their English flowed naturally and rather relaxed, as if English were their 

second mother tongue. This came as no big surprise, since they enjoy a rather English 

                                                           
1
 Sundqvist, Pia. Extramural English Matters, Out of School English and Its Impact on Swedish Ninth Graders´ 

Oral Proficiency and Vocabulary, 2009.  
2
 More information on the circumstances can be viewed directly on the Swedish School in London´s homepage: 

http://www.swedishschool.org.uk/index.php?option=com_content&view=article&id=221&Itemid=241 

(Retrieved 26 Nov 2011) 

 

http://www.swedishschool.org.uk/index.php?option=com_content&view=article&id=221&Itemid=241
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nourishing learning setting, one that most English learners located in Sweden do not 

encounter. This discrepancy between the UK students´ constant English input and the 

irregular or even possible lack of English input for students living in Sweden raised my 

interest to further investigate this matter. The aim is to map to what extent the UK students 

EE actually succeeds the EE of regular English learners living in Sweden, and how this 

correlates with the overall proficiency for each of the sample groups. The term overall 

proficiency refers to proficiency in at least one or more, of the four language skills (reading, 

writing, hearing, speaking). It will, in a broader perspective, denote any kind of English 

improvement as measured by self-assessment and the students own perception.  

 

1.2 Aims and research questions 

The main aims here are to map the EE habits for both learner groups and to find the potential 

distinctions between them. If there is a discrepancy, I will attempt to identify the possible 

correlations between the variable of EE and the students´ overall English proficiency, as 

measured by improvement in any of the four language skills. This study also strives to 

investigate whether there is a correlation between EE and the students´ confidence in using 

the language. Thus the central and controlling research question is:  

- Do Swedish students of English living in the UK earn better results in the subject and 

claim a greater confidence in their overall English proficiency than students who live 

and study in Sweden?  

My follow up questions are:  

- If there is a difference, is it likely that the students‘ extramural language environment 

is the cause of that difference? 

- Are certain EE activities more influential on proficiency than others? 

To my aid I designed an empirical study where students from both groups are to answer 

questions about their EE habits, their general attitude towards English as a subject and to 

assess their own overall proficiency in correlation with their EE.  

The results and in extension the outcome of this study should be of interest to teachers of 

second languages as well as students/learners of second languages and their parents. Also this 

study should matter for any learner of a second language, who seeks other means than school 
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books and teacher instructions in order to achieve a targetlike language. If a vast difference of 

confidence and self-perceived proficiency can be proved between the two learner groups in 

my study, this could mean that the EE has an impact on how students learn their second 

language. It could further encourage learners and teachers to consider EE to be not only a 

factor that affects an English learner in either way, but also a source for increased proficiency. 

Further, the potential positive outcome of this study has the prospects of encouraging students 

and their parents to consider a visit abroad as a good way to heavily increase their proficiency 

in the target language.  

 

2. Background 

2.1 English proficiency according to Swedish national manifested standards 

The following part will deal with national curriculum and syllabuses for the subject English at 

upper secondary high school level. If one is to map out student proficiency in an empirical 

study it is important to establish the given institutional guidelines of the educational system 

first.  

 

      2.1.1 English curriculum on Extramural English 

The Swedish nationwide English curriculum for the upper secondary school claims some of 

its main goals to be as follows: 

“The school in its teaching of English should aim to ensure that pupils: 

- develop their ability to communicate and interact in English in a variety of contexts concern-

ing different issues and in different situations, 

- deepen their understanding of English as spoken in different parts of the world, and improve 

their ability to understand the contents communicated by different media,”
3 

Further it demonstrates the institutional awareness of Extramural English influences and 

makes a generalized claim about the Swedish students´ frequent EE. It states that:  

“Pupils encounter today many variants of English outside school. They meet English in a variety 

of contexts: on TV, in films, in the world of music, via the Internet and computer games, through 

reading texts and via contacts with the English-speaking world. The subject of English provides 

both a background to and a wider perspective on the cultural and social expressions surrounding 

pupils in today's international society. The subject covers examining the meaning conveyed by the 

                                                           
3
 Skolverket 2012a 
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language and benefiting from the richness and variety of English, which children and young peo-

ple meet outside the school.”
4 

Clearly the curriculum affirms that the EE plays a passive role in the English school subject in 

a relationship where the school English is the cause, or rather the starting point, providing for 

the EE to happen in an accurate manner. It is only briefly mentioned that the subject also has 

a beneficial relationship from the English that students come across outside the walls of the 

school. The subject is presented as a necessity in order to grasp and understand the English 

that surrounds the students in their everyday life. The curriculum aims to ensure that the 

school English provides a solid and structured basis for learners to be able to meet a world 

where the language is constantly surrounding them.  

  

      2.1.2 Syllabus for English B 

As guidelines for English proficiency this study will lean on the national Syllabus for the 

English B-course, as this is the stage that my sample students were in when this study was 

conducted. Also it appears sensible to concentrate on the B-course since it deals with a broad-

er perspective on the language than the A-course, but does not demand the rather high profi-

ciency that the C-level asks for, on its completion. Additionally, it is mandatory for a large 

group of national programs that provide a basis for further studies on national university level: 

Such as the Arts, Natural Science, Social Science and Technology Programs.
5
 Thus concen-

trating on the B-course provides a somewhat broader guideline for semi-advanced learners but 

narrow enough for the students to be able to meet the horizon of expectations set by the Na-

tional Agency of Education. 

The focus of the syllabus for the B-course weighs heavily on oral/communication and com-

prehension skills. For example it reads that “Pupils should: understand longer sequences of 

connected oral discourse communicated directly, or via the media where the content may be 

unfamiliar, and of a relatively theoretical nature” additionally the students oral skills are ad-

dressed in the paragraph that requires them to “be able, after preparation, to provide coherent 

oral descriptions and explanations of phenomena, which are of general interest, and connected 

to the area of interest or study orientation”
6
. Further it is expected that the students exercise 

good communication skills that enable them to actively discuss different subjects in an appro-

priate language, keep the discussion going and to present and deal with the opposing argu-

                                                           
4
 Skolverket 2012a 

5
 Skolverket 2012b 

6
 Ibid. 
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ments.
7
 The part of the syllabus that deals with written proficiency stresses that such should 

be demonstrated mainly in a communicative context. It uses the verbs `commenting´ and 

`summarizing´
8
 instead of focusing on plain isolated text production. Also it emphasizes on 

that in their written production students must show their ability to write target group- and con-

text oriented by presenting the “…contents in writing in a clear and well-structured way, as 

well as be able to express themselves in a varied an personal manner with respect to the audi-

ence and situation”
9
  

In conclusion, we have found that the guidelines, set by the Swedish national Agency for edu-

cation, agree on the importance of English oral and communicative skills/improvement. 

Presentation and interaction seems to be the focus of the B-course. In light of this, it seems 

highly suitable to conduct a study just alike the present one, considering it dealing with EE 

which due to its rather communicative nature directly provokes the sought for competences, 

as presented above. 

 

      2.2 Learners´ ability of self-assessment  

My data will rely heavily on the sample students´ self-assessed English proficiency. A wide 

range of factors, which could possibly generate inaccurate results to a study, should be taken 

into consideration. One very pressing matter here is certainly the students´ capability of self-

evaluation and assessment. It might seem a bit informal and, not to say haphazard to ask a 

student to honestly and neutrally assess his or her own proficiency. Also one could argue that 

a student has no means of doing so thus he or she is not qualified, objective and/or non-

affective enough to evaluate his or her own cunnings. According to several studies though, 

this is certainly the case. Mats Oskarsson, of Gothenburg University,
10

 points to the fact that 

“Testing, assessment and evaluation are necessary aspects of a language learning system. As 

such they have formed part of the programme of systems developed set out by the Council of 

Europe Modern Languages Project from its earliest days.” In his study Oskarsson presents an 

investigation of the validity of self-assessment results by Swedish English learners, conducted 

by Gudrun Balke-Aurell
11

. The students´ self-assessment results and formal test results were 

compared with independent, impressionistic assessments made by native English and Ameri-

can language teachers and, in some cases, by native instructors working in close professional 

                                                           
7
 Ibid. 

8
 Skolverket 2012b 

9
 Ibid. 

10
 Oskarsson, Mats,  Approaches to Self-assessment in Foreign Language Learning, 1978. p. 1 

11
 Balke-Aurell, Gudrun, Validering av språktest (Validation of language tests), 1977.  
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contact with the subjects. The results showed that there was a very high agreement between 

the instructors´ independent assessment, and the subjects´ self-assessment. Thus it could be 

concluded that “… the general character of the experiment seems to warrant the conservative 

conclusion that global self-assessment techniques of the impressionistic or introspective kind 

need not be very much inferior to formal testing procedures…”
12

 Oskarsson also conducted a 

series of own follow up experiments regarding the self-assessment forms, where the aim can 

be described as investigating whether there is a correspondence between teachers´ judgment 

of their learners´ proficiency, and the learners´ own judgment based on self-assessment
13

.  

The subjects´ official course grades where used as an indicator and a criterion for overall lan-

guage proficiency. The teachers were not informed about the results of the self-assessment 

and most students´ were unaware of the grades they were going to get. The results of these 

experiments show that the predictions of the course grades by the students had an overall high 

success rate. Also the results of the self-assessment forms generated quite accurate results in 

accordance with their overall grades. Thus Oskarsson confirms “that impressionistic self-

assessment can yield quite informative results.” The learners “… had a good grasp of their 

actual language skills and they were able to communicate their impressions quite well by 

means of the evaluation instruments provided.”
14

 Conclusively, despite the non-substantial 

nature of self-evaluation, we can safely trust in our sample students to make sustainable and 

qualitative claims about their own proficiency, risking of course that some of the answers may 

be a bit off, depending on individual factors such as for example: personality or the current 

mood of the sample students. 

 

      2.3 SLA, concepts and key issues  

The present chapter will introduce and briefly describe some commonly used terminology 

within the field of second language acquisition (henceforth) SLA, followed by an introduction 

of the main concepts and theories of interest in previous SLA research, with a focus on the 

communicative aspects of second language learning. 

 

 

                                                           
12

 Oskarsson, Mats, Approaches to Self-assessment in Foreign Language Learning, 1978. p. 4 
13

 Oskarsson, Mats, Approaches to self-assessment in foreign language teaching, Göteborg, 1979, p. 26.  

In the experiment described above, the students had to guess their grades based on their own perceivement of 

their competence, and to assess their own overall proficiency by grading their mastery of the four skills: reading, 

writing, speaking and listening. 
14

 Ibid., p. 26.  
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      2.3.1 Second language acquisition, terms and concepts 

      2.3.1.1 Second language acquisition (SLA)  

Second language acquisition as defined by Susan M. Gass and Larry Selinker among others is 

“the study of how learners create a new language system”
15

 and as a research field, they add 

that SLA is the study of what is learned of a second language and what is not learned.
16

 In the 

history of SLA several theories have been brought forward and hugely debated. The range of 

ideas about SLA span from the extreme behaviouristic side to the extreme naturalistic view. 

Through time several basic theories of SLA have developed which then other scholars built 

on or rejected with counterproposals about the supposedly actual nature of SLA. Steven Pit 

Corder
17

 for example suggested that L2
18

 learners might be equipped with a kind of internal 

syllabus.
19

 This syllabus is claimed to guide and constrain the acquisition of the L2. Namely 

what can be learned, how and when it is learned and what cannot be learned. He also made a 

clear distinction between input and intake.
20

 Whereas the first is described as any kind of lan-

guage that is available from the environment, intake on the other hand represents the language 

that actually finds its way to add on the learner’s competence. Bill VanPatten and Alessandro 

Benati denote that a similar distinction between intake and input is still held today in the field 

of SLA research.
21

 Larry Selinker later proposed the theory of Interlanguage where he claims 

“that L2 learners possessed an internal linguistic system worthy of study in its own right, a 

language system that had to be taken on its own terms and not as some corrupted version of 

the L1.”
22

 According to this theory the interlanguage is something in-between the L1 and the 

L2, namely a system that the learner is building from environmental data.
23

 Stephen Krashen 

later “posited that learners acquire language through [almost exclusively through] comprehen-

sion of the input they are exposed to.”
24

 This theory was subject to heavy critics since it left 

too much acquisition unexplained,
25

 as many L2 learners after several years of exposure and 

interaction, in the target language, still possessed only non-native-like competences in the 

                                                           
15

 Gass, Susan M. & Selinker, Larry, Second language acquisition: an introductory course, 2008, p. 8. 
16

 Other introductory or overview texts define SLA in a similar manner (e.g. Doughty & Long, 2003; Ellis, 1994; 

Lightbown & Spada 2006; VanPatten, 2003; White, 2003) 
17

 Pit Corder, Steven, the significance of learner errors, 1967, pp 
18

 In this study we will use `L1´ when referring to a person’s first language and L2 for a second language, 

although, in a broader perspective these terms are more complex. The ambiguity of these will be discussed in the 

next section (See: 2.3.1.3). 
19

 VanPatten, Bill, & Benati Allessandro B., Key terms in second language acquisition, 2008, p. 2 
20

 Ibid. 
21

 Ibid. 
22

 Ibid. 
23

 Ibid., p. 3 
24

 Ibid. 
25

 Ibid. 
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target language.
26

 In the 90s and beyond two major approaches dominate the field of SLA: 

The application of linguistic theory and the application of certain psychological approaches, 

namely skill theory and the modern version of associationism.
27

 The linguists´ side carried on 

in their studies of the interlanguage theory and that the L2 learning underlies innate mental 

representations and constrains
28

 whereas the psychological camp on the other hand was large-

ly interested in what learners did with language. According to their belief language is “just 

another instance of human behavior”
29

 and “an artifact of learning, a latent structure that 

emerged based on data the learner encountered in the environment.”
30

 VanPatten and Benati 

write that these two approaches to L2 learning still dominate the field of SLA today, but that 

even those with a strong behavioristic approach would too admit “that language is a property 

of mind”, because it takes part in the brain of the learner.
31

 At this stage we can assume, 

though the scholars haven´t come to a full bodied agreement about how L2 and initially L1 

languages are learned, that language is a kind of innate system triggered and built upon by 

input, or rather by intake, such as active communication and interaction with other speakers of 

the target language, namely a combination of an inherent linguistic system and natural com-

munication situations. 

 

     2.3.1.2 Explicit and implicit SLA 

We will deal with students of English, who like most L2 learners are confronted with a sys-

tematically structured syllabus as a guideline for when, what and how the language is to be 

learned, i.e. regular students of English enrolled in courses as established by the Swedish 

Government. Though at the same time it cannot be ignored that the very same students, in 

their speech-environment, are confronted with randomized English words and utterances, that 

don’t “care” at which stage of learning their hearers currently are in. A distinguishing defini-

tion for these incoherent learning situations is thus needed. Jan Hulstijn defines the difference 

as explicit learning and implicit learning
32

: “Explicit learning is input processing with the 

conscious intention to find out whether the input information contains regularities, and if so, 

to work out the concepts and rules with which these regularities can be captured. Implicit 

                                                           
26

 Ibid., p. 4 
27

 Ibid. 
28

 VanPatten, Bill, & Benati Allessandro B., Key terms in second language acquisition, 2008, p. 4 
29

 Ibid. 
30

 Ibid. 
31

 VanPatten, Bill, & Benati Allessandro B., Key terms in second language acquisition, 2008, p. 5 
32

 Hulstijn, Jan, Theoretical and empirical issues in the study of implicit and explicit second language learning: 

Introduction Studies in Second Language Acquisition, 27, 2005, p. 131 
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learning is input processing without such an intention, taking place unconsciously.” VanPat-

ten and Benati write that scholars usually chose a potential position for where SLA takes 

place.
33

 They state them as follows:”(1) SLA is largely or exclusively implicit; (2) SLA is 

largely or exclusively explicit; (3) SLA consists of both implicit and explicit learning.” The 

latter involves, as the name already suggests, both conscious learning situations and uncon-

scious ones. The authors write that there are two major groups to be found, who ascribe both 

processes (or ways of learning) to SLA. Whereas one group claims adults to begin learning 

explicitly and later move on to implicit learning, the other believes that both processes are at 

work in SLA simultaneously.
34

 Among these, the authors mention Richard Schmidt
35

 who 

suggested that for acquisition to take place, a language learner has to be aware of certain lin-

guistic attributes in the input. Thus a semi-conscious process is said to be at work in order to 

achieve native-like competence. The VanPatten and Benati conclude that “SLA has to be 

largely implicit in nature, that is, involve implicit learning, but this does not mean that learn-

ers – especially adults – do not attempt to engage explicit learning in some way.”
36

 This con-

clusion is once more based on the view of linguistic competence being attributed to the learn-

er´s head and not the information brought about explicitly.
37

 That is, in order to learn a second 

language the learner is not only to be confronted with rules about what is possible in language 

(explicit learning) but also has an innate knowledge about what is not possible (implicit learn-

ing). VanPatten and Benati
38

 exemplify this with the fact that learners of L2 seem to be able 

to form complex targetlike Wh-questions without having enough input. This could only be 

explained by the fact that a second language can be learned through explicit rules and input, 

but depends on an innate system of possible rules triggered by input.  

Steven Krashen
39

 makes a similar distinction when using the terms language acquisition ver-

sus language learning. “For him [language] learning referred to conscious effort at learning 

rules from books and teachers.” Further we can read that “According to Krashen, [language] 

acquisition involves processes by which learners internalize language from exposure to input 

(basically, samples of language they hear or read in communicative contexts)” In conclusion 

“acquisition happens because of exposure to input, not because anyone teaches the learner a 

rule or because he or she practices it. Krashen argues that learning a language is limited in 

                                                           
33

 VanPatten, Bill, & Benati Allessandro B., Key terms in second language acquisition, 2008.  Pp. 32 
34

 VanPatten, Bill, & Benati Allessandro B., Key terms in second language acquisition, 2008.  Pp. 32 
35

 Schmidt, Richard, Attention, 2001. In: Robinson, Peter (ed.), Cognition and second language instruction, 

2001, Pp. 3-32  
36

 VanPatten, Bill, & Benati Allessandro B., Key terms in second language acquisition, 2008, p. 34 
37

 Ibid. 
38

 Ibid., p. 35 
39

 As presented in: Ibid., p. 60 
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terms of what a learner can do with the explicit information that is given. VanPatten and 

Benati write that “it is safe to say that today, regardless of the process involved (learning vs. 

acquisition), scholars accept that learners develop an implicit representation of language, 

which subsumes Krashen´s acquired system.”
40

 This suggests that EE has a very high poten-

tial to actually be or become a major source for how a second language is learned. If the 

scholars argue that implicit learning, accidental learning or language acquisition (depending 

on which ever terminology is preferred) is crucial in the process of moving towards a target-

like competence, then mapping and analysing English learners´ EE makes absolute sense.  

 

     2.3.1.3 ESL, EFL or L2? 

In the field of the English language acquisition there is a general distinction made between 

three different speech communities
41

: Those who speak English as their native language 

(ENL), second language learners (ESL) and foreign language learners (EFL). According to 

this assembly the rather narrow definition of English as a second language (ESL) is a situation 

where the learner has a different mother lounge, but learns English in an entirely English 

speaking context. English as a foreign language (EFL) on the other hand would be the term 

used for English learners in a context where they speak their mother tongue (i.e. most English 

learners at Swedish schools located in Sweden). But one must question this rather limited 

distinction in the light of today´s global society (see section 2.4.2 on the diffusion of language 

borders and native speech communities). Also one must ask, what would be the proper label 

for the sample students living in the UK? Per definition they are both EFL and ESL-students. 

Their immediate learning context can be described as a Swedish one and thus one would 

speak about English as foreign language, but seen in a broader perspective they actually fit 

into the ascription of being second language learners of English. Their everyday life contains 

more or less mostly English and they are forced to adjust to their new milieu. As labeling our 

UK sample students seems to be a troublesome matter, one could agree to the commonly used 

terminology `L2´, short for any language that is learned after the mother tongue is acquired. 

In order to avoid confusion, despite it being a bit ambiguous and misleading, this is the term 

that henceforth will be used in this study, when referring to the English that the sample stu-

dents of both groups are learning. 

 

                                                           
40

 Ibid., p. 61 
41

 Initially distinguished by: Strang, Barbara M. H., A history of English, Methuen, London, 1970 
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     2.4 The role of English in Sweden and Europe 

     2.4.1 The role of English in Sweden 

The Swedish national Agency for Education issued a report in 2004 on a study that was con-

ducted in 2002 where Sweden and 7 other European countries participated.
42

 The study´s aim 

was to compare the overall proficiency and attitudes towards the subject, among students in 

the last years of mandatory school. It was established then that Swedish students nearly are 

“soaked” with Extramural English and should thus have immense potential for informal lan-

guage learning (language acquisition)
43

. It was also confirmed that Swedish students in gen-

eral have a very positive attitude towards English, as a subject and a language.
44

 In fact with 

96% of the students liking the language as such and 92% liking it as a school subject, 98% 

thinking English knowledge to be of great importance, Swedish students are placing them-

selves as number one country when it comes to language attitudes. What seems to be of high-

est importance are the skills that enables communication; to make themselves understood in 

contact with other people from around the world, and understanding not only other people 

they meet but things they hear or read in English.
45

 Of somewhat inferior magnitude they list 

the importance of English for their future career and further academic development. Despite 

the generally positive attitudes towards the language and the vast EE that is reported for the 

Swedish students and its learning potential, the study found that the Swedish school in general 

still gives the image of a rather traditional type of teaching where the English education tak-

ing place in the schools is centered around the teacher and the teaching aids such as course 

books and other material for scholar use. Though, despite the fact that the English education 

shows to be rather traditional, it is none the less found that the teachers of English are overall 

highly committed to their calling, and have great ambitions to help their students towards be-

coming better in the English subject.
46

 When asked where the students think that most learn-

ing of English takes place, it was found that despite their extensive EE the Swedish students 

to 55% agree on the school being the most important place for learning it. Thirty one per cent 

think that it is through EE (i.e. contact with media) they learn the language best.
47

 Interesting-

ly enough it seems that the students who claim higher grades overall ascribed EE to be of 
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greatest importance for learning and those with poorer grades think that English as school 

subject is the number one cause for proficiency.
48 

 

     2.4.2 Teaching English in the Global Age – EGL? 

At this point it might be in place to discuss English as a rather special language to be taught in 

the foreign classroom since the students are already surrounded by it via the media, the pop-

culture and cross cultural encounters. Esterino Adami has found that the globalization raises 

the expectation on teaching English as a second or foreign language. He claims that “the mul-

tiple role of English, considered not “merely” as a foreign language, seems to emerge as a key 

notion, and this new scenario evokes the profound changes that concern the people who learn 

English, their motives for learning it and their communicative needs as learners.”
49

 He is con-

cerned with English as a Global Language (EGL), where the target of the learner is not merely 

to possess English as a second language but to become a transnational or cosmopolitan citi-

zen.
50

 Adami examines the term “native speaker” and confronts us with the fact that in the 

global age it is impossible distinguish any kind of nativity in English at all.
51

 Given the fact 

that we have all kind of native Englishes due to colonization (e.g. Australian English, Indian 

English, South African English, etc…)  He writes that “people aim to communicate with the 

world through English but at the same time they may wish to maintain their cultural aspects, 

like accents, lexis or other peculiar traits.”
52

 Further the author emphasizes on the importance 

of teachers of English as L2 to not ignore the influence of multiculturalism
53

 and to not only 

denote the primary linguistic skills to be of main importance but also to encourage students to 

seek integrative skills
54

 which allow them to be able to express their thoughts, and make 

themselves understood from within the culture of the target language rather than knowing the 

essential cognitive aspects of it. Although EGL is a rather appealing term, especially for the 

generation of teachers of which I am about to be one, I will further stick to the term L2. One 

cannot deny though, that we should keep the concept of English as a Global Language in 

mind, and further read into the very pressing manner of `the role of English in our modern 

world´ and what it essentially means for the school subject English. 
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     2.5 Extramural English Matters by Pia Sundqvist 

The following part of this study will deal with an important previous academic work in the 

study of EE and how it affects the students of English as L2. As mentioned before this thesis 

will rely heavily on Pia Sundqvist´s foregoing results in this matter. The coming section will 

present her most important findings in order to compare and contrast them with my own re-

sults. 

In her dissertation Extramural English Matters, Sundqvist has done an extensive study map-

ping the EE of 80 Swedish ninth graders and its correlation to their oral proficiency and their 

vocabulary. Her study spanned over a complete school year and included a wide range of col-

lected empirical data both quantitative and qualitative.
55

 In her background research the au-

thor covers the relevant key concepts in the acquisition of L2 along with the individual varia-

bles in SLA such as-self motivation and attitudes towards the target language.
56

 Regarding the 

variable of motivation she draws on several scholars´ researches when she concludes that 

“there is a relationship between learners´ ID variables
57

 on the one hand, and success in L2 

acquisition on the other.
58

 According to the presented research a factor highly considered to 

affect a learner is confidence. Sundqvist finds that extrovert personalities savour a better ac-

quisition of oral and communicative skills.
59

 The factor of shyness triggered by social interac-

tions
60

 can be overcome by spending some time abroad, in a country where the target lan-

guage is spoken. This theory is supported with a study conducted on Japanese students of 

English by Sae Matsuda and Peter Gobel, where it could be established that overseas experi-

ence enhanced the self-confidence in speaking English, the students´ motivation and the over-

all grades.
61

 Further, and all the more important, Sundqvist stresses that learners who are mo-
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tivated are likely to achieve good results in their L2 acquisition.
62

 Here she draws on the mo-

tivation-concept of McDonnough who suggests that motivation involves four constituents: 

The reason for learning, the strength of our desire to learn, the kind of person we are, and the 

task, and our estimation of what it requires of us.
63

 Despite listing and investigating most pos-

sible and probable ID variables, Sundqvist draws attention to the fact that the relationship 

between the ID variables and the language proficiency is a rather complex one and that 

“…there is no simple way of explaining successful L2 acquisition…”
64

. Further she finds that 

learners differ in their ability to acquire an L2 in terms of rate and ultimate attainment.
65

 

Sundqvist directs her attention to previous work regarding language learning in an out-of-

class context. In doing so she has found that there is a void to be filled regarding studies of 

EE
66

 and its correlation to L2 acquisition. She mentions Benson´s
67

 previous work in the field 

of out-of-class learning where he coined the term self-directed naturalistic learning, but as 

the term already implies, this kind of learning refers to a situation where a learner deliberately 

creates a naturalistic learning situation with an intention of learning the language.
68

 

Sundqvist´s EE and Benson´s terminology share only the main setting and context for where 

the language learning takes place, namely the out-of-school and voluntarily one but they do 

not overlap in the important factors of motive and awareness. Whilst in EE, as defined in 

Sundqvist´s study, the motive is hardly ever language proficiency. Here the learning takes 

place in a rather non-deliberate and random manner (see section 2.3.1.2 on Explicit and Im-

plicit SLA for more theoretical backgrounds). In self-directed naturalistic learning on the oth-

er hand the main goal is to consciously enhance ones English skills.
69 

Her main findings of interest show that there is a straight line between the time students spent 

on EE and their level of oral proficiency and vocabulary size, stressing also that the latter is 

affected more straightforward by EE.
70

 Further she mentions that EE “…which require learn-

ers to be active or productive are more important for learners´ oral proficiency and vocabulary 
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than activities which allow learners to remain passive.”
71

 The EE that played a crucial role in 

the English proficiency were: playing video games, surfing the internet, reading books and 

reading newspapers/magazines. The EE that had less impact on the ninth graders were: Lis-

tening to music and watching TV/films. Thus her study provides evidence for the language 

acquisition theories that are supported by interaction (Krashen among many more). In 

Sundqvist´s study most but not all ninth graders engaged in EE, also there seemed to be dif-

ferences in gender and socioeconomic backgrounds and EE habits.
72

 As this shows that it is  

to be expected that a group of English learners can be rather inhomogeneous in regards to 

their EE, she stresses the importance of the teachers´ awareness of different EE habits,
73

 and 

that they “…play a crucial role in motivating students to engage in those EE activities which 

are more demanding than others,…”
74 

 

3. Methods 

     3.1 Sample selection 

I chose two sample groups of English upper secondary school students, each with B-level of 

proficiency. One group lives and studies English in the UK at a Swedish school, whereas the 

other one lives and studies the subject in the south of Sweden at a regular Swedish school. In 

the UK group 33 pupils participated in the survey, and in the SWE group 35 students partici-

pated, of which I was able to collect 34 usable surveys. The reason I chose to compare these 

two groups is due to their rather intriguingly opposed language learning settings. Thus the 

potential for successfully making a contrasting comparison between EE and its correlation to 

English proficiency seemed fairly high.   

 

     3.2 Implementation 

I designed an anonymous survey, divided thematically into 7 different relevant parts, namely 

(presented in the same order as on the questionnaire): Attitudes towards English as a subject 

and evaluation on students own study effort, EE communication habits, self-assessed English 

communication proficiency, EE media consumption habits, Writing and reading habits, 
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Learner strategies and L2 learning beliefs, and lastly but most importantly: Self-assessed 

proficiency in correlation to the students EE.  

The survey contains only questions of interest that would gain quantitative data, which seems 

to be the ultimate alternative when measuring, for example, the time spent on a certain EE 

activity and being able to make substantial comparisons between the two sample groups. 

Occasionally, the questionnaire was lightened up by quantitative questions, such as: “What is 

your favourite band/movie or computer game?” Those questions had only little relevance and 

were thus generally excluded from the table of results, but served mainly to keep the students 

interest up by addressing their affection. 

 

     3.3 Delimitations 

When evaluating the results of my survey, it became clear that one important factor is 

missing, that could not possibly be taken in consideration within this study. Namely a 

student’s own definition of proficiency and how it can differ in accordance to their current 

surroundings. It is clear that any learner of English as L2 would feel inferior to a native 

speaker in the natural environment of this speaker of English, while a learner of English in a 

foreign context could be equally skilled but yet claim a greater confidence and even 

proficiency in a relative relationship to the language setting. This however, is a flaw that can 

hardly be mended in any study with this or similar designs and magnitude. One could look 

further into this matter and conduct a further series of studies based on how students in a 

foreign setting define proficiency, compared to those in a native setting. We have to accept 

that self-assessment ability can vary not only intra-individually but also given to the context 

and the actual physical location of the individual. Thus, it can be assumed that a native setting 

could possibly have not only positive effects but also negatively affect relative language 

confidence. 

Pia Sundquist claims that it is nearly impossible to safely state that EE is the direct cause of 

English proficiency. Also she writes that it is not certain that the other way around is not the 

case. Namely that increased EE might in fact be the result of English proficiency. Another 

possibility is that a third unknown factor could be at work in this process.
75

 Sundqvist 

compares this this matter with the renowned philosophical dilemma of causality, asking: 
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“Which is the chicken and which is the egg?”
76

 The question seems to be: Is the EE the cause 

or the reason for proficiency? - We can never be entirely safe in stating either, but we can try 

to approach an understanding of how these two main factors correlate and affect each other by 

asking the right questions. 

As this study is not primarily interested in measuring gender or sociocultural differences in 

the matter of EE and its correlation to overall English proficiency, the students were not 

obliged to specify their sex or answer any questions regarding parental academic or profes-

sional situations. Thus this variable for language proficiency will be excluded entirely from 

the results, discussion and subsequently the outcome of this study. 

 

     3.4 Reliability  

In the survey I included questions that ask the students to assess how they believe their EE 

affects their proficiency in class, along with some retrospective questions that address the 

reversed matter. Namely how their skills acquired at school affect their EE and their 

confidence in using English in their free time. For the sake of being just, and not falling into 

the risk of biasing the results, a part is included where they are asked to evaluate if they think 

that EE has had a negative effect on their proficiency (i.e. leading to colloquial language and 

grammatical mutations).  

Further, the anonymity has the disadvantage of disabling a straight comparison between one 

individual´s attitude, effort, EE habits, time spend abroad and his or her overall proficiency. 

Thus it is only possible to work with average numbers for the two groups, and compare and 

contrast which answers receive the highest respectively the lowest percentage of answers. 

This study is therefore limited to view the two sample groups as collective clusters, giving an 

overall idea of the discrepancy and/or agreement between them. 

  

4. Results  

All answers are given as percentages, showing only the first decimal, rounded up or down 

depending on the value of the second decimal. Thus a slight discrepancy may appear in the 

total percentage, which is a standard occurrence in the process of rounding figures, that 
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should not alter the results significantly. All the graphs contain the results for both sample 

groups, indicating the numbers for the students living in the UK with blank background, and 

the letters UK, and for the Swedish students with a shaded background and the letters SW. 

  

     4.1 Attitudes towards English  

     4.1.1 Attitudes towards English as a language and as a school subject 

    Not at all Somewhat agree Mostly agree Fully agree 

English language is interesting 
UK   24.2% 75.8% 

SW 5.9% 11.8% 47% 35% 

English language is beautiful 
UK  9% 27.3% 63.3% 

SW 5.9% 17.6% 50% 26.5% 

I study English only to pass the tests in 
School 

UK  84.9% 9% 6.1% 

SW 41.2% 35.3% 11.8% 11.8% 

Good English skills are important 
UK    100% 

SW   29.4% 70.6% 

English is important for communicating 
with people from other countries 

UK    100% 

SW  5.9% 5.9% 88.2% 

English is important for the use of media, 
TV, internet, etc. 

UK   9% 90.9% 

SW   26.5% 73.5% 

(Table 1: Attitudes towards English) 

The UK group has an overall better attitude towards English as a language and as a subject. 

Table 1 shows that, as both groups generally agree to finding the language beautiful and 

interesting, the UK group though, stands out with completely rejecting the statement about 

English language not being interesting at all, and with their extremely high agreement on it 

being interesting as opposed to the rather low percentage of the SW students. As we can 

clearly see, among the UK students there is a twice as high percentage of pupils finding the 

language beautiful, than in the SW group. Thus it is clear that the two groups, in their rather 

differing attitudes towards the language as such, have fairly different learning conditions to 

start with.  

Further, the UK group exceeds in their personal motivation for learning English, as the 

number of students who reject studying it only to pass the tests, are more than twice as many 

than in the SW group. None of the UK students fully agree to studying English only to pass 

tests, as opposed to some of the SW group. Though there seems to be a discrepancy in the 

affective reasons for acquiring English, both groups are quite united in their statements about 



19 
 

the importance of good English skills and why they consider them to be such. Both groups 

assign most importance to good English skills as a tool for communicating with people from 

around the world. The UK group is even outstandingly united about this statement, all of them 

fully agree to this. According to both groups, only slightly less important but still very 

essential for good English skills, is the use of media.  

To sum this part up: Both students in the UK and in Sweden have more or less positive 

attitudes towards the English language, in general they find it appealing and interesting. The 

UK group is clearly leading in both attitudes and motivation though. Both groups overall 

agree that good English skills are important and share the reasons for why they believe so. 

The only truly striking difference lies in the motivation for learning, which may go hand in 

hand with the overall difference in the attitudes as seen above.  

 

     4.1.2 Learner effort 

    Not at all Somewhat agree Mostly agree Fully agree 

The effort put into the English studies 
correlates with my results/grades 

UK  15.2% 57.6% 27.3% 

SW 11.8% 11.8% 58.8% 17.6% 

The effort put into the English studies 
correlates with my ability to use English 
written/spoken/comprehension 

UK  12% 33.3% 54.5% 

SW 5.9% 20.6% 61.8% 11.7% 

The effort put into the English studies 
correlates with my confidence in using 
English 

UK   15% 36.4% 46.4% 

SW 11.8% 17.6% 50.1% 17.6% 

(Table 2: learner effort in correlation with proficiency) 

The pupils in the UK group generally think that the effort they put into the subject pays off in 

their grades. Table 2 shows that the SW group is slightly less convinced about their work 

input and outcome though. Further, they are not very confident in how their overall 

proficiency correlates to their dedication in the subject. There seems to be a considerably 

ample gap here, which also goes for their effort in relation to their confidence in using 

English. The larger part of the UK group reports that they find their efforts to, more or less, 

correlate with how secure they feel in using English. Whilst again, it can be found that the 

SW group tends to weigh a tad heavier on the other side of the scale. All in all the distribution 

for the numbers look quite alike for all 3 statements in this part. Table 2 clearly shows that the 

SW students overall claim to be less successful in their efforts than their correspondents 

overseas. 
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     4.2 Extramural English habits 

All results, accounted for below, are referring to Extramural English activities only, that is the 

students were clearly instructed to keep the time spent on working with English at home, for 

school purposes or as homework, left out from their answers.  

 

     4.2.1 Communication habits 

    
No time at all >30 min 30 min - 1 hr 1 hr - 5  hrs 5 hrs - 10 hrs 10 hrs - 20 

hrs 
20 < 

Time spent on spoken 
communication/week 

UK   9% 21.2% 45.5% 15.2% 9% 

SW 17.6% 35.3% 2.9% 11.8% 5.9% 5.9% 17.6% 

Time spent on written 
communication/week 

UK 6.1% 21.2% 18.2% 21.2% 21.2% 3% 9% 

SW 8.8% 23.5% 14.7% 20.6% 5.9% 8.8% 17.6% 

(Table 3: Communication habits) 

As would be expected, the UK students are avid English conversationalists. The time they 

claim to spend on spoken communication (including all sound communication systems) per 

week heavily weighs on the large side of the scale. Most of them spend between 5-10 hours 

communicating in English in their time outside of school (table 3). Though rather surprising 

was the finding that the SW group actually seems to consist of a rather big number of students 

who communicate more than 20 hours per week, exceeding the number of the UK students 

with almost twice as high percentage. The same, at first, rather bewildering distribution can 

be seen in the second question. Again, almost twice as high percentage of the SW students 

claim to be writing for communicative purposes (including chat, message boards/forums, 

email, commenting on blogs, etc.) more than 20 hours per week. As for the rest of the 

numbers, analysed rather bluntly, the UK students exceed the SW students slightly in both 

communicative activities. Although it must be admitted that table 3 does not indicate a vast 

difference in the written communication habits between the two groups, which at this point 

still can seem a bit unexpected.  
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     4.2.2 Self-assessed communication skills and improvement 

    Not at all Somewhat agree Mostly agree Fully agree No Answer * 

When communicating in spoken English I 
make myself well understood 

UK   18.2% 81.8% 

SW  17.6% 38.2% 41.2% 2.9% 

I use what I learned in class in real life con-
versations… 

UK  21.2% 42.4% 36.4% 

SW 2.9% 23.5% 52.9% 14.7% 2.9% 

… and when doing so I´m overall successful 
UK   18.2% 51.5% 30.3% 

SW 2.9% 23.5% 52.9% 11.8% 8.8% 

The more time I spend on communicating 
the more my communication skills improve 

UK   18.2% 81.9% 

SW  11.8% 26.8% 58.8% 2.9% 

* Students from the SW group who claim that they never communicate in either spoken English or written English (see table 3)  

(Table 4: Self assessed communication skills and improvement) 

This part serves to follow up the previous one about the communication habits. The students 

are to assess how well they feel that they converse in English with other speakers. Despite 

both groups leaving `not at all agreeing´ blank to the statement about making themselves 

understood, there is still a rather big discrepancy in the numbers. The tendency clearly goes 

towards the UK students, claiming twice as high percentage than the SW group in fully 

agreeing to this. Similar patterns can be viewed for the statement about using what they learnt 

in class, and being overall successful in doing so. The self-assessed communication skills and 

the self-assessed improvement of them is thus a fair bit higher among the UK students 

without exceptions. It could be assumed that this goes hand in hand with the time actually 

spent on spoken communication (Table 3), which also coincides with students from both 

groups rather high agreement about: the more time spent on communication = The better they 

become.  

 

     4.3 Media habits 

     4.3.1 Audio-visual media habits 

    No time at all >30 min 30 min - 1 hr 1 hr - 5  hrs 5 hrs - 10 hrs 10 hrs - 20 hrs 20 < 

Watching English films with 
SWE subtitles/week 

UK 66.7% 3% 6.1%  9% 9% 6.1% 

SW 14.7% 5.9% 5.9% 20.6% 26.5% 8.8% 17.6% 

Watching English films 
without SWE subtitles/week 

UK 3% 3% 3% 21.2% 33.3% 24.2% 12.1% 

SW 5.8% 2.9% 17.7% 26.5% 26.5%  20.6% 

(Table 5: Time spent on English visual media (TV, cinema, internet broadcasts, news, series, etc,..) with and 

without Swedish subtitles. Measured by time/week 
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Both groups are avid watchers of films, news, broadcasts, series, etc. The SW students 

though, are leading when it comes to spending more than 20 hours on either subtitled or non-

subtitled English audio-visual media. In table 5 we find that UK students hardy spend any 

time at all watching English films with Swedish subtitles. As can be seen in table 6, they 

clearly favour English audio-visual media without the Swedish translation in the subtexts. The 

SW group though claims the opposite. Most of them prefer to watch English films, and the 

likes with Swedish subtitles.  

    With SWE subtitles Without SWE subtitles 

Preference in TV, 
movies, cinema 

UK 9% 90.9% 

SW 29.4% 70.6% 

                                      (Table 6: Students preferences about Swedish subtitles) 

 

Thus, in conclusion: The SW group spends more time watching any kind of audio-visual 

media, be it with or without translation in the subtexts. The UK students that do watch films, 

etc,… spend more time doing so, with subtitles switched off than switched on, according to 

their indicated preference (table 6).  

 

     4.3.2 Audio media habits  

    No time at all >30 min 30 min - 1 hr 1 hr - 5  hrs 5 hrs - 10 hrs 10 hrs - 20 hrs 20 < 

Listening to English music 
(actively, lyrics, translating) 

UK 6.1%  9% 15.2% 18.2%  48.5% 

SW 5.8% 2.9% 5.9% 23.5% 20.6% 14.7% 26.5% 

(Table7: Listening to music actively, i.e. listening to the lyrics and thinking about their meaning. Measured in 

time/week) 

Undoubtedly one can see that the UK students claim to listen to more music actively, than 

their counterparts in Sweden. The percentage is twice as high for listening more than 20 hours 

per week. The Swedish students are not very far behind but still significantly enough to 

potentially make a difference when it comes to active language exposal. Also, as can be seen 

in Table 8, the UK group exceeds the SW students vastly in listening to the radio; of those 

who specified which programs they usually tune in to, many of the UK students mentioned 

BBC or other English news channels/podcasts; Mainly those programs that are based on 

speaking, rather than on music. The SW group also claimed to sometimes listen to podcasts or 

radio programs, but most of them turned out to be special internet channels for certain music 
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styles of interest. For example, one student listed a `trance channel´ which is a channel 

devoted to music only and hardly any speech at all.   

    Never Rarely Once a week several times/week 

Listening to certain radio 
programs/podcasts 

UK 24.2% 27.3% 18% 30% 

SW 58.8% 20.6% 11.8% 5.9% 

                    (Table 8: Listening to radio programs or internet podcasts, measured in time/week)  

Clearly the results to the questions about the time spent on listening to radio programs 

depends heavily on the location of the students. The UK group has assumedly a closer 

relationship to their current country of residence, why they would choose to engage in native 

English news updates and such. It is probably unlikely that the average person, living in 

Sweden would actively seek and listen to foreign radio programs, without having any kind of 

physical or other connection to that very country. Nonetheless, the results show that the UK 

group listens far more to native speaking English radio and music than the SW group. 

 

     4.3.3 Interactive audio-visual communicative media habits 

    NO Yes 

Engagement in any 
online English PC or 
TV games 

UK 66.7% 33.3% 

SW 8.8% 91.2% 

                                    (Table 9: Students´ engagement in English online games) 

This particular EE activity is very interesting, because it combines all aspects of the English 

language (writing, reading, hearing/understanding, and speaking/communicating) along with 

activating all the bodily senses (haptic, visual, etc.). It also demands to use the skills/senses 

simultaneously and in a rather rapid fashion. Further it is interactive, which means that it will 

never be static, as a book or a song is. When asked about the students´ engagement in English 

online role playing games that rely heavily on all the aspects mentioned above it becomes 

clear that the Swedish students outrace the UK ones by far. Table 9 shows that more than half 

of the UK students claim to never engage in any such games. In the Swedish group though, 

almost all of them answered `Yes´ to this question.  

    No time at all >30 min 30 min - 1 hr 1 hr - 5  hrs 5 hrs - 10 hrs 10 hrs - 20 hrs 20 < 

Playing English online PC or TV   
role games/week 

UK N/A *   10% 30%  20% 

SW N/A * 32.2% 3.2% 12.9% 12.9% 9.7% 29% 

* This table shows only the results of the students´ that answered `Yes´ to the question whether they engage in any PC or TV games (See table 9). 

(Table 10: Time spent on playing English online role play games, measured in time/week) 
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To demonstrate further how the SW students outshine the UK students in their online gaming 

habits, table 10 shows that, of the UK students who actually claimed to play online games at 

all (table 9), as much as 50% claim to do so less than 30 minutes per week. In the SW group, 

29% do play more than 20 hours per week. As this is a very important EE
77

, because it 

activates all the language skills at once, we might find that the overall EE balance is possibly 

evened out between the UK group and the SW group. The results in table 9 and 10 could also 

be a feasible explanation to the rather unexpected numbers in table three, about 

written/spoken English communication habits. It could  be assumed that the rather extensive 

English communication habits of the SW students is due to the fact that they engage in more 

online gaming, than the UK group. 

 

     4.4 Reading/writing habits 

Both groups are rather non-enthusiastically English readers and writers in their free time. As 

can be viewed in table 11, basically half of both groups answer to never write anything in 

English for non-communicative purposes (be it on blogs, articles, diary entries, poems, etc.). 

The distribution of the numbers show a similar pattern for both groups here, only the SW-

group actually has 2.9% claiming to spend more than 20 hours per week on this EE activity, 

which is not much, but compared to the UK group, where this option was nulled, it is not 

altogether indifferent.   

    No time at all >30 min 30 min - 1 hr 1 hr - 5  hrs 5 hrs - 10 hrs 10 hrs - 20 hrs 20 < 

Writing in English for non-
communicative purposes/week  

UK 42% 24.2%  15.2% 15.2% 3% 

SW 50% 29.4%  14.7% 2.9%  2.9% 

(Table 11: Time spent writing in English for non-communicative purposes (diaries, blogs, poems, etc...), measured in 

time/week 

When it comes to reading English texts (books, articles, poems, blogs, etc…) in their free 

time, the UK students are rather active though. Table 12 shows a clear difference between the 

two groups. Half of the SW group claim to never, or less than 30 minutes per week read 

English texts, whereas the main percentage of the UK students can be found on the opposite 

side of the time scale. According to their answers, they all spend at least some time per week 

reading any English texts for private purposes.  
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    No time at all >30 min 30 min - 1 hr 1 hr - 5  hrs 5 hrs - 10 hrs 10 hrs - 20 hrs 20 < 

Reading English texts 
UK  15.2%  30.3% 12% 12% 30% 

SW 41.2% 23.5% 14.7% 14.7%   5.9% 

(Table 12: time spent reading English texts for private purposes only (books, blogs, poems, articles), i.e. not as 

part of homework from school, measured in time/week. 

As a concluding remark about the EE of writing and reading, it can be said that the results that 

show the lack of reading/writing frequency in either group is directly overwhelming. Reading 

and writing is, in light of previous results, more or less the overall least practiced activity for 

both groups counted together. 

 

     4.5 Learner strategies and beliefs 

     4.5.1 Learner strategies 

All Students were asked to declare how they handle an unknown English item, when they 

come across one in their free time. In the UK group 39.4% answer to look it up in the 

dictionary, and 24.2% would ask a friend or a teacher. 30.3% rely on figuring out the rough 

translation by themselves and the context, and only 6.1% would ignore the unfamiliar English 

item. In the SW group the available answers for learner strategies were distributed rather 

differently. Only 20.6% answered to actively look up the word in paper or online dictionaries, 

and as little as 14.7% answered that they ask a friend or a teacher. Wholly 44.1% claim to try 

to figure out the rough translation by the context, and as many as 20.6% opted for ignoring 

the word or utterance all together. This proves that the UK group definitely shows an overall 

more conscious and active learner strategy than the SW students.  

 

     4.5.2 Where the students believe English is mostly learned 

    School EE Combination of both* 

Where  students believe that they learned most 
of their English 

UK 12.1% 75.8% 12.1% 

SW 67.6% 29.4% 2.9% 

Which students believe is most important for 
learning English 

UK 12.1% 69.7% 18.2% 

SW 47% 50% 2.9% 

Where  students believe that future students 
and learners  will learn most of their English 

UK  15.2% 72.8% 12.1% 

SW 55.9% 35.3% 8.8% 

* In the original survey sheet, this was actually not an option (See section below for further explanation). 

              (Table 13: Students opinions on where English is best learned) 
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This part shows some very interesting results. The circumstances are such though, that 

originally all three questions about where most of the English skills are acquired only had two 

options for answers. Namely: `at school, supervised by competent teachers´ or `in the free 

time, through EE activities´. The instruction of the survey said to only ever tick one box only, 

namely the one that they find they most strongly agree with. When evaluating the answer 

sheets though, I found that many students had broken the rule and ticked both `school´ and 

`EE´ along with some soft comments like: “Probably a good combination of both.” Or “I 

couldn´t chose one, they are both important”. Had this answer been available from the 

beginning, it is possible that even some, if not many, of the more rule-abiding students would 

have chosen this. However, this is now our test environment though. Due to limits in time and 

means, we have to use this set of answers for now to try and recreate a qualitative analysis of 

the results. Should this study be repeated one should consider including an alternative that 

allows the students to opt for both answers.  

However, regarding the test results for this part of the survey, the most interesting discrepancy 

lies between the UK students and SW students trust in EE. Overwhelmingly many answer that 

they feel they have learned most of their English through free time activities: The trust in the 

school as number one source for their proficiency is as low as it can get. The ones that 

“dared” answering that they feel it has been a combination of both are rather many 

considering this was not an option from the beginning. The SW students however, show the 

opposite. The trust in school is as high as much more than half of the group opting for this 

answer. Among the UK students, when asked about `what’s more important for learning 

English´ the answering pattern looks almost identical as to the first question, weighing only a 

bit heavier on the `combination of both´- answer. The SW students though have changed their 

distribution quite heavily. Most of them (more than half) actually believe that EE is most 

important for learning, though the other smaller half of the group still gives most credit to the 

school. When asked about where the students believe that future students and learners of 

English will earn most of their proficiency, the distribution looks much alike the one for the 

first answer: Both groups stick to their overall opinions. The SW group insists on, even in the 

future, school being the number one place for learning, and the UK students claim the 

opposite. At first sight these “roller-coaster” numbers for the SW group exhibit a rather 

puzzling and contradictory result. How is one to analyse that they believe they learned most 

of their English in school, and so will future learners and pupils do, but do accredit EE as 

number one important place to draw knowledge from? One could assume that it has 

something to do with how this particular group thinks that EE has got some very good 
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potential, but they somehow don’t feel that they can or want to utilize it. Thus, this 

discrepancy could possibly show that the EE these students expose themselves to, is misspend 

or just not taken advantage of as much as could be done.  

 

     4.6 Self-assessed proficiency  

     4.6.1 Self-assessed proficiency in relation to Extramural English Proficiency 

    Not at all 
Somewhat 

agree 
Mostly agree 

Fully 
agree 

My EE activities inspire me to make a 
greater effort in English class 

UK 6.1% 15.2% 33.3% 45.5% 

SW 5.9% 50% 32.4% 11.8% 

My EE activities have helped me 
become better in English class 

UK  3% 27.3% 69.7% 

SW 17.6% 41.2% 38.2% 2.9% 

My EE activities have improved my 
English grades/results in class 

UK   18.2% 48.5% 33.3% 

SW 26.5% 32.4% 38.2% 2.9% 

My EE activities have improved my 
English writing skills 

UK 3% 21.2% 39.4% 36.4% 

SW 29.4% 38.2% 20.6% 11.8% 

My EE activities have improved my 
English comprehension skills 

UK  6% 27.3% 66.7% 

SW 5.9% 26.5% 32.4% 35.3% 

My EE activities have improved my 
English speaking skills 

UK  3% 27.3% 69.7% 

SW  17.7% 47% 35.3% 

              (Table 14: Self-assessed proficiency as cause of EE)  

This part serves as an essential source for the following discussion. Here is where the students 

actually reflect on how well their EE is affecting their English proficiency. As could be 

suspected from all the previous results the UK group stands out in this part too. In table 14 it 

is very clear that they do claim to overall agree on their EE having inspired them to make a 

greater effort in their English class, whilst the majority of the SW students only somewhat and 

mostly agree to this.  

When asked about EE in correlation to their overall proficiency (question nr 2) as much as 

69.7% of the UK students actually fully agree as opposed to the extremely low value on this 

answer by the SW group: 2.9%. The rest of the numbers follow in the same fashion. The UK 

group is weighing heavily on the “agree side”, whilst the SW students show the opposite. On 

a more substantial level, regarding their own assessment of grades and results, both groups are 

relatively modest on claiming to have improved their grades. Still the tendencies are the same 

for each group as in previous questions. Most of the UK students fully agree or mostly agree 
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to this, whereas a huge part of the SW group claims that there is no correlation or only 

somewhat agree to this.  

The three skills: writing, hearing and speaking were assessed separately from the overall 

English proficiency. Generally it can be said that for both groups there is a high tendency to 

connect EE to good speaking and comprehension skills, but not so much for the writing skills. 

The pattern about the SW group fully agreeing by only half the percentage of the UK group 

seems to apply here as well. This goes for all three statements about the different English 

skills. Table 14 shows clearly, that UK students have much higher trust in their EE being a 

factor for good English skills, in general and in detail. Increased comprehension and increased 

speaking skills are leading way ahead writing, when it comes to proficiency as a direct cause 

of EE. 

 

     4.6.2 Negative effects of Extramural English? 

    Not at all 
Somewhat 

agree 
Mostly agree 

Fully 
agree 

My EE has had a negative effect on my 
written English (colloquial spelling) 

UK 45.5% 51.5% 3% 

SW 26.5% 32.4% 29.4% 11.8% 

My EE has had a negative effect on my 
spoken English(colloquial language) 

UK 48.5% 45.5% 6% 

SW 38.2% 23.5% 23.5% 14.7% 

               (Table 15: Possible negative Effects of EE) 

About the potential negative effects of EE on the students´ language, the groups agree to 

disagree. Overall both groups seem to worry very little about that. Table 15 indicates the 

tendency of the SW group to go slightly towards agreeing on the statement that the EE could 

possibly backfire and corrupt the written and/or spoken language, whilst the UK group once 

more shows how they are relatively sure of EE having only a positive outcome, since none of 

them fully agreed to the statements and only a few mostly agree. 

 

5. Discussion 

     5.1 Learner motivation, effort and Extramural English 

As can be seen in the results-section, the attitudes of the students living in the UK towards the 

English language as a subject seems to be more positive than of the ones living in Sweden. It 

is fairly easy to assume that a positive attitude towards a language or a subject will 
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automatically equal learner autonomy and subsequently increased proficiency. In general, one 

should be careful to make such assumptions. However, this study proves that the attitude 

towards a subject or a language could indeed be the cause or the starting point to increased 

proficiency. The results that were gathered from the survey suggest that we are dealing with a 

chain reaction here. Our sample students in the UK exceed the students living in Sweden in 

all of the following points made: They claim a more emphatic attitude towards English as 

language and subject; They collectively fully agree to English language being important, with 

a clear idea to why and for what it is important; they generally reject the statement about 

studying only in order to pass the tests;
 78

 they show a greater deal of learner autonomy
79

 and 

claim that their EE activities inspire them to make a greater effort in class. Further the 

students of the UK group are overall more convinced that the effort they put into their studies 

shows on their results/outcome. Additionally, compared to the students in Sweden, they claim 

to have gained more overall proficiency, greater confidence, somewhat higher grades, 

improved speaking/writing skills and increased comprehension due to their EE.
80

 By 

measuring these results against the ones of the students living in Sweden, who initially agree 

less on finding English interesting/beautiful and eventually account for less increased 

proficiency and language confidence, it is possible to establish that motivation and attitudes 

indeed are a factor for proficiency. These results could thus confirm McDonnough´s 

motivation concept,
81

 brought forward by Sundqvist, about how motivated learners are more 

likely to achieve good results in the acquisition of L2. It states that among other constituents, 

the reason for learning and the strength of our desire to learn is crucial for success.
82

 Since the 

UK students seem relatively clear on having a strong desire to learn and having their mind set 

on the reason and goals for their learning they profoundly fulfil these two constituents.  

In the previous section we were able to prove from the study results that learner motivation 

and positive attitudes towards English could be a possible reason for increased proficiency 

and confidence in using the language. The UK students assess EE to have a big part in this 

increased proficiency, and the Swedish students overall somewhat agree to this. Both groups 

more or less claim that EE activities have helped them to become better in class, to some 

extend earn better grades, and to more or less increase their different language skills. We have 

to look further into the aspect of EE as inspirational trigger for language learning though. The 
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percentage of the students in the UK group fully agreeing to the statement about EE having 

inspired them to make a greater effort in class exceeds the one of the students living in 

Sweden by almost four times as much.
83

 We have already established that motivation is an 

important factor which could be crucial for successful learning. From this set of answers 

though, it could safely be stated that EE is not only a direct source for proficiency but also 

works as an indirect factor, due to its motivational effect. Thus it is suggested that the 

following cause-causality relationship is applicable: EE Increased motivation increased 

proficiency and confidence (possibly) Better grades/results 

 

     5.2 Extramural English habits and learner autonomy 

This study clearly shows some differences in the Extramural English habits between both 

sample groups. As previously mentioned Sundqvist found some EE activities to be more 

prominent than others for increased language proficiency. Those are: Playing computer 

games, surfing the internet, reading books and newspapers/magazines
84

, this coming from the 

fact that those activities inquire an active involvement, as opposed to the passive ones like 

watching films or listening to music. In my study I found that the students in the UK overall 

succeed the ones in Sweden when it comes to their active EE habits. Most of the group spends 

a lot of time communicating in written and spoken English; and they spend more time reading 

English texts and writing for non-communicative purposes per week. The big exception could 

be found in the PC and computer gaming habits. The students living in Sweden are avid 

online gamers,
85

 which according to Sundqvist´s findings is one of the most crucial EE habits 

for increased proficiency. Also, due to this fact we could explain why the same group showed 

a rather high percentage of an extremely large amount of time spent with written or spoken 

English communication, as opposed to the rest of the numbers for this group.
86

 We can safely 

assume that the SW students who claim to spend more than 20 hours per week on online 

gaming overlap with the ones that claim to spend the same amount of time on spoken and 

written communication, as these two activities are mandatory for most online role playing 

games (chatting and using internet based sound systems for communication). As for the rest 

of the SW group though, the time spent on English communication, is less extensive than the 
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time spent on communication in the UK group
87

. One can see that the latter are generally 

more involved in active EE habits than the SW students. Although we must not ignore this 

subgroup of PC gaming Swedish students living in Sweden and exposing themselves to a vast 

amount of EE that triggers all English skills at once. If it previously could be proven that 

playing games is a “better” EE activity than many others, this particular group of avid game 

players in the Swedish group could be the origin to an essential part of the positive outcome 

of that groups self-assessed proficiency. Indeed, the SW group does report that there is a 

certain impact of their EE activities on their speaking skills and in their comprehension 

skills.
88

 Their opinion on their writing skills having improved due to EE could not be proved 

altogether, which could coincide with their fairly high agreement on EE having a negative 

impact on their English written language,
89

 considering what kind of written language is used 

in instant messaging systems (abbreviations and grammatical corrupted sentences, left out 

words, etc.). Also the SW group does not fully agree to a straight correlation between their EE 

and them becoming better in class and earning higher grades.
90

 As an interim balance a 

proficiency cause-causality chain could be described as: PC/Computer games  

communication (Possibly colloquial written language)  increased comprehension and 

speaking skills ≠ Increased writing skills & Increased grades.  

Despite this computer gaming subgroup in the Swedish group of students, when it comes to 

EE habits in general, the UK students more or less exceed the students in Sweden. A good 

example for this could be found in their preferences of visual media. Almost all of the UK 

students who indulge in audio-visual media rather watch a film without subtitles,
91

 as opposed 

to the group in Sweden where only a small number of students claim to actually prefer non-

subtitled films. This means that, despite films, TV, etc. being assessed as a passive EE activity 

and thus not as English nourishing
92

, this certain activity can still be held responsible for 

providing the learners with a rather large amount of English input. Turning off the subtitles 

means having no immediate translations at hand, should an unknown item of language appear. 

In the ideal case this would further encourage to seek the translation/explanation of the word 

or trying to figure out what the item means by the context. When this occurs the learner 
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experiences first implicit learning, which then takes a slight direction to becoming explicit 

learning. As we already know, SLA should be largely implicit in its nature
93

 in order to 

achieve a native like competence. This can only be achieved by not having access to the 

immediate translation, that the subtitles give them, and letting the unfamiliar item penetrate 

their minds before attempting to solve the “problem”. The tendency towards favouring 

subtitled visual media thus assigns more passive EE habits to the group in Sweden than to the 

group in the UK. This reflects in their learner strategies/autonomy as well, since they 

generally claim to more actively seek out the translation for the unknown word or utterance 

(by consulting dictionaries, other people, or the linguistic and semantic context of it), than the 

students in Sweden who to a rather large extend would ignore the item altogether.
94

 By this, 

we could argue that active EE habits, such as watching films and TV without subtitles, are 

connected to implicit learning and learner autonomy. If this is true for audio-visual media, 

then it should apply to the audio media habits as well. Our UK students claim to listen to 

more music actively than the ones living in Sweden.
95

 They spend a much greater amount of 

time actually listening to the lyrics and thinking about the translation of them, why this EE 

activity also can be counted as a rather active one, despite it being listed by Sundqvist as less 

important EE activity for increased proficiency. Additionally, we find the UK group to be 

rather extensive in their radio listening habits. A rather large percentage of them claim to 

repeatedly listen to a certain program
96

, mostly BBC, and other spoken news broadcasts. 

Seeing how it can be proved that the UK group chose to engage in EE more actively than the 

SW group, and subsequently proving to be more conscious in their approach to learning 

unfamiliar linguistic items, this study can support the theories about SLA being both implicit 

and explicit, as being presented by VanPatten and Benassi
97

 earlier. Further it can support 

Schmidt
98

 in showing that implicit and explicit learning work simultaneously or rather 

interchangeably: The unfamiliar item from the input is processed unintentionally and in the 

ideal case, as many of the UK students report to be doing, explicitly processed and examined 

for certain linguistic attributes/evidence. In Pit Corder`s
99

 terminology the students experience 

input, when exposing themselves to English spoken audio-visual and audio media, and when 

they actively tackle the linguistic items that are failed to be recognized: The input transforms 

                                                           
93

 VanPatten, Bill, & Benati Allessandro B., Key terms in second language acquisition, 2008, p. 34 
94

 See: Section 4.5.1. Learner strategies 
95

 See: Section 4.3.2 Audio media habits, table 7 
96

 Ibid., table 8 
97

 VanPatten, Bill, & Benati Allessandro B., Key terms in second language acquisition, 2008,  p. 32 
98

 Schmidt, Richard, Attention, 2001. In: Robinson, Peter (ed.), Cognition and second language instruction, 

2001, Pp. 3-32 
99

 VanPatten, Bill, & Benati Allessandro B., Key terms in second language acquisition, 2008, p. 2 



33 
 

to intake. This is, in accordance with Pit Corder, the kind of language that actually finds its 

way to build upon the already existing competence of the learner.  

The outcome of the discussion above could be featured as follows: EE  Implicit learning  

Learner autonomy  (Possible explicit learning)  Increased proficiency/confidence  

(possibly better grades results).  

 

     5.3 Learner beliefs and EE, bridging the gap? 

As presented earlier the motivation and the attitudes towards English are overall positive for 

both learner groups
100

, which essentially coincides with the results from the study conducted 

by the Swedish National Agency of Education
101

, where it is reported that Swedish students 

are “soaked in EE” and most of them claim to have a very positive attitude towards English as 

both subject and language. The same study also showed that the students find English is 

important for communicating with other people from around the world,
102

 very much agreeing 

with the results of my present study, where both groups were overwhelmingly united in their 

agreeance about English number one role as a tool for intercultural communication.
103

 

Comparing the results from my study and the study conducted by the Swedish National 

Agency of Education (henceforth SNAE), an interesting observation can be made when 

looking at the part about `learner beliefs´. As previously mentioned, there is a gap to be 

reported among Swedish students´ beliefs between where they think English is learned, and 

their overall positive attitudes towards English. The SNAE found, that despite being exposed 

to vast amount of EE and generally having very positive attitudes towards the language, the 

students still believe that most learning takes place at school in a traditional manner.
104

 This 

idea overlaps with the results for the Swedish group in my study. Remember that the students 

living in Sweden put some of their trust in EE for being number one source for proficiency, 

while they accredited school to have had most impact on their skills.
105

 In fact the numbers of 

my study and the ones in the study conducted by SNAE show a very similar percentage in this 

particular question. A discrepancy could be reported in my study, between where the Swedish 
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group find that they have learned most of their English, where they believe future students 

will learn most of it and what they actually believe is more important for learning (EE or 

school?).
106

 I earlier assumed that these contradictory internal results for the Swedish students 

is due to a gap between the perceived potential of EE and how it is poorly/unsatisfactorily 

utilized in the Swedish school. In light of the matching results from the SNAE study and 

mine, it can be confirmed that there seems to be a gap to bridge between the student-perceived 

fairly high potential of EE and how it is actually used by teachers and/or students to draw 

English proficiency from. The UK group claim to have a lot of faith in EE, regarding where 

they think they have learned most, what is most important for learning, and where future 

students and learners will draw most of their knowledge.
107

 If one is to analyse this, the 

reported amount on active EE activities have to be taken into consideration. As we have 

already seen the students in the UK claim to overall spend more time than the students in 

Sweden on most of the active EE activities. Thus diverging results between both sample 

groups about the learner beliefs, do either mean that the UK group has found better ways to 

utilize their EE for learning, or it means that the UK group´s exceeding EE have lead them to 

the conclusion that EE has most impact on learning, or it could mean a combination of both: 

They are exposing themselves to more EE and have probably advanced in finding a way to 

take advantage of their free time habits.  Thus from this we could try and draw a cause-

causality chain as follows: 

EE  Learner beliefs  EE  English proficiency  

 

     5.4 Summary of the Discussion 

Up till this point we have worked with linear cause-causality models that suggest that one 

factor triggers another, which then in its turn triggers yet another factor eventually leading to 

English proficiency. But seen in a broader perspective, one can only analyse the results from 

the present study as to show that certain factors are more important than others, and that they 

all are connected causally yet interchangeably, affecting not only one factor in a linear manner 

but also circular and cross-relational. As Sundqvist
108

 already pointed out, regarding the 

different ID variables and how they can affect language acquisition: There is no 

straightforward way in which L2 acquisition can be explained, and she stresses how complex 
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the relationship between the different factors and proficiency really is. We could attempt to 

visualize this by refraining from constructing linear cause-causality lines, and to see L2 

acquisition as a circle where each and every factor interacts with all the other factors in a give 

and take-relationship, and is thus both the cause and the reason for all the other factors. An 

attempt at visualizing this can be seen in the figure below: 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Note to the illustration above: The circle can be extended by adding even more arrows. The possibilities 

are limited only by the number of keywords involved. For example: a both way arrow between 

Communication and learner Effort could be drawn, one between Confidence and Learner motivation, 

one between Learner Beliefs and Explicit Learning, one between Intake and Communication, and so on. 

This circle could possibly even be visualized in an upwards ever increasingly wider spiral indicating 

time, where the key words constantly would be repeated and the arrows would then be drawn not only 

horizontally but also vertically, pointing steadily upwards. This circle attempts to indicate essentially 

how English is learned with respect to EE and in general: By a complex system of factors that interact 

with each other and with an ever increasing proficiency, triggering further learning. 
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If this is true for English proficiency in relation to EE, it would suggest, that Sundqist´s 

speculations about how it is impossible to state that EE is the direct linear cause of English
109

 

are quite justified. One could assume that the different variables work in a circular way where 

there is no real starting point, or at least the starting point, when it comes to L2 learning, 

occurs somewhere between hearing the first linguistic item in the L2 and consciously or 

explicitly seeking for a translation. In the case of English, in Sweden and Europe, this most 

certainly occurs from a very early point in a person’s life,
110

 stretching far beyond the walls of 

school. Extramural English is though a very important factor for learning English throughout 

life. These results could probably easily apply on any other L2, if the conditions for language 

x- environment were the same as for English.  

 

6. Conclusion 

The initial research questions can be answered as follows:  

Do Swedish students of English living in the UK earn better results in the subject and claim a 

greater confidence in their overall English proficiency than students who live and study in 

Sweden? – The results of the study clearly proves that the students living in the UK claim 

better results in the subject and have greater confidence in their overall English proficiency 

than the students living in Sweden. As this is a very small sample group, we cannot state that 

this goes for all students in general, but it is a good indicator for how the difference between 

these two types of learner groups could be described.  

If there is a difference, is it likely that the students´ extramural language environment is the 

cause of that difference? – According to the vast amount of active Extramural English that the 

UK students are exposing themselves to, and the slightly less extensive amount reported by 

the students living and studying in Sweden it can be safely stated that it is highly likely that 

the different extramural language environment is the cause to the difference in the self-

perceived proficiency and results/grades. 

Are certain EE activities more influential on proficiency than others? – As earlier proved by 

Pia Sundqvist, and as could be confirmed in the present study, the EE activities that 

encourage communication and active involvement are most crucial for learning English. Thus 
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activities such as playing English computer games, watching English films without subtitles, 

listen to English radio, listening actively to English music (mentally translating lyrics) 

conversing in written/spoken English, reading English texts, and writing in English for non-

communicative purposes are more important than activities that allow a rather passive 

involvement in the language: Listening to English music passively and watching films with 

Swedish subtitles. It could not altogether been proved that the EE activities that the students 

engage themselves in has a negative effect, such as colloquial written and spoken language. 

Though, some of the sample students claim that this is the case, others do not agree at all to 

this statement. Thus it could be stated that in some cases EE can have a possible negative 

effect on the overall pureness of the language.  

Extramural English is a very good source for English proficiency. Teachers of English for all 

age groups should be aware of the presence and the influence of EE. They should in fact 

encourage the students to engage in those (as listed above) that are more English nourishing 

than others. This could be to ask them to occasionally switch off the subtitles when watching 

films, or to start thinking about the lyrics of their favourite songs/artists and to write down the 

words they don’t understand in order to search for a translation. It has probably been said 

before, and is probably (or hopefully) already widely practiced, but integrating the students 

EE activities in class is a very good way to reach out to the students interest and to positively 

encourage them to seek EE anywhere they can. Further the self-perceived confidence and 

increased proficiency/results the UK students report for, could encourage other students to 

consider a visit abroad for increased language skills. This applies of course to other L2 too. 

Though the obvious and widely spread insight in how a visit abroad would increase and 

enhance ones language skills, it can’t be stressed enough that it is an essential part of learning 

to surround oneself with the target language. 

Thus from this, and earlier voices of the authors presented above, one can draw the assump-

tion that the role of English has changed and that essentially there is no English as such as 

attributed by classic textbooks and study sheets. This could possibly be a reason for why stu-

dents in the light of today´s globalization at times feel the schoolbooks to be outdated even if 

they are brand new. English has become a global language with as many varieties as there are 

communities of speakers of it. Learning English should, in the light of the potential that EE 

gives, not be reduced to only follow course books and slavishly navigate through the different 

levels of proficiency, but to interactively and communicatively cultivate the language with the 

aid of the students own free time habits. The borders of English as school subject have mi-
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grated outside the walls of school. Extramural English is a part of the subject and should be 

given the proper attention it deserves as a crucial source for increased proficiency.  
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