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Abstract 
This study examined the Storyline method and its effect on young English language 

learners’ motivation. Four classes in third year compulsory school in Sweden were 

studied using an experimental research design, where two groups used the Storyline 

method and two continued with their usual teaching. Measurements were done with 

semi-structured observations and semi-structured interviews during four weeks. The 

observations revealed that the Storyline method resulted in more motivated students, 

mostly due to the use of creative and communicative exercises. The teachers graded the 

students’ motivation and that did not reveal any considerable differences between the 

groups. However, the teachers in the experiment groups explained in the interviews that 

the students were more motivated with Storyline than without. Further outcomes of the 

results revealed that the Storyline method increased the teachers’ use of English while 

teaching and some teachers’ perception of their students’ language proficiency was 

questioned. The findings also showed that the method could respond to challenges in 

teaching, mentioned by the teachers.  

 

Keywords: English (second language), elementary school, Storyline, motivation, 

teaching methods.   
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1. Introduction 

It is hard to argue with the fact that English is a dominating language in communication 

worldwide. According to Paul, Simons and Fennig (2016) approximately 339 million 

people have English as their first language and 603 million as their second language1. 

The dominance affects both international and national communication. For example, 

Johansson (2006) describes a study on English as official language in Swedish 

corporations. Out of the 140 corporations interviewed more than half of them indicated 

English as their official language. This implies that Swedish students must acquire good 

knowledge of English, even if they do not strive for an international career. The 

Swedish National Agency of Education (2011a) also emphasises the importance of 

English in the curriculum of the subject. It highlights a growing use of English in 

Swedish politics, education and economy and stresses the importance of language 

knowledge for students to be able to be a part of a rich social and cultural life as well as 

an international education and labour market.  

As part of my education, I have spent two out of three internship periods with 

students in third year in compulsory school. The students studied English once to twice 

a week and based on their attitudes displayed in both verbal and non-verbal 

communication I experienced that the majority of the students were not especially 

interested in the subject, nor were they excited or seemed to enjoy the lessons. 

Regarding the importance of English mentioned above and my experience from my 

internship periods it is interesting to examine how teachers can motivate students to 

learn a language for which they might not have a specific need for several years, but is 

still so important for their future.  

Several studies on methods for increasing students’ motivation in learning English 

as a second language agree on the importance of students’ feeling of enjoyment while 

learning (e.g. Ara 2009; Aguirre, Bustinza and Garvich 2016; Anyaegbu, Ting and Li 

2012 & Ingleson Ahlquist 2011). One method which is claimed to enhance student 

motivation is Storyline, a holistic method based on a narrative context. Its possibility to 

involve several different activities and use of imagination is highlighted in Ingleson 

Ahlquist’s (2011) doctoral thesis The Impact of the Storyline Approach on the Young 

Language Learner Classroom: a case study in Sweden, as a reason for the students’ 

positive response to the method. Based on this it is interesting to examine if the positive 

                                                 
1 The term “second language” is in this text used as an equivalent to the term “L2”.  
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elements from the method can also be applied to English as a second language for 

young English learners.  

1.1 Aim and research questions 

The aim of this study is to examine if the Storyline method can be a solution for the 

experienced lack of interest and enjoyment in English as a second language for young 

language learners. The aspect the study will emphasise is if the method can affect 

students’ motivation and enjoyment of the subject. To detect this, students’ verbal and 

non-verbal communication, the teachers’ experience of student motivation as well as 

their own teaching will be examined. The research questions are:  

• Can the Storyline method affect students’ motivation and enjoyment in learning 

English as a second language in year three? 

• How do teachers apprehend their students’ motivation, with or without 

Storyline? 

• What challenges do teachers see in teaching English and how does use of the 

Storyline method respond to them?  

 

2. Theory  

In this chapter, the Storyline method will be presented along with the learning theories 

from which it has been developed. In addition, theories on motivation for language 

learning will be highlighted.   

2.1 Previous research 

Before presenting the Storyline method more thoroughly, selected previous research 

will be mentioned here, starting with two doctoral theses about Storyline and 

motivation. First Ingleson Ahlquist’s study, which was mentioned in the introduction, 

shows that the Storyline method was valued by the 11 to 13-year-old students in her 

study. The students highlighted drama, varied activities, use of imagination and group 

work as activities which enhanced their positive experience. The teachers in the study 

felt that words taught during the process were useful to the students and that the 

students extended their vocabularies due to the repetition of words in different contexts. 

The author’s conclusion was that the Storyline method had a positive effect on students’ 

development in spoken and written English (2011).  
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Secondly, in the thesis An Analysis of the Storyline Method in Primary School; its 

theoretical underpinnings and its impact on pupils’ intrinsic motivation, Mitchell 

Barratt (2010) writes about the relationship between Storyline and intrinsic motivation2. 

The study examined the effect of Storyline on intrinsic motivation and studied 

elementary students at the age nine to ten in England, who had used similar methods 

before the Storyline study. In the study, motivation was connected to theories on 

creativity and the results revealed that the Storyline method had increased the students’ 

intrinsic motivation and decreased their feeling of pressure.  

Furthermore, several Swedish student diploma works have been written on the 

Storyline method and motivation. They have either focused on English for older 

students (Andersson & Sjödin 2003) or used Storyline with other subjects for younger 

learners (Andersson & Juntti 2005 and Erlandsson 2005). All the above-mentioned 

studies agree on Storyline’s positive impact on students’ motivation and feeling of 

enjoyment in their school work. Another positive impact of the method is mentioned by 

Olofsson (2014), who highlights how the Storyline method can have a positive impact 

on fear of oral presentations. The study was focused on the subject Swedish and was 

conducted with students in year four. The findings showed that acting as their character 

in the Storyline made it easier for many students to speak in front of the class.  

However, critical views on the method are highlighted in Herrlund and Belcaid’s 

(2013) study, where the relationship between the Storyline method and interdisciplinary 

and cross-curricular learning was studied by interviewing four elementary school 

teachers, two in Sweden and two in Scotland. The results highlighted a critical view on 

integrating too many subjects into one Storyline narrative since the learning goals in 

each subject could be unclear or not emphasised in the actual teaching. Also, Hansson 

(2007), who studied teachers’ view on the Storyline method and its effect on goal 

fulfilment, stated a more critical approach. Her results displayed engaged and 

enthusiastic teachers who really enjoyed teaching with the method, but she could not 

find any clear evidence of how effective the method was to achieve the learning goals. 

The students produced materials and the teachers in the study were well informed about 

the connection between Storyline and the learning theories behind it. However, the 

author did not accept those aspects as evidence of goal fulfilment and proposed further 

studies.  

                                                 
2 see 2.3 Motivation 
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Research done on students between the age of six to nine examines the Storyline 

method in subjects using students’ first language (Mitchell Barratt 2010, Erlandsson 

2005 and Andersson & Juntti 2005). Ingleson Ahlquist, who studied second language 

learning, mentions how her choice of participants, age 11-13, originates from the 

identified loss of motivation in students from year four (age ten) and that the students 

were still learning mostly holistically, which the author connects to younger learners 

(2011: 56). Ingleson Ahlquist mentions further that criticism to task-based language 

teaching, which she compares the Storyline method to, highlights the younger learners’ 

lack of acquired knowledge in second languages. She claims that it could possibly 

prevent their ability to receive the positive aspects of the method. This can be one of the 

reasons for the seldom use of Storyline as a method for young English learners. 

However, Ingleson Ahlquist writes further that the first language can have a mediating 

role to the second language and is a resource rather than an obstacle (2011: 32). That 

implies that the younger students’ possible lack of knowledge in English should not be a 

problem when using this method, since they can use their knowledge in their first 

language as support. This is an interesting aspect and the possible effect of the use of 

first and second language within the Storyline method will be lifted in the analysis.  

2.2 Storyline and the theories behind it 

2.2.1 Storyline 

The Storyline method was founded in Scotland after the Scottish Education Department 

published a report on primary school education in 1965. The report focused on child 

centred approaches to learning which inspired Steve Bell, Sallie Harkness and Fred 

Rendell to develop the method. In Sweden, Storyline has been used since the 1990s 

(Storyline Scotland 2012, Storyline.se n.y).  

Falkenberg (2004) states that the Storyline method is based on seven themes. The 

first theme explains that the process takes place in a narrative, which is the main 

difference from other cross-curricular learning methods. Teachers determine the frame 

of the story and students fill the frame with details. The story is built by the following 

elements: a time, a place, inhabitants and different events. Falkenberg stresses the 

importance of students’ pre-knowledge and how development of the places and time 

should be initiated by what students already know about them. The second theme 

explains that all learning related to the Storyline takes place within the specific context 
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of the story. To make sure that this is followed, teachers can make a lesson plan based 

on a scheme3. This scheme is constructed with the headlines: Storyline topic, key 

questions, activity, organisation, material, product and learning intentions. Two of these 

headlines are method-specific: Storyline topic, where the teacher writes the planned 

events in the story, and key questions which will initiate students’ thinking and learning 

process. The activities which students and teachers do are based on the key questions.  

The third theme emphasises that the storyline should start with students’ pre-

knowledge, mentioned briefly in the first theme. For instance, a mind map of what 

students know about the Stone Age can be a possible start to examine their pre-

knowledge for a Storyline about that era. The use of key questions is connected to the 

students’ pre-knowledge which enhances the importance of open questions, e.g. they 

can have several answers. The fourth theme presents how the Storyline is developed by 

students’ problem solving. The problems are insinuated by the key questions, and 

students handle the problems within the context of the story. The fifth theme ensures 

that students are active in their learning process, i.e. students take part in the process and 

are present, both physically and mentally during the lessons. The sixth theme highlights 

students’ creative thinking and argumentation by recognising such processes with 

students’ part in the creation of the story. The last theme determines that the story is 

visualised and comes to life through models of the place and inhabitants. It provides a 

real setting to gather around and provides students with a visual setting to the story 

(2004: 40-62).  

Furthermore, Håkonsson and Håkonsson (2004) mention some aspects of using 

Storyline in teaching foreign languages and specifically English. The authors emphasise 

students’ communicative competence and connect it with use of interlanguage in 

classrooms. Another aspect raised by the authors is how language studies not only 

should develop students’ speaking and writing abilities but also their understanding of 

the culture in which the language is spoken. They refer to this by using the term 

intercultural competence (2004: 258-261).  

Furthermore, the authors mention variables for planning and conducting a 

Storyline in English as a second language. They stress the importance of making 

students use the language as soon as possible to prevent insecurity and anxiousness. 

This can be connected to the key questions in the third theme which focus on not 

                                                 
3 See appendix 2 for the scheme of the lesson plan Space Adventure 
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making students look for ‘right’ answers by using open-ended questions. Furthermore, 

they highlight the need of a language role model, to challenge and develop students’ 

language pre-knowledge, due to certain demands on correctness in language teaching. 

Students’ pre-knowledge is also a starting point from where the development of new 

language skills can be started. Depending on students’ pre-knowledge the planning of 

the Storyline can be based on certain groups of words or phrases4 (2004: 263-264,273).  

 

2.2.2 Constructivism.  

The Swedish website storyline.se and Mitchell Barratt state that the Storyline method is 

based on constructivism. Mitchell Barratt together with Ingleson Ahlquist also connects 

the Storyline method with the sociocultural perspective developed by Vygotsky. 

Bryman (2016) defines constructivism, in his words constructionism, as an 

ontological position where “[…] social phenomena are not only produced through social 

interaction but are in a constant state of revision” (2016: 29). In other words, cultures 

and settings are constructed by the people who are in them and are always changing. 

Schcolnik, Kol and Abarbanel (2006) further describe constructivism in education and 

claim that “[…] knowledge under constructivism is not seen as a commodity to be 

transferred from expert to learner, but rather as a construct to be pieced together through 

an active process of involvement and interaction with the environment” (2006: 12). This 

implies that students are producers of their own knowledge and build and generate it by 

themselves.  

Schcolnik et al. also highlight some principles for conducting a more 

constructivist teaching. Students need the possibility to use different materials and be 

involved in different situations and build knowledge from there. They need to be able to 

speak and discuss among each other; students’ pre-knowledge and preconceptions 

should be a part of the lessons and the teacher should not be too concerned whether the 

students respond wrongly. The teacher should use open-ended questions and questions 

which invite exploring and students should be aware of their own learning process and 

have a feeling of ownership of it. Lastly the lessons cannot be planned in detail since 

students’ ideas need to be taken into consideration (2006). These principles are similar 

to the seven themes highlighted by Falkenberg. For instance, the use of key questions 

can be linked to what Schcolnik et al. define as questions which invite exploring. The 

                                                 
4 For words and phrases for the lesson plan in this study see appendix 3 
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importance of students’ feeling of ownership of their learning process can be compared 

to students’ ownership of their story in the Storyline process. Since younger children 

most often cannot describe their learning process or produce any metacognitive 

reasoning, ownership of the story and the knowledge of how it came to life can be a 

possible way to develop it.  

In addition, Schcolnik et al. mention the use of constructivism in English learning 

classrooms and state that students do not have any pre-knowledge in second language 

learning, other than their knowledge in learning their first language. The constructivist 

approach can in this case be used to offer students meaningful and interesting 

opportunities for practicing the language, with a shift from focus on right and wrong to 

interlanguage (2006). This can be compared to what Håkonsson and Håkonsson write 

about working with Storyline and foreign languages and preventing student anxiety.  

2.2.3 Sociocultural perspective 

Säljö (2012) mentions Vygotsky’s theories and highlights the relation between language 

and thoughts. Säljö also mentions the Zone of Proximal Development, where students 

need support from someone with greater knowledge, for instance a teacher. The support 

is called scaffolding and is based on a visual image of teachers making frames and 

offering support for students so they can acquire new knowledge (2012: 189-194). This 

can be compared to the frame in Storyline which students fill with details. In addition, 

Ingleson Ahlquist mentions the sociocultural perspective on second language 

acquisition and highlights the aspect of interaction. By raising different studies done on 

the connection between the two she finds several aspects which affect students’ learning 

in a positive way. However, the connection is inconclusive; there are other aspects that 

effect students’ learning gain, and the interaction in group work is not evidently the 

most affecting variable. Nevertheless, the author still stresses gains from interactive 

work, especially for the less proficient students and she states conclusively that above 

other aspects, “the quality of learning is determined by its importance to the learner” 

(2011: 22). This can in other words mean that the level of language acquisition is 

determined by how interesting students perceive the subject or theme. In the context of 

Storyline this would be the result of work with students’ pre-knowledge and by letting 

students decide where the story is taken could increase their interest level and in 

extension their language acquisition.   
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2.2.4 Young English Language Learners.  

The main subjects of this study are students, in other words young English language 

learners. In Sweden, mandatory education in English as a second language starts at year 

one, when students are six to seven years of age. The specific curriculum for English for 

years one to three, states that focus in teaching should be on themes close to students’ 

everyday life, songs, rhymes, poems and stories. Speaking and writing should focus on 

simple conversations and presentations (Swedish National Agency of Education 2011b). 

The commentary to the curriculum states further that during the first years, English 

education should be focused on speaking and have the aim to enhance students’ belief 

in their own ability to use the language (Swedish National Agency of Education 2011c). 

Lundberg (2016) mentions that language education in Sweden is focused on 

communication and that the use of language is important, which agrees with the aspects 

mentioned above. Education should focus on context and students should be able to 

form and understand messages rather than aim for grammatical correctness (2016: 24-

25). This can also be found in Håkonsson and Håkonsson when they write about 

interlanguage in English classrooms, and is further highlighted by Ingleson Ahlquist. 

She claims that younger students learn holistically and that drama, thematic work and 

storytelling give students a possibility to use language in a meaningful context. She 

states that “teachers should […] strive to create conditions in which their learners want 

and need to use English” (2011: 36).  In relation to this, the author suggests that use of 

only textbooks can give education too much focus on form and grammar instead of 

communication. 

Furthermore, Lundberg stresses many advantages of early language learning: for 

instance, the possibility of students developing native-like pronunciation, the 

development of a positive attitude towards other languages and cultures and that an 

early start increases students’ motivation to language learning. For the last claim, she 

refers to Komorowska who states that thematic areas and a stress-free environment can 

develop and sustain students’ motivation (1997: 58-59).  Lundberg stresses however 

that an early start does not guarantee that students’ motivation is increased. The quality 

of education, the amount of time set for English and the continuity of education are also 

affecting variables (2016: 28-30). Aspects which can enhance the quality in education 

focus on spoken English rather than written, as also stated in the comments for the 
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English curriculum5. Lessons should focus on listening, understanding and speaking, be 

well planned, contain varied activities and context and finally give students a 

comfortable start in their English education (2016).  

Lundberg highlights the Storyline method as “very useful in the English 

classroom” (2016: 94 my translation) and states further that it can be a positive method 

for maintaining students’ motivation when they go from year three to year four, which 

otherwise can be a critical transition (2016: 171). Based on the aspects highlighted, the 

Storyline has the possibility (with its basis in a story) to provide students with the ability 

to use words in natural situations and contexts. It also gives students an opportunity to 

use English in a communicative way.  

2.3 Motivation  

The Storyline method is, as mentioned, developed from constructivism and built around 

seven themes. They will here be compared to aspects of motivation in language 

learning6. Dörnyei (2003: 4) claims that motivation for second language learning is 

complex and affected by social context. The author presents a macro perspective which, 

among other aspects, mentions theories evolved from social psychology research. Three 

cognitive approaches are outlined, self-determination theory, attribution theory and goal 

theories (2003: 7). Self-determination theory and attribution theory will be presented in 

this section.  

Deci and Ryan (1985) explain self-determination as involving “the experience of 

choice” (1985: 38). They mention that activities done without reward or by control from 

someone else are done by intrinsic motivation where the incentive behind the 

motivation is enjoyment. Extrinsic motivation is also based on self-determination but 

according to the authors it is different from intrinsic motivation since the personal 

choice is grounded on a desire to accommodate to a social environment (1985: 34-

35,38). Self-determination theory is also described by Noels, Pelletier, Clément and 

Vallerand (2003). They highlight themes in intrinsic and extrinsic motivation where 

intrinsic motivation is divided into three parts, knowledge, accomplishment and 

stimulation. Extrinsic motivation contrasts with intrinsic motivation according to the 

authors, since it is based on achieving some instrumental goal, such as accomplishing a 

goal or avoiding punishment. Noels et al. divide extrinsic motivation into three levels, 

                                                 
5 see Swedish National Agency of Education 2011c 
6 for the seven themes see 2.2.1 Storyline 
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based on the amount of self-determination: external regulation, introjected regulation 

and identified regulation (2003: 38-40). Vallerand (2000) calls this way of describing 

intrinsic and extrinsic motivation the hierarchical model. Noels et al. suggest that 

understanding the two types of motivation is essential for motivation studies (2003: 52). 

The aspect most applicable to this study is intrinsic motivation due to stimulation. 

The students are not yet affected by grades and more specific knowledge demands, 

which would imply that introjected or identified regulation or intrinsic motivation due 

to accomplishment are less relevant for this study. However, the other aspects cannot be 

left out of the analysis since some students might have motivational factors related to 

these which are not visible until after the observations. Another aspect stressed by Deci 

and Ryan is the need for extrinsic motivation in the classroom context, since education 

is bound to follow curriculums and time plans. This prevents an education entirely built 

on students’ intrinsic motivation, which can be labelled as self-regulation, where 

students are controlled but the self-determination level is still high (1985: 261). That 

can also be compared to what Noels et al. calls identified regulation (1985: 38-40). Deci 

and Ryan emphasise though that the external regulation should be conducted in 

informational settings, in other words, not controlling (1985: 270). In the context of this 

study, the curriculum controlling education for young English learners is, as mentioned 

above, focused on communication and speaking. That, together with the student-centred 

Storyline method, enables room for the informational settings Deci and Ryan withhold 

as positive.   

Vallerand stresses what he sees as the difference between the hierarchical model 

and the theories on self-determination described by Deci and Ryan, where focus on 

hierarchy is one of the more visible differences. Hierarchy is explained by how 

contextual motivation, for example motivation in a school context, can affect and be 

affected by situational motivation, which is based on the motivation in a specific 

situation or to a specific task. Thus, when a student finds a specific task or a specific 

subject boring or hard and their intrinsic motivation to perform that task or learn that 

subject is low, their view on school in general and their intrinsic motivation to other 

subjects are also affected. This can be compared to the effect a positive language start 

has to students’ attitude towards language learning stated by Lundberg. That further 

implies that a loss of intrinsic motivation in language learning in the early years can 

affect students’ language learning later in their education.  
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Another view is Dörnyei’s discussion of attribution theory in relation to past 

successes and failures. He highlights observations of how students often fail in second 

language learning, which has a significant impact on motivation to further knowledge 

and studies (2003: 9). Vallerand mentions failures and successes as affecting variables 

as well. This further implies the importance of a positive start and that the open ended 

key questions in Storyline are useful, since they could limit the effect of right and 

wrong answers and in addition decrease students’ possible feeling of failure.  

Deci and Ryan argue that the low use of rewards and punishment in a classroom 

context can maintain a level of intrinsic motivation by referring to research by Bruner 

(1962). Bruner (2006) highlights furthermore that the will to learn is an intrinsic motive 

and the author concludes it by saying that the use of extrinsic feedback is “to be found 

outside learning itself” (2006: 122). In other words, feedback students receive from 

teachers is focused on what they have produced, possibly conducted due to an order 

from the teacher, and not on what they actually have learned. This contrasts with what 

Keaveney and Lundberg (2014) claim when they write that students need extensively 

and often instant positive feedback during the lessons, as a tool to increase students’ 

motivation. Regarding this matter, it is difficult to detect if the authors mean different 

things while using the word feedback, which could explain their different sentiments or 

if they simply have different opinions. Noted though, is that Keaveney and Lundberg 

specifically target young language learners and Bruner mentions use of feedback in a 

more general manner, which would imply that Keaveney and Lundberg’s view would 

be more adequate for this study.  

Other variables affecting students’ motivation are highlighted by some of the 

authors. Vallerand mentions social factors and the possibility of choice as factors which 

affect students’ self-determination and intrinsic motivation. He connects three types of 

perceptions to self-determination, autonomy, competence and relatedness, which all 

affect students’ intrinsic motivation differently (2000). In Storyline students are co-

producers of the story in which teaching takes place, which provides them with a level 

of autonomy rather than control. The involvement in the story enhances students’ 

relatedness to the subject as well, since they are in one way studying their own creation. 

The third perception, competence can be connected to the aspect of success and failure 

mentioned above, where the amount of successes and failures can affect students’ 

perceived level of competence. Keaveney and Lundberg mention some aspects of 

English teaching which can have a positive effect on students’ motivation, similar to the 
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above-mentioned perceptions. Education should include students’ interests and see them 

as contributions to the lessons to strive to receive what they call active learners, learners 

who are questioning and interested in their language education. The authors stress that 

students need to be listened to by their teacher to feel that their opinions and thoughts 

are valued and as mentioned above, to include students’ interests in education to 

develop active learners (2014: 164-166). These aspects can be translated into 

Vallerand’s terms competence and relatedness.  

More affecting variables are mentioned by Deci and Ryan when they refer to 

Rogers (1969) and Malone (1981) and highlight how allowing students to be part of the 

learning process and using stimulating materials can affect their intrinsic motivation. 

Classroom climate is also highlighted as a contributor to students’ intrinsic motivation, 

where it needs to make room for self-determination (1985: 246-249). Storyline offers 

the possibility to blend in art and drama in the teaching process which results in 

stimulating materials both being used and produced by students. Students’ ownership of 

the story also enhances their part in their learning process7. 

Finally, Deci and Ryan stress the role of the teacher and the authors suggest that if 

the teacher supports student autonomy their intrinsic motivation increases and if the 

teacher on the other hand is more controlling the intrinsic motivation is decreased 

(1985: 255). Both Keaveney and Lundberg and Lundberg also stress the importance of 

the teacher for young learners. Teachers’ attitudes and use of English are reflected on 

their students and the teacher acts as a role model for languages, which Lundberg claims 

can affect students for many years (2014: 170-171; 2016: 38-40). That is also stated by 

Håkonsson and Håkonsson.  

3. Method 

Aspects of the Storyline method and its relation to theories on language learning and 

motivation were highlighted in the previous chapter. To examine the effect Storyline 

has on student motivation some aspects were interesting to look at. One aspect is the 

interaction between the subjects in the study, teacher and students and the relation that 

might have to attribution theory, connected to both constructivism and motivation 

theories. Another aspect is students’ incentive, which can be compared to self-

determination and the aspects of autonomy, competence and relatedness. As stated in 

                                                 
7 See 2.2.2 Constructivism.  
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the research questions, teachers’ perspective was also examined. How this study was 

performed is explained in this chapter.  

3.1 Research Strategy 

This study is placed in the category of inductive research strategy because of the aim 

and research questions. As Bryman writes “[w]ith an inductive stance, theory is the 

outcome of research which involves drawing generalizable inferences out of 

observations” (2016: 22). The findings from this study were aimed to result in some 

generalisable tendencies which could be interpreted as addition to theories on teaching 

methods for English as a second language for young learners. Since I have not detected 

many studies done on Storyline and the chosen age group, the immense theory base 

needed by the deductive approach was not available, which further implies the 

suitability of the inductive approach. Constructivism is the underlying theoretical 

approach for this study, which according to Bryman falls under the ontological 

orientation. The inductive strategy combined with constructivism requires a qualitative 

research strategy, which will therefore be the main strategy for this study (2016: 28, 32).  

3.2 Experimental Design 

The research design chosen for this study is experimental design. Bryman states that the 

design involves manipulation of an independent variable to examine its influence on a 

dependent variable. This study uses the Storyline method as the independent variable 

and students’ motivation as the dependent variable. The teachers’ view on students’ 

motivation and their perceived challenges in teaching the subject were also measured 

and the challenges were analysed in relation to the Storyline method. This study was 

performed in schools and was therefore a field experiment in a closed setting. The 

design was based on what Bryman calls a classical experimental design or randomised 

controlled trial (RCT), in which two groups are formed, one experimental group and 

one control group (2016: 45). In this study, a complete copy of this design was not 

possible. The study had two classes as experimental groups which were taught with the 

Storyline method and two who continued with their usual English teaching. A random 

mix of the groups was not used in this study since it examines a teaching method. From 

what I have experienced, teachers in year one to three do not teach students in one class 

with separate methods. Another aspect was due to the theoretical approach based on 

constructivism, which stresses that all social settings are made by the inhabitants. In 

relation to this theory one classroom is not equal to another, since the learning context is 
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made by the teacher and the students. Therefore, it was beneficial to try the method in 

different classes to receive a more generalizable outcome of the trial.  

Data was collected with semi-structured observations of one lesson per week for 

each class for four weeks and semi-structured interviews with the teachers, both before 

and after the observations. The teachers’ views were compared with the observations to 

be able to detect patterns and to measure the effect of the independent variable, the 

Storyline method.   

3.3 Sample selection 

The sample selection was made based on the form Bryman describes as “fixed 

purposive sampling strategy” (2016: 410) with the sampling criteria set before the 

selection started. I had already worked with the first schools contacted during my 

internship, which enhanced the chances of them accepting participation. The other 

schools were contacted due to their geographic placement. The main selection criterion 

was that the classes were in year three, due to the witnessed abating interest and 

enjoyment in learning English in year three. Moreover, in year three students often have 

more time for English per week than during year one and two, which provided more 

time for the observations. In addition, the schools should not follow any specific 

pedagogic profile, like Montessori, because of its possible effect on the findings. The 

groups were in the same municipality, to keep the context as similar as possible between 

the groups. Municipalities have different conditions and financial situations which can 

affect how the school is managed and in extension students’ everyday situation. Another 

reason for finding schools in the same municipality was their geographic placement 

since schools close to each other are easier and more effective to travel between. The 

teachers in the experimental groups should not have worked with Storyline in the class 

participating in the study, enabling them to detect any differences in the students’ 

motivation after the observations.  

The sample selected was four classes in year three, all in the same municipality 

and all taught by female teachers. The first two groups which agreed to be a part of the 

study were asked if they wanted to be the experiment groups and they accepted. The 

control groups were the third and fourth group which agreed to be a part of the study 

and all groups were informed about the purpose of the study. The groups which 

conducted the experimental tutoring were classes Storyline one (SL1) and Storyline two 

(SL2). SL1 had 21 students and was taught by teacher A. She taught English to the 
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group but was not their head teacher. I met SL1 during my internship. SL2 had 27 

students and was taught by teacher B who was also their head teacher. The control 

groups were classes control one (C1) and control two (C2). C1 had 19 students and was 

taught by teacher C, who was not their head teacher and was teaching the years four to 

six in addition to English in year three. C2 was taught by teacher D and had 17 students. 

Teacher D was their head teacher.  

The sample size was intentionally quite small, four groups in total. This was due 

to the limited time for the study and data collection. I used both observations and 

interviews; the amount of observations was 16 in total. In addition, there were four 

longer interviews and two short ones. Consequently, a considerable amount of data was 

collected and possible generalisations between the groups could therefore be made. The 

generalisations are what Bryman defines as case-to-case generalisation, which are made 

from one case to another with similar variables as the first (2016: 418). Other cases 

which could be compared to this study would be different schools in the same 

municipality or even schools in a different municipality, since the general school 

context8 should be likewise. However, the results cannot be generalised to more classes 

than the ones taking part in the study.  

Bryman offers a few tactics to get access to subjects in a closed setting. One of 

them is that the researcher provides a clear explanation of the study and offers an initial 

meeting to handle concerns and questions (2016: 425-428). This was offered to all four 

teachers asked to be a part of this study. All of them took this opportunity and meetings 

were held prior to the observations.  

Furthermore, Bryman also mentions tactics to maintain access to the subjects in 

the study (2016: 430). Since the teachers and I had contact both with emails and met in 

person at initial meetings a relationship between us developed early in the process. The 

students on the other hand did not know me, except one group. Meetings with the 

students who had not met me before were therefore planned before the start of the study 

so the students would know my name and see my face9. This did not guarantee that they 

would give me access to their setting during the process of the study but it could benefit 

it.  

                                                 
8 See 3.8.1 Context 
9 See appendix 5 Time plan. 
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3.4 Ethics 

Ethical considerations to this study were made on the basis of rules established by the 

Swedish Research Council (2002). Specific considerations were made since parts of the 

study involved minors, students aged eight to ten. The teachers all accepted to be a part 

of the study and were given information about the study at the initial meetings. They 

informed the students about my visit. A letter of consent10 was given to all care takers 

and was written in collaboration with the supervisor and with consultation from the 

Ethics board at Uppsala University.   

3.5 The Space Adventure Lesson Plan 

The lesson plan which the English lessons for the experiment groups were based on is 

called Space Adventure and is set in outer space. It started with the teacher reading a 

letter from NASA in English, in which she informed the students that they were sent on 

a mission. In small groups, they received coordinates to an unexplored planet and 

travelled there11.  

Since I did not have much information about the students’ pre-knowledge I 

decided what words the students should work with based on my experiences from 

English lessons during my internship periods. This caused the lesson plan to be 

unadjusted to the studied students’ pre-knowledge. But since the aim was to examine 

the students’ motivation rather than their results, the effect was not likely to influence 

the findings. The degree of difficulty was a variable that could affect students’ 

motivation and was therefore mentioned in the analysis. The groups of words which the 

lesson plan focuses on were colours, weather and climate, sizes, clothes, feelings and 

greeting phrases. Some examples of usable words were included in the detailed lesson 

plan which was given to the teachers12. If students wanted more words dictionaries were 

available13. 

3.6 Instruments for data collection 

Data was, as mentioned earlier, collected with observations and interviews. The 

procedure of developing these is presented here.  

                                                 
10 See appendix 1, which presents the letter of consent to the experiment groups. The one for the control 

groups had a slight change in the presentation of the study in their classes but was otherwise the same. 
11 For full scheme of the lessons see appendix 2 
12 See appendix 3 
13 For example, Scarry (1980) or Petti & Petti (1996) 
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3.6.1 Semi-structured and Minimally Participating Observations 

The observations in this study had the form of participant observations. The 

observations were conducted during one lesson a week per class, for four weeks. The 

period was too short to define the observations as ethnographic, which, according to 

Bryman, should be conducted “for an extended period of time” (2016: 423). Even so, 

the more systematic structured observation was not preferable for this study, since I 

wanted to observe everything that happened in the classroom.  

Certain themes were outlined before the observations to connect them to the 

research questions and to collect the data. Other events, connected to the social context 

in the classroom, could still affect students’ motivation and were therefore relevant 

variables and written down. Cohen, Manion and Morrison (2007) define this method as 

semi-structured observations, where the researcher has some issues which he or she 

intends to examine but still has the flexible approach associated with the unstructured or 

ethnographic observation (2007: 397). The specific themes examined during the 

observations are presented in the observation scheme14. The observation scheme was 

constructed in relation to the theories on motivation presented in the theory chapter.  

Lightbown and Spada (2013: 123-151) mention classroom observations with 

focus on interactions between teachers and students and as well as students’ interaction 

with each other. These aspects were part of the scheme to detect any possible effect on 

students’ motivation due to interaction. The interaction especially between teacher and 

student was interesting to examine due to attribution theory. If the interaction could 

affect students’ feeling of failure or success it had relevance to their overall experience 

of the subject.  

Interactions between the teacher and the students were divided into two parts. The 

first focused on the teacher while speaking to the whole class and the other focused on 

the teacher speaking to a smaller group of students or an individual. Initially, 

interactions in the form of initiative – response – feedback, closed or open-ended 

questions or corrections and control were measured while the teacher was speaking to 

the whole group. In addition, the teacher’s use of English was also measured. Secondly, 

when the teacher spoke to a smaller group of students, interactions focused on the task 

or with the form of corrections or control were measured. Both aspects were interesting 

to examine since students’ feeling of autonomy was mentioned to have effect on their 

                                                 
14 See appendix 4 
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motivation. Focus on the correctness of students’ answers was also claimed to affect 

students’ motivation (see for example Deci and Ryan 1985 or Bruner 2006).  

Furthermore, as mentioned above, the students’ interaction with each other was 

measured, with focus on how much of the interactions were connected to the task they 

were assigned or if they spoke about subjects not related to the lesson. This was done to 

detect the level of interest to the task and their enjoyment of it.  

To further detect students’ interest and focus on the activities during the lessons 

the aspect of finishing tasks was observed, to be able to see an effect on their 

motivation. If the students did not finish their tasks during the lesson the cause of it, 

lack of interest or time, was noted.  

In addition, the overall atmosphere in the classroom was observed, due to Deci 

and Ryan’s description of classroom climate’s effect on student motivation and to 

highlight the social context in each group. Lastly, the activities students seemed to enjoy 

most were detected, to see if the findings of this study agreed on what previous research 

has stated as activities for increased motivation15.  

My role as a researcher was overt, since I did not teach a class of my own and 

made the observations in a closed setting. I also aimed to take on a passive role during 

the observations. To be able to observe the students work with the Storyline I was not 

involved in the teaching, since that would take up time and attention from the 

observations. Another reason for the passive role was that the teacher’s thoughts on the 

method were measured. Since the teacher usually teaches alone, a more active role in 

the lesson would put the researcher in the role of a second teacher. That could have had 

an impact on the teacher’s experiences and since that would not be a regular setting the 

findings would have been misleading. Bryman categorises these as minimally 

participating observations and Cohen et al. define the role as observer-as-participant 

(2016: 436; 2007: 404).  

The observations were logged with field notes connected to the observation 

scheme16. No footage, pictures or videos were used since I wanted to affect the students 

as little as possible. Full field notes were written down directly after the observations, 

based on what Bryman writes as general principles of note taking in this context (2016: 

440-445). Mental and jotted notes were used during the lessons and the amount of note-

taking done in front of the students depended on the group and how they reacted to my 

                                                 
15 See 1. Introduction  
16 Mentioned in 3.2.1 Semi-structured and minimally participating observations.  
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presence in the classroom. As Bryman writes, in some situations obvious note-taking in 

front of subjects in the observations can make them anxious and make them feel self-

conscious. Therefore, it was important to evaluate each situation for the observation and 

decide if the note-taking could affect the subjects and make them act in an unusual way. 

Cohen et al. define this as reactivity.  

My experiences from the internship periods give me background information and 

preconceptions of possible responses from students to the Storyline method and my 

feelings toward the method could have affected my note-taking and therefore the 

findings. Both Wolfinger (2002) and Cohen et al. highlight how the ethnographic and 

participant researcher needs to be aware of what aspects are being recorded while 

conducting the observations. Wolfinger makes a difference between salient field notes 

and comprehensive field notes and stresses the advantages of comprehensive notes since 

he claims that they give a more total understanding of the setting or situation. Cohen et 

al. mention the similar selective attention, where the observer based on prior knowledge 

and preconceptions select what will be noted and used as data (2007: 410). Because of 

this comprehensive note-taking was used to minimise the risk of bias. 

3.6.2 Semi-structured interviews 

In this study, semi-structured interviews were performed with the teachers in both the 

experimental groups and the control groups. Longer interviews were conducted with all 

teachers and initial shorter ones were conducted with the teachers in the experiment 

groups. The interviews were performed in Swedish to enable the teachers to express 

their experiences without concerns about the language and were also recorded. 

Afterwards, the interviews were transcribed and translated by me. Interview guides 

were used in all the interviews17.  

The initial interviews were conducted with the experiment groups to receive pre-

knowledge about their English classrooms before the independent variable manipulated 

them. The teachers’ attitudes and feelings regarding the subject were lifted in addition to 

how they experienced students’ motivation. The lesson plan was presented during the 

same meeting, but after the interview. This was done to prevent that focus on the lesson 

plan affected the interview. 

Furthermore, Brinkmann and Kvale mention that the role of the person being 

interviewed can affect how the interview is conducted. They name a role of the 

                                                 
17 See appendix 6 and 7 
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interviewee as an informant or a member, which can be applied to the teachers in this 

study (2015: 113). Their first-hand knowledge about the context in which the students 

had their English education and knowledge about the students’ personalities gave them 

opportunity to interpret how students’ motivation was affected. A sort of knowledge 

that a researcher for a short period of time could not compare to. The teachers’ view on 

the students’ motivation was therefore a positive complement since it could be 

compared to the findings in the observations.  

The interview guide was developed during the observation process, due to aspects 

highlighted during the observations. Brinkmann and Kvale calls this process “getting 

wiser”, which in a simplified explanation is due to new and unexpected aspects and 

distinctions which can develop the study (2015: 139). The same interview guide was 

used both for the control group and the experimental group to ensure the comparative 

analysis and that the effect of the independent variable, the Storyline method could be 

measured.  

The development of the questions for the interviews was done in relation to the 

theories on motivation lifted in the theory chapter, which were also found in the 

observation scheme. Two Likert scale questions, with the purpose of letting the teachers 

evaluate the students’ level of motivation and independence were used. The level of 

independence was interesting since it gave a sense of the students’ motivation during 

the lessons.  

3.7 Analysis 

The collected data is presented by research questions, i.e. observations and interviews 

together based on its relevance to the research questions (Cohen et al. 2007: 468). The 

interviews were first analysed with the form of content analysis, defined by Cohen et al. 

(2007: 476) as texts analytically separated into categories using codes. The field notes 

were analysed based on the non-verbal signs for motivated or not motivated students 

presented by the teachers to detect the students’ motivation during the observations. 

Lastly, the findings were then compared and differences and similarities between the 

groups were highlighted and affecting variables detected. Based on the effect of other 

variables, the effect of the Storyline method is presented in the last chapter. 

3.8 Method criticism 

The research design chosen for this study was experimental design. The control groups 

and the experimental groups were different classes in different schools which made it 
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difficult to conclude that the possible differences in the level of motivation only were 

due to the independent variable. Other variables, for example students’ former 

experience with the subject and relations between students and between teacher and 

students, could affect the motivation as well. Bryman motivates the use of a control 

group with the ability to eliminate other explanations of the possible effect of the 

independent variable, and the random mix of the groups for an even more certain 

elimination of other affecting variables (2016: 45). The effort of limiting affecting 

variables was done by focusing on students in the same year and schools within the 

same municipality. Also by conducting the observations during the same weeks in all 

the schools, differences due to certain events connected to the school year were limited. 

Nevertheless, other affecting variables were present, since four classes in four different 

schools were examined. These variables are highlighted and discussed in the analysis of 

the findings. 

It was significant that the note taking was complete and clear enough to make the 

analysis possible, since the data from the observations was only collected with field 

notes. To rely that much on only field notes could be precarious, therefore it was 

important that I was thorough and focused on the observation scheme. The possible 

effect recording could have had on the students’ behaviour was assumed to have a 

greater impact on the findings than the possible incomplete field notes.  

The interviews were done with the teacher in each of the four classes during last 

week of the observations and audio recording was used. The scale in the two Likert 

scale questions had four levels and prevented therefore the teachers to choose a mid-

point. This was done purposively since a mid-point answer limited the possibility to 

compare the results, which this study aimed for. Cohen et al. write how an even scale 

overcomes the issue mentioned above but also mentions that the respondents might 

need or want the option of choosing a mid-point answer to feel secure and not anxious 

while responding (2007: 327). For this study that aspect was taken into consideration, 

but the questions were meant to evaluate the students’ level of motivation and 

independence and thereafter put in relation to the Storyline method. The teachers were 

therefore not asked to present any opinions that would invade their personal life or be of 

a sensitive matter, which argues for the suitability of the chosen even scale.  

Furthermore, the interviews were conducted to detect the teacher’s perspective on 

teaching and on students’ motivation. There was a risk that the teachers might not 

answer truthfully or answer what they thought I wanted to hear. But, since the teachers 
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and I shared experiences from the lessons, answers in the interviews which did not 

conform with my experiences were discussed. Events from the actual lessons were also 

brought up to confirm whether the teacher’s answers were authentic. The shared 

experience from the lessons enhanced the credibility of the data since the analysis made 

by me could be compared to the teachers’ experiences.  

The lesson plan for the Storyline method which the experimental group used was 

made by me. I have not had any training in using Storyline and the lesson plan was 

developed based on comparison of literature on Storyline18, two websites which present 

Storyline and the previous research presented in the theory chapter. Falkenberg explains 

that Storyline is partly a free method if some aspects are present, which implies that 

teachers can develop a lesson plan fairly without restrictions (2004: 41). This provides 

this lesson plan means to be called a Storyline method, even with my lack of experience 

in using the method. The teachers in the experimental groups were also novices in using 

the method which could influence their performance and further the students’ 

motivation. To prevent this, a presentation of the method for the teachers was done one 

week before the observations started. The teachers had the possibility to ask questions 

about the method and to highlight any concerns. This did not guarantee that their 

performance would not affect the findings and was therefore taking into consideration in 

the analysis.  

Since the observations and interviews were all conducted and analysed by me, the 

study cannot be fully objective. The results show my view on the findings and on the 

possible effect the Storyline method had on the students’ motivation. This was limited 

due to the theoretical basis of the observation scheme and that the field notes had the 

comprehensive design, where as much as possible was noted. So, events which might 

not conform with my values or pre-knowledge were still collected to increase 

conformability. Collecting data through triangulation, observations and interviews, 

enhanced the credibility of the results since more data collected in different ways 

revealed the possible effect of the method.  

At the end of this thesis appendices were put to enhance the dependability of the 

study. The appendices present for instance: observation scheme, questions for the 

interviews and scheme and complete lesson plan for the experimental groups. This was 

done to clarify the procedure of the study and to make it in some ways possible to 

                                                 
18 Falkenberg & Håkonsson (2004) and Gustafsson Marsh & Lundin (2006) 
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replicate. The social context of the subjects will differ, but since the setting for the 

control and experimental groups was described and variables affecting the result 

thoroughly explained, the dependability improved. Since the social context of the 

samples was specific for that class, teacher and school, the transferability of the study 

can be questioned. However, transferability was enabled by the school context, which is 

generally similar to public schools in Sweden. This enabled for the results of this study 

to be applicable to other schools.  

The authenticity of the study regarded the way the study could be part of the 

development of a teaching method for young English language learners and it could be 

an addition to the category of teaching methods for English as a second language.  

3.8.1 Context 

The context aspect is often highlighted in texts about educational studies and the term 

has also been frequently used in this text. Brinkmann and Kvale claim that it is used 

more often than required. Since context does not have any specific frames, other than 

the ones set by the researcher, the authors claim that it is boundless and hard to establish 

where it stops (2015: 104). Nevertheless, the term was useful since similar contexts 

have similar variables which were helpful in the analysis. Due to the uncertainty of the 

term some frames to the context in which this study takes place were established. All 

groups in the study were connected to a school context. They were all in the same year 

and the schools were all connected to the same municipality. The teachers were also 

connected to the same curriculum which they were obligated to follow. The overlying 

context was based on a school discourse which made students’ everyday life similar. 

However, the classes were different in terms of number of students and relation to the 

teacher, which gave each group a specific social context. Due to the short period for the 

study, the possibility for me to detect any salient effect due to the groups’ social context 

was not probable. But the brief knowledge of school contexts that I have acquired in my 

education gave me possibilities to detect effects related to that. Since the school context 

is boundless the frames established for this study were revised during the observations, 

as Brinkmann and Kvale write “return to it over and over again and, as a qualitative 

researcher, patiently continue one´s description of whatever one is studying” (2015: 

105).  
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4. Results  

The results are presented in this chapter. The initial interviews with the teachers in the 

experiment groups are presented first and the results from the observations and final 

interviews are thereafter presented in relation to the research questions. 

4.1 Initial interviews with experiment groups 

Motivation 

Teacher A said that English in SL1 was going well. She claimed that the students were 

motivated but also stated that there were individual differences and she felt that she did 

not reach every student. She noticed non-verbal signs for motivation when students 

were eager to answer questions, held up their hands and were overall focused and 

engaged.  

Teacher B stated that English lessons in SL2 went well and the students enjoyed it 

and were curious and excited to learn a new language. She mentioned that the students 

encountered much English outside school, in video or computer games and while 

watching Youtube. She claimed that they wished to know what was being said which 

increased their motivation. Teacher B explained further that she noticed that the 

students lost focus and motivation when they walked around, spoke to friends or went 

on bathroom breaks five times during a lesson, as opposed to when the students were 

motivated and teacher B stated that she could teach properly. In her experience, many 

students seemed to lose motivation while writing in English but were more motivated to 

speak.  

Methods – words – themes  

Teacher A mentioned that she tried to vary activities and wanted the students to practice 

reading, understanding, translating, speaking and writing. She handed out homework, 

which she highlighted as important. Homework and reading texts were done so students 

could develop their vocabulary and consequently develop their language proficiency. 

Teacher A emphasised the importance of learning words. Moreover, she planned the 

teaching around themes, such as clothes, colours, body parts. The themes focused on 

words, reading and writing texts and speaking exercises. In addition, she used videos so 

the students could listen to spoken English.  

In SL2 teacher B used workbooks and followed the themes presented there, for 

example body parts. Knowledge then progressed within the themes, for example the 
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students worked with body parts in years one and two, and focused on “hand” and 

“foot”. In year three teacher B added more detailed words such as “wrist”. Furthermore, 

she focused on words and simpler sentences, e.g. “my name is”, “I live in” and “the 

apple is green”. In the morning assembly, the students presented the weather and the 

days of the week in English. The finishing song for the school day was also in English. 

In year three, students started to write in English as well.  

Time 

Teacher A explained that the students had two English lessons per week, 30 minutes 

each. She was positive to the separated parts since she experienced that one hour was 

too long. However, she also mentioned that sometimes two 30 minute lessons could be 

short, but it was most often enough.  

Teacher B said that SL2 had English one time per week and highlighted the short 

time, “of course they could learn so much more if we had it three times per week” 

(Teacher B, my translation). In year one, they only had 20 minutes per week. She added 

that the time for English increased much in the fourth year and has a more visible place 

in the schedule.  

4.2 The Storyline method and motivation 

4.2.1 Methods – words – themes 

Teacher A compared the Storyline method to her usual style of teaching, which was 

based on different themes. Her usual style of teaching was more controlled than 

Storyline and she usually decided which words students would practice. She reasoned 

that it could influence students’ motivation. In addition, teacher A thought that the 

presentations during lesson 3 and 4 worked very well, both preparing the presentations 

in the groups and the actual presentations, “ and then when they were supposed to 

decide in the groups who should do what and when they did the presentations, it was 

dead on target” (teacher A, my translation). Teacher A concluded that she could 

consider using the Storyline method again, together with other activities, since she 

thought it was a fun way to teach.  

Teacher B emphasised that the students in SL2 appeared to enjoy creating 

materials, instead of only listening, speaking and watching videos. Furthermore, she 

stated that the students were involved in problem solving discussions which she 

highlighted as positive. Teacher B also mentioned the videos of the take-off and landing 
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of the space ship as entertaining. She explained that it completed the story, even though 

it was a short part of the lesson. Teacher B further stated that many of the students 

thought that it was hard to write in English. She explained it by highlighting all different 

steps needed to write in English, compared to writing in Swedish where the students 

could use their phonological knowledge to spell words. In English, they did not have 

that pre-knowledge which made it very challenging.   

In the control groups, Teacher C explained that she was introducing a teaching 

method based on a list of tasks to C1. She wanted to teach with a clear aim where the 

students did different activities to practice a specific skill. The activities could be 

different but were all connected to the skill, which might not be visible to the students 

until the end of the theme. One activity during the observations she thought went well 

was a speaking exercise. Teacher C explained that she focused on speaking exercises 

during five weeks, since the students were insecure about speaking. The successful 

speaking exercise had the form of a game and teacher C wanted the students to enjoy it. 

She highlighted that enjoyment was used to make the students speak more. She also 

mentioned that the students were paired up based on their language proficiency level 

which also could have an impact on the positive outcome of the activity.  

Teacher D stated that her English teaching was very structured. She highlighted 

the difficulty to find assignments on a proper level and to know how much she should 

help and guide the students. Other than that teacher D used different media and she 

experienced that the students enjoyed watching films. During which the students could 

receive a feeling of knowledge when they understood more than they expected. Teacher 

D also used a work book in which the students practiced writing and grammar. She 

often followed the themes presented in the book and added varied activities related to 

that theme.  

4.2.2 Preferred activities 

During the observations, students in SL1 seemed to like the film with the take-off. They 

were focused, interested and commented it. The students also seemed to enjoy working 

with their planets and aliens, both drawing and writing the ID-badge. The students 

started to work immediately, were focused, and the interaction between them was about 

the task and how they would solve it. There were no complaints about writing but the 

students dedicated their attention to the picture. During lesson three and four the 

students seemed to prefer to prepare the dramatisations and presentations in the groups 
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and collect sentences with the whole class. Teacher A’s response during the interview 

was similar and she stated that the students’ most preferred activity was producing their 

planets and aliens. She also highlighted when the students were asked to come up with 

useful words and phrases in the beginning of the lessons, which she saw as proof of 

their knowledge. 

In SL2, students enjoyed watching the film. They were focused on the screen and 

commented the events. While working with the planets and aliens all students were 

focused and worked with drawing and writing of the ID-badge. The students seemed to 

prefer drawing but, as in SL1 there were no complaints about writing and they started 

working immediately with their tasks. During lessons 3 and 4 the students seemed to 

prefer the communicative exercise in smaller groups and the presentations. Teacher B’s 

perception agreed with the observations and she stated during the interview that the 

students’ most preferred activity was creating the planets and aliens. She highlighted the 

possibility for the students to use their imagination and creativity without restraints and 

that the work was done in a relaxed and causal environment. The students could do their 

assignment and at the same time speak about other things, which she thought they 

appreciated.  

The preferred activity in C1 was producing a flea, a special paper fold including 

English sentences. Several students expressed approval when teacher C initiated the 

task. Other activities enjoyed by the students were active and communicative exercises, 

both in pairs and in smaller groups. Lastly, the students seemed to enjoy using 

computers both for translating words and playing games that were in English. Teacher 

C’s response during the interview agreed with the observations since she also stated that 

the most preferred activity was producing the flea.  

In C2 the observed preferred activities involved movement, going in front of the 

class and pick up items of clothing from a bag and when the whole group did a 

movement exercise. Students also enjoyed when teacher D described specific students 

by their clothes and the chosen student could go to break. In addition, students also 

liked communicative exercises in pairs and an individual task where they made a 

‘Wanted’ poster. Teacher D stated during the interview that the students in C2 enjoy 

speaking exercises, especially interviewing each other.  
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4.2.3 Independence 

The teachers were asked to rate the students’ level of independence while working with 

tasks, individually or in groups. A four-level scale was used where one meant not 

independent and four very independent. The results are presented in Figure 1.  

Teacher A 4 

Teacher B 2 

Teacher C 3 

Teacher D 2 

Figure 1; Level of student independence 

The perceived level of student independence differs from teacher to teacher. Teacher A 

chose the highest level and teacher B and D the second lowest.  

Teacher A, who chose level four, stated that the students had been very 

independent. She needed to answer some questions but she said that they had otherwise 

managed the tasks by themselves. This statement can be compared to finished tasks 

during the observations. During lesson 1, 3 and 4 all students finished their tasks on the 

lesson time. During lesson 2 all the students but one finished their tasks and that student 

was focused but did not have enough time. 

Teacher B chose level two on the scale and explained it by stating that the 

students were always insecure (not only during English lessons) and they asked many 

questions about what they were going to do. She mentioned that the students needed 

confirmation that they were doing assignments correctly. During the observations, the 

students in SL2 did not finish their tasks during the first and second lesson, they were 

focused but did not have enough time. During lesson 3 and 4 all the students finished 

their tasks 

Teacher C claimed that it was difficult for her to see C1 as a homogenous group. 

She started having English with the group this semester so they were still getting used to 

her way of teaching. But she graded their independence to level three since she used a 

structural method which allowed the students to work independently. During the 

observed lessons the differences between the students were visible. The students did not 

finish their tasks during the first lesson. Many students did not have enough time but 

some students were not concentrating. During lesson 2 and 3 the students finished their 

tasks. In lesson 4, teacher C needed to handle an angry student and therefore could not 

finish the speaking exercise as planned.  
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Teacher D graded her students to a level two on the independence scale but 

mentioned that a few of her students were more independent. She explained further that 

the students were not independent in any subject. However, she was more controlling 

during English lessons than during other subjects. During the observations, the students 

in C2 finished their tasks in all lessons but one, where only a few students finished. The 

others did not have enough time or were not focused.  

4.2.4 Insecurity 

Teacher A perceived that students in SL1 did not rely on their own abilities and she 

stated that as a reason for possible loss of motivation. She claimed that the students 

sometimes did not have courage to use knowledge they possessed, or thought that it was 

inadequate and even made tasks harder than they needed to be. During the observations, 

student insecurity was visible in the fourth lesson, where some students appeared 

insecure about presenting their planets. While presenting, one student received much 

help from teacher A and then refused to continue and left the classroom. Another 

student was worried that the other students would laugh while the student presented 

his/her alien.  

Teacher B stated that students in SL2 were insecure and often sought confirmation 

that they did assignments correctly. She also mentioned that students who struggled 

with English sometimes did not participate in discussions if they felt insecure. During 

the first observed lesson the students in SL2 appeared worried about not understanding 

when teacher B read the letter from NASA. Many students were also anxious about 

speaking English in front of the other students during lesson 3 and 4. Two students 

commented that they did not want to say anything and one commented that it would be 

embarrassing.  

Teacher C claimed that one of the reasons for students’ loss of motivation was 

that they were insecure and thought that the assignments were too difficult. The students 

had also mentioned during a self-assessment exercise that speaking English was the 

activity they were most insecure about. Insecurity was also mentioned as a possible 

reason for some students’ ridiculous acting during English lessons, which was also 

observed.  

Teacher D claimed that students in C1 thought that English was a difficult subject 

and that they were insecure while doing more unstructured exercises. She also stated 

that many students lacked confidence in their own abilities and knowledge. This was 
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visible during the observations when a student did not want to say a sentence out loud in 

English and another student commented that he/she was not able to do an assignment.  

4.2.5 Interactions 

Interactions between the teacher and the whole student group are presented in Figure 2. 

All the lessons were added together class by class and the values for the experiment 

groups and the control groups were summarised.  

 
Figure 2; Teacher-to-student interaction with the whole group 

The numbers revealed some differences between the experiment groups and the control 

groups. First, initiative-response-feedback (IRF) interactions were used 9 times in the 

experiment groups and 18 times in the control groups. Secondly, open-ended questions 

were used 32 times in the experiment groups and 22 times in the control groups. 

Thirdly, closed questions were used 52 times in the experiment groups and 118 times in 

the control groups and lastly interactions based on control or corrections were used 67 

times in the experiment groups and 76 times in the control groups. As visible in the 

diagram, the largest difference was in use of closed questions where the control groups 

used more than twice as many as the experiment groups.  

Student-to-student interactions were measured with observations of smaller 

groups during five minutes. During these periods, the amount of time the students spoke 

about the task, things not related to the task or worked in silence was detected. The 

result is presented in Figure 3. 
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Figure 3; Student-to-student interaction 

17 observations were made in the experiment groups and 19 in the control groups and 

the majority of the interactions were focused on tasks in both groups.   

4.2.6 Use of English 

During the observations, the teachers’ use of English was highlighted and revealed a 

substantial difference between the experiment and the control groups. The use of 

English in teacher-to-student interactions to the whole group is presented in Figure 4 for 

the experiment groups and Figure 5 for the control groups.  

 
Figure 4; Teachers’ use of English in the experiment groups 

In the experiment groups the teachers spoke more English than Swedish while using 

IRF-questions, where out of 9 questions in total, 5 were in English. The interval for 

open-ended questions was 23 questions in English out of a total of 32 and for closed 

questions, out of a total of 52 questions, 32 were in English. When the teachers 
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corrected students, they used more Swedish than English so out of 54 corrections, 25 

were in English. The total amount of corrections presented here is lower than the total 

amount of corrections presented in Figure 2, since in SL2, 13 of the corrections were 

non-verbal and were therefore taken out of this diagram.  

 

Figure 5; Teachers’ use of English in the control groups 

The teachers in the control groups used Swedish almost exclusively, except for 7 out of 

118 closed questions which were in English.  

During the lessons the teachers gave several instructions and in the experiment 

groups many of them were in English. In both classes teachers used English extensively 

and translated some words and phrases. In the control groups the teachers both 

instructed and almost exclusively spoke Swedish. Exceptions were some words and 

phrases during lesson 1 and 2 in both groups.  

4.3 Teachers’ view on motivation 

Teachers were asked to rate the students’ level of motivation on a four-level scale, 

where one meant not motivated and four very motivated. The results are presented in 

Figure 6.  

Teacher A 3 

Teacher B 3 

Teacher C 4 

Teacher D 3 

Figure 6; Level of student motivation 

The results showed a small difference between the groups. The level of motivation was 

equal for the students in SL1, SL2 and C2. Teacher C, who teaches C1, stood out since 

she rated the students’ level of motivation at four, the highest level. Teacher B, C and D 
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emphasised that the level of motivation differed between the individuals in the group 

and stated that the level chosen was an average value. Teacher A also stated that it was 

difficult to grade the students.  

Teacher A saw an increase in motivation during the four lessons. She mentioned 

that creative work with the planets and aliens, where the students could use their own 

imagination and ideas and create something by themselves, increased the students’ 

motivation. She also emphasised that the students appeared more motivated to use 

English when they explained something they produced themselves. However, teacher A 

stated that she could not choose the highest level on the scale since she felt that the 

students were too insecure. 

Teacher B stressed individual differences between the students when it came to 

motivation. She said that some were on level four and others were on level one. She 

said that “I think that some thought that this has been amazing while some thought that 

this was the scariest English lessons they have ever experienced” (teacher B, my 

translation). In addition, she mentioned that the students who liked English before the 

study liked the Storyline lessons but the ones who were sceptical of English before were 

sceptical of Storyline as well. Nevertheless, she claimed that more students were 

positive and motivated during the English lessons with Storyline than without. She 

explained further that the students had been speaking much while working in groups 

and she interpreted that as a sign for their engagement and motivation. Her definition of 

lower motivation was if students did not participate in activities or lost focus. She 

highlighted that creative work where the students could use their imagination increased 

their motivation. Furthermore, teacher B stated, as in the initial interview, that the 

students enjoyed learning English and they learned much outside school. She noticed 

that they had been enthusiastic and were eager to learn. However, she stressed that 

during year three some students had started to dislike English and indicated the initiated 

process of learning to write in English as a plausible reason.  

Teacher C stated that the students in C1 were motivated and that they took on 

everything she gave them. She mentioned that there were individual differences but 

overall, she experienced that the group was motivated and that the ones who were more 

motivated could help the students who were less motivated. Furthermore, she said that 

the level of motivation had not changed during the weeks of the study from before. In 

addition, teacher C stated that many of the students were more motivated when they 

enjoyed the activities they were doing. If the students were not motivated she noticed 
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that they were louder and did other things than the assigned task. Teacher C highlighted 

a gender perspective and said that most often the boys were loud when the motivation 

decreased and the girls went silent and started to draw or did other things. She stressed 

that she really needed to look closely at the girls to notice if they were losing interest 

and focus whereas the boys’ motivation was more easily observed.  

Teacher D claimed that students in C2 were rather motivated, with individual 

differences. She noticed that the students were motivated when they were focused and 

active. When they were not motivated, “it can be a dreamy look or some different things 

one can notice or they start interacting with a friend or something” (teacher D, my 

translation). Furthermore, she had not seen any change in the students’ motivation 

during the four weeks of observations from before.  

4.4 Challenges in teaching English 

In SL1, teacher A stated that a challenge for the students was to use words in 

meaningful sentences. She also mentioned reading and presenting these sentences as 

challenging and that the students did not use much English while working in groups. 

From a teacher perspective, she experienced that since she was not their head teacher, 

she could not be flexible with the lesson time. She felt that the possibility to use more 

time some weeks or rearranging the schedule could be positive for this sort of activity. 

Furthermore, to do someone else’s lesson plan was challenging and she felt that it 

would have been easier for her to really commit and to engage the students more if she 

had done the planning herself. She reasoned that her commitment as a teacher could be 

transferred to the students and influence their motivation.  

Challenges mentioned by teacher B were first the level of noise in the classroom. 

She experienced that she needed to correct the students and it worked for a while until 

the noise level increased again. Another challenge was the more unrestricted teaching 

method, which was challenging for some students. They could start to wander around 

and not do what they were supposed to since a high level of structure and control was 

not used.  

Teacher C mentioned that getting the students to understand the purpose of the 

teaching and lessons was challenging. She wanted them to understand why some 

activities were done and that she had aims with lessons or themes, to highlight that 

every lesson did not have to be fun or enjoyable. Some things were learned since the 

curriculum said so, not because the teacher liked it.  



 

35 

 

Teacher D mentioned that many students in C2 had difficulties with 

concentration. Many students also found the subject difficult and teacher D found it 

challenging to have time to help and support all students. In year three the students had 

started to write in English and especially spelling seemed to be challenging to many 

students. Teacher D further stated that it was hard to find proper assignments. She 

mentioned that the students needed to develop their writing, otherwise many of them 

would struggle in year four. She did not find support in the curriculum but instead felt 

that it was difficult to know what she should use in which year. Another challenge 

teacher D experienced was finding balance between giving the students possibility to 

solve their tasks alone, when she also knew how stressful that was for many due to low 

independence and confidence. Lastly, teacher D was not sure that she gave the students 

proper knowledge.  

4.5 Affecting variables 

4.5.1 Group atmosphere 

The overall atmosphere in SL1 was positive. During the first lesson students showed 

interest and no anxiety. The atmosphere continued to be positive and focused during the 

second lesson. During lesson 3 and 4 the students appeared uninterested, in lesson 3 

mainly during the introduction. They were not as focused as they had been during the 

first two lessons, but the atmosphere was still positive. Teacher A experienced that the 

cooperation in the groups was successful. She was impressed by the few conflicts which 

occurred and she perceived that all students joined their group work and came up with 

ideas. She further perceived that the atmosphere in the classroom was calm, focused and 

positive and she did not notice any sighing when the students were supposed to join 

their groups. She also experienced that the students helped each other and solved the 

challenges they were facing together. 

In the beginning of the first lesson in SL2, the atmosphere was uneasy and 

somewhat anxious. However, when the students worked with tasks the atmosphere was 

more focused and positive. At the end of the lesson teacher B complemented the group 

on their focus and their ability to come up with ideas. During the second lesson, the 

atmosphere continued to be positive and the students were focused on their tasks, even 

though there was much noise in the classroom. In the third and fourth lesson the 

students reacted to the task of speaking in front of the rest of the group. Nevertheless, 
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during the presentations in the last lesson the atmosphere was positive and all students 

said something in English.  

During the interview, Teacher B explained that she had some students who 

struggled with cooperation during group assignments. They could not handle criticism 

and often walked away upset. Regardless of this she felt that the students had been very 

active and participating while working in the groups and she said that the students got 

along most of the time. She also noticed that some students who usually did not feel 

secure about English, performed better than she expected during the presentations. She 

indicated the group work with students who were more proficient as an explanation. On 

the other hand, she stressed that it could also be the other way around. In a group with 

less proficient students, a proficient student might not perform at his or her usual level. 

Furthermore, she stated that the overall atmosphere in the group was positive and secure 

and the students could act naturally. 

The observed overall atmosphere in C1 was complex and changed during the four 

lessons. Three students affected the atmosphere, and this became especially visible 

during the second lesson when they worked outside the classroom. While they were 

working outside, the atmosphere was calm and focused but as soon as they came in the 

atmosphere changed to a more anxious commotion. The rest of the group was during the 

first lesson uneasy and appeared indifferent and uninterested in the lesson. They did all 

the activities but seemed insecure. During the second and third lesson the atmosphere 

was regardless of this more positive and focused on the tasks. During the fourth lesson 

the atmosphere was again unsettled and unfocused possibly due to a conflict between a 

student and teacher C.  

In the interview teacher C highlighted again that it was hard to see C1 as a 

homogenous group since the individual differences were vast. She also agreed that three 

students in the group had a significant impact on the atmosphere and on the rest of the 

students. If one of them began to interfere or did other things than supposed to that 

could inspire the other two and sometimes more students. She experienced that the rest 

of the group kept focus even if they were disturbed. She tried to keep the three students 

calm so the rest of the group could succeed. Overall, she thought that it was an 

immature group and she mentioned that they might have difficulties with the social 

context when they start year four.  

In C2 the atmosphere was positive during all four lessons. However, the students 

were generally unfocused and spoke with each other when they were not supposed to. 



 

37 

 

During lesson three they appeared uninterested and indifferent. But the students were 

not anxious or concerned about speaking or standing in front of the group. Teacher D 

explained that it was a relaxed and safe atmosphere which agreed with the observation. 

The students were also conscious about each other’s way of learning and teacher D had 

worked with the group atmosphere to encourage the students to try and make mistakes. 

She also noticed that the conflicts in the class had decreased during the last year.  

4.5.2 A guest in the classroom 

During the observations, I had a passive role and did not interact with the teacher or the 

students unless they initiated it. During the lessons, students in all classes asked me 

questions about their tasks or a word. Students in all groups also occasionally asked me 

questions about what I did or what I wrote. From the second lesson to the fourth, 

students in all groups recognised me as a sign for English lessons.  

Teacher D asked me several questions about words during her introductions and 

during exercises and said that it was positive to have another person to ask. Teacher C 

asked me to correct the students if needed during one lesson and teacher A discussed 

aspects of the lesson plan with me before the second lesson.  

During the interviews teacher A and B stated that my presence in the classroom 

had not affected the students in any immense way. Teacher A also explained that the 

students were used to having new people in the classroom. However, teacher C had 

noticed that the students were curious during the first lesson I observed. They had also 

asked her why I did not help them during the lessons but understood eventually. She 

mentioned that younger students often expect that adults in the classroom are there for 

their sake and are supposed to help. Regardless of this, teacher C claimed that the 

students acted as they usually did during the observed lessons. Teacher D also claimed 

that the students reacted to my presence in the beginning. Some were nervous or acted 

in an unusual way. But during the following observations the students were more used 

to me and then acted as they usually do. She further claimed, like teacher A, that the 

students were used to adults coming and going in the classroom since they have had 

visitors several times during the last year.  

4.5.3 Teacher and student experience 

Teacher A and B had studied English during their education and had taught the 

language both in years one to three and four to six. Teacher B explained that in years 
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four to six the teaching was different and she could have more real language teaching, 

rather than the standard phrases and words used in year three. Moreover, teacher C had 

also studied English and she usually teaches years four to six. She had noticed that she 

must speak and interact with the students in a different way while teaching year three 

compared to years four to six. Teacher D, stood out since she had not studied English 

during her education but had been teaching the subject for more than eight years. She 

stated that she would like to study English and felt like it was a subject which she did 

not prioritise. Lastly, the students in all groups have had English since year 1.  

4.5.4 Time  

Teacher B and D highlighted the short lesson time dedicated to English during the years 

one to three. Both mentioned that in years one and two the students only had 20 minutes 

and now in third year they have 40 and 50 minutes per week. Teacher B mentioned that 

in year one and two, focus was on singing songs and speak about colours and that it was 

more fun to teach it in year three, because she could have more proper lesson.  

4.6 Summary 

The teaching methods used by the control groups and the methods the experiment 

groups used before the study are similar. Concerning the work with the Storyline 

method teacher A and B both emphasised the creative work with the planets and aliens 

as positive. These were also stated as preferred activities in the experiment groups both 

during the observations and the interviews. In the control groups, communicative 

exercises were also preferred along with the production of the flea in C1. Finally, many 

students showed signs of insecurity in all groups. In the interviews, all teachers 

mentioned insecurity as a possible for reason for loss of student motivation. Other 

challenges were connected to the specific class, e.g. teacher A claimed that the students’ 

largest challenge was implementing words into sentences, secondly, teacher B stated the 

high noise level. Thirdly, teacher C mentioned difficulties with making the students 

understand the purpose of the lessons and finally, teacher D highlighted the students’ 

difficulties with concentration.  

In addition, the teachers’ view on students’ level of independence showed 

differences, but between the specific classes and not between the experiment groups and 

the control groups. Regarding finishing tasks most of the students in both groups 

finished them during the lesson time. Students who did not finish in the experiment 
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groups did not have enough time and in the control groups some did not have enough 

time and some were not concentrated.   

The measurement of teacher-to-student interaction revealed that the teachers in 

the experiment groups used more open questions and less IRF-questions, closed 

questions and corrections. The largest difference appeared in closed questions, where 

the teachers in the control groups used more than twice as many as the teachers in the 

experiment groups. Furthermore, student-to-student interaction was most of the time 

focused on tasks in both the experiment and the control groups. The largest difference 

between the experiment and the control groups was visible in the teachers’ use of 

English. The teachers in the control groups used a minimal amount of English while 

speaking to the whole student group. The teachers in the experiment groups used more 

English in all question forms, except while correcting the students.  

The teachers’ answers did not reveal any specific differences between the control 

groups and the experiment groups when it came to student motivation. Nevertheless, the 

teachers in the experiment groups did experience an increase of the students’ motivation 

during the lessons with Storyline.  

5. Analysis 

The analysis of the results will be done in relation to the research questions. As 

mentioned in the method19, the dependent variable examined is the students’ motivation 

and in addition the teachers’ view on student motivation is highlighted. The challenges 

mentioned by the teachers will be analysed in relation to the Storyline method.  

5.1 The Storyline method and motivation 

The summary of the results highlighted similarities between the usual teaching 

conducted in the experiment groups before the study and the teaching in the control 

groups during the study. That implies that the context of the experiment groups is 

relatable to the context of the control groups which makes the mentioned case-to-case 

generalisation adequate. 

Furthermore, preferred activities in both the control groups and the experiment 

groups, during the study were creative work and communicative exercises. Those 

activities are both common in the Storyline method, which focus on activities were 

students produce materials and work together to solve tasks assigned to them. The 

                                                 
19 See 3.2 Experimental design 
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teachers in the experiment groups stated that the students’ use of imagination and their 

possibility to control much of the work by themselves, were aspects which affected the 

students’ increased motivation during the study. This agrees with the results from 

Mitchell Barratt’s thesis where she notes that the students in her study positively 

highlighted the creativity made possible by the Storyline method. It further agrees with 

statements made by Deci and Ryan where controlling teachers are likely to decrease 

students’ intrinsic motivation and with Vallerand’s statement on student autonomy. The 

teachers in both the experiment and the control groups emphasised that their usual way 

of teaching was controlling and the perceived increased motivation in the experiment 

groups could be due to enhanced autonomy.  

A plausible reason for the preferred communicative exercises could be that they 

did not involve writing. An aspect highlighted by all teachers was that students, who 

during year one and two really liked English, had begun to dislike it since they started to 

practice writing. All teachers stated that writing was new during third year and that they 

were doing it to prepare the students for fourth grade. As mentioned in the theory 

chapter20, the curriculum for year one to three recommends that focus in English 

learning should be on speaking and hearing, and Lundberg states that a high-quality 

education in English needs to have focus on speaking rather than writing. However, the 

need for students to start to write in year three is explained by teacher C, who mainly 

worked with students in year four to six. She mentioned that the difference between 

teaching year three and year four was immense and that students usually have a tough 

transition between those years.  

As also mentioned earlier21 Ingleson Ahlquist highlights in her thesis that there 

was an identified loss of motivation in year four students. The results of this study 

highlighted that the loss of motivation was initiated already in year three. That 

emphasises the need for an English teaching which maintains the enthusiasm in second 

language learning the students showed in years one and two. Regarding balance 

between writing and speaking English, the results of this study revealed that the 

students in the experiment groups did not complain about their writing during lesson 1 

and 2. That implied that Storyline could be a useful tool for the transition from only 

speaking to speaking and writing.  

                                                 
20 See 2.2.4 Young English Language Learners 
21 See 2.1 Previous research 
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In the experiment groups, most of the students finished their tasks during the 

lesson and the students who did not finish their tasks were focused but did not have 

enough time. In the control groups, more students did not finish their tasks, and that was 

due both to limited time and difficulties with concentration. However, the field notes 

revealed that the students in the experiment groups were focused especially during the 

first two lessons, which were mentioned by the teachers as signs for motivation. 

Furthermore, the teachers graded their students’ level of independence and the results 

showed that the Storyline method appeared not to have any effect on the students’ level 

of independence during a short period of time. The level of independence appeared to 

respond more to the social context in each specific class.  

The results further showed that the Storyline method affected the teachers’ use of 

closed questions, where the control groups used more than twice as many as the 

experiment groups. Closed questions can, as mentioned by Scholnik et al, affect the 

students’ self-confidence and make them insecure. During the observations, students in 

both groups revealed verbal signs of insecurity. Insecurity was most visible when the 

students were supposed to talk English in front of others. During the interviews, all 

teachers mentioned student insecurity as a challenge for language learning and teacher 

A and C both mentioned insecurity as a reason for decreased motivation. These results 

cannot state that the use of closed questions affected the students’ motivation. But the 

results imply that Storyline has the potential to decrease the effect of the attribution 

theory by its lesser use of closed questions and therefore the students’ possible concerns 

of answering wrong. That implies further that Storyline has the potential to decrease 

insecurity and by extension increase motivation.  

Boyd (2015) examined in her study the connection between teachers’ use of 

questions and students’ classroom talk. She found that teachers can guide their students 

to an exploration of ideas through classroom talk in whichever level of language 

proficiency the students have, if the teacher dedicates time, curricular space and a safe 

environment. That enables “ contexts dialogic teaching and learning results and 

effective teaching blossoms” (2015: 398). The measurement of the interaction between 

the students in this study revealed that the students focused on the tasks during most 

observed periods. However, the form of the students’ interaction was not a part of the 

observation scheme and therefore not specifically measured. Nevertheless, the field 

notes revealed that student interactions in the experiment groups were problem solving 

and the interactions in the control groups mainly focused on repeating and practicing a 
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specific dialog. But, it was also noted that in the control groups the students used more 

English while practicing sentences than in the experiment groups where the students 

mainly spoke Swedish. This aspect is worth discussing, since the goal with English 

education ought to be that students should speak as much English as possible. The 

question is though, if the students learn how to use the language or if they simply learn 

how to repeat a pattern of words.  

Regarding this, another aspect, highlighted foremost by teacher B but also 

mentioned by teacher A, was their misconception of the students’ language proficiency. 

They experienced that words and sentences, which they believed the students knew with 

certainty, had not been consolidated. When the students were supposed to use them in a 

different context than usual, they could not. Teacher B stated that she was surprised that 

the students were insecure about presenting the weather, a skill they practiced every 

morning. She reasoned that the students probably had learnt the pattern of the sentences 

during their morning assembly, since the students could not use the same sentences in a 

different context. This implies that the Storyline method can give students opportunities 

to practice words and sentences in different contexts which could in extension 

consolidate their knowledge. That resembles the results Ingleson Ahlquist highlights in 

her study22, where the teachers had emphasised that the students had developed their 

vocabulary by using it in different contexts. Ingleson Ahlquist further concludes that 

Storyline can influence the students’ language development in a positive way.  

The results of the student-to-student interaction showed that the students were 

focused on their assigned tasks most of the time. This result was similar in the control 

and experiment groups. While measuring the interaction I walked around the classroom 

and then stopped by a group and listened for five minutes. The students noticed me 

most of the time and many students turned to look at me during the observed five 

minutes. This can imply that the positive results of the measurement may be influenced 

by reactivity. As teacher C stated during her interview, many younger students see 

adults in the classrooms as persons who are supposed to help them. I would like to 

extend that to a claim that adults are not only there to help them but also control them, 

which can make any adult visiting the classroom interpreted as a substitute teacher. If 

the students have seen me like that, it could have a considerable influence on the results. 

This decreases the relevance of the results from the student- student interactions and by 

                                                 
22 See 2.1 Previous research 
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extension decreases their relevance for the findings of the study. However, the students’ 

motivation was also measured with the finished tasks, overall atmosphere and with the 

teachers’ view on the students’ motivation and independence, so the students’ incentive 

could still be part of the conclusive findings.  

Moreover, the results showed that the students’ motivation could be detected but 

to interpret which form of motivation it was, was difficult. The most visible non-verbal 

sign for motivation was the students’ focus. However, it was hard to interpret if the 

focus on the task was due to intrinsic motivation based on stimulation, accomplishment 

or if it was extrinsic motivation in the form of introjected or identified regulation. 

Before a lesson in SL2, two students discussed the standardised test they just had done. 

They thought that it had been easy and they mentioned that the next time they would do 

standardised tests would be in year six. They also reasoned that those tests would 

probably be as easy since they would have learnt so much more, at least the “swots” 

would. This dialogue implies that some students already at the age of nine have intrinsic 

motivation based on accomplishment.  

Furthermore, some students who showed non-verbal signs of motivation were 

students described as lacking concentration by the teachers. Teacher C mentioned for 

example that a few students in her class who had trouble concentrating needed to do 

things they enjoyed, to maintain focus. As mentioned above, the Storyline method uses 

creative and communicative exercises which all teachers emphasised as preferred 

activities, i.e. activities the students enjoyed. This implies a possibility for the Storyline 

method to both maintain all students’ motivation during a transition from a kind of 

English teaching focused on songs and games to a more structured one, and secondly 

involve students who have trouble concentrating by increasing their intrinsic motivation 

based on stimulation.  

In addition to motivation, the Storyline method has affected other aspects of 

teaching. The results showed a substantial difference in the teachers’ use of English 

between the experiment groups and the control groups. Teachers’ use of English is 

highlighted by Lundberg and she states that “translation has no place in early language 

learning” (2016: 99 my translation). Further, she claims that when teachers translate 

English into Swedish the students miss out on the opportunity to practice their hearing 

ability and their ability to create tools for understanding. The students also need to be 

exposed to English from the start to enhance their learning (2016: 100-101). This result 

provides another positive aspect of the Storyline method since the study clearly shows a 
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difference between the experiment groups and the control groups. Furthermore, the 

students in the experiment groups seemed to possess the needed language proficiency 

for the Storyline, as demonstrated during the collection of words and phrases during 

lessons one to three.  

Conclusively, the teachers’ usual way of teaching can be categorised under the 

term grammar- and translation method explained by Tornberg (2015: 34). This was 

mostly visible in the comparison of the teachers’ use of English, where the control 

groups were mainly taught in Swedish. Tornberg further mentions a method called the 

direct method, where languages are taught directly with use of the target language, in 

this case English (2015: 40). The method is also considered useful for younger students 

since the activities are focused on communication, also stated in the curriculum 

(Swedish National Agency of Education 2011b). The results therefore imply that the 

increased use of English in the experiment groups indicates a transfer to a more direct 

language teaching which by extension could develop the students’ language proficiency. 

5.2 Teachers’ view on motivation 

All teachers graded their students’ motivation at a high level and there were no 

differences between the experiment groups and the control groups. Teacher A graded 

her students’ motivation a level three and mentioned that the students’ insecurity made 

her not choose the highest level. The analysis of the field notes from all lessons with 

SL1 show that the students started to appear insecure during lesson 3 and 4, when it was 

time to speak English in front of the rest of the group. During lesson 3 and 4 the 

students’ focus also slightly decreased but while working in groups the students were 

active and focused.  

Teacher B also graded her students to level three and the signs for motivation 

were that the students spoke and were engaged while working in the groups. During the 

first two lessons the students were working actively and, based on teacher B’s criteria, 

were motivated. One student had difficulties cooperating with his/her group and did not 

participate at times. In the third and fourth lesson, there were differences between level 

of focus and in extension motivation, in the groups. Some appeared worried about 

speaking in front of the others and therefore appeared less motivated.  

Similarities between the two experiment groups were that the level of student 

motivation appeared to be higher during the first two lessons when the students worked 

with the production of the planets and aliens. During the third and fourth lesson, when 
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focus transferred to speaking and listening motivation decreased, possibly due to 

insecurity.  

For the control groups, teacher C graded her students’ motivation a level four, the 

highest level on the scale. She highlighted a gender perspective on her signs for 

motivation, since she had seen a difference between how many of the boys in the group 

behaved and how many of the girls behaved. Analysis of the field notes showed that 

during all four lessons students, both girls and boys appeared unmotivated during some 

activities, mainly while working with booklets and with computers. The activities where 

most of the students appeared motivated, i.e. focused on the task, where when they were 

doing communicative exercises in pairs or in smaller groups.  

Teacher D graded her students’ motivation on a level three and her criterion for 

motivated students was being focused and active while solving a task. She mentioned 

dreamy looks and interactions with friends when they were not supposed to, as signs of 

lower motivation. As for C1, the students in C2 showed signs of low motivation at some 

point during all four lessons. Moreover, like in C1, the students showed more signs of 

high motivation during communicative tasks and when they produced their own 

“Wanted” poster.  

Conclusively both of the control groups showed signs of low motivation at some 

points during all four lessons. By contrast, in the experiment groups, the students 

showed signs of low motivation during the third and fourth lesson, when they were 

supposed to present and speak about their explored planets. These results are consistent 

with the issue of student insecurity while speaking, mentioned by Lundberg. The author 

states that language anxiety is hard to eliminate if it has been consolidated and states the 

importance of a safe and allowing language start. Furthermore, she mentions that many 

students choose to not speak English at all if they are insecure about words or grammar, 

the result of a tradition that expects a correct language, even from the younger students 

(2016: 78-79). Signs of this were visible during the study in both the experiment groups 

and in the control groups.  

Regarding differences between the teachers’ grading and my experiences of 

students’ motivation, most differences seem to be in C1. I perceived signs of low 

motivation during all lessons and am therefore questioning the chosen level. This 

indicates a needed clarification of the term motivation due to its possible diverse ways 

of interpretation, which can explain the difference. As mentioned earlier, it has 

sometimes been difficult to establish if the students’ intrinsic motivation was based on 
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stimulation or accomplishment. Further, teachers may need to decide what kind of 

motivation they want the students in years one to three to have, e.g. teacher C might see 

that intrinsic motivation based on accomplishment is a goal. That can also be detected 

through the interview with her, when she mentioned that a challenge in teaching was 

making the students understand the purpose and goal with the lessons. She further 

emphasised that not everything they did needed to be fun. That could sometimes collide 

with the students’ purpose of the activities, as she also mentioned during the interview. 

If the aim is that the students should have an intrinsic motivation based on stimulation, 

where the students do activities because they enjoy doing them, then my view is that the 

interpreted level of motivation in C1 is too high. However, if the aim is that student 

motivation should be based on accomplishment or even knowledge, then the graded 

level of motivation for C1 is more adequate.  

5.3 Challenges in teaching English 

The teachers mentioned challenges they experienced while teaching English during the 

four weeks and in this section an analysis on how the Storyline method can respond to 

those challenges is presented.  

Teacher A highlighted the challenge of getting the students to implement words 

into sentences. This challenge was emphasised while working with Storyline. 

Nevertheless, the Storyline method could be useful since it provides the students with 

opportunities to practice words in other contexts than usual. As mentioned before, 

teacher A and B noticed that the students could not use words and sentences, which they 

thought they knew, in other contexts. This suggests that the Storyline method could be 

suitable for practicing those skills, since the issue was highlighted during this study.  

Furthermore, teacher A mentioned that a challenge for her was to perform a lesson 

plan someone else had made, and she implied that if she had done it herself she might 

have been able to engage the students more. Based on the results in this study I cannot 

draw any conclusions if the performance of teacher A and B has influenced the 

students’ motivation. Another study with the same teachers, where they are more 

familiar with the lesson plan would be needed to make that sort of statement. However, 

since the results from this study showed a positive effect on students’ motivation, a 

more engaged acting from the teachers would most likely improve the results, rather 

than impair them.  
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Secondly, teacher B mentioned noise in the classroom as a challenge. While using 

the Storyline method, students are meant to speak and interact with each other and 

therefore the method might not be a solution for that specific challenge. Even so, if the 

students are used to work in groups with Storyline, the joy and excitement of finally 

being allowed to speak might decrease and the noise might be less disturbing. Another 

aspect to the dilemma noisy classrooms is that if a teacher usually uses methods where 

students work in silence individually, the change to working in groups where they are 

allowed to speak might make the teacher react more than she would, if she were used to 

that sort of teaching.  

Teacher C mentioned that making the students understand the purpose and aim of 

the lessons as a challenge. The Storyline method does not emphasise the aim of the 

lesson to practicing a specific skill but rather the purpose of solving a task to make the 

story move forward. Even so, the aim of moving the story forward could be a sufficient 

purpose for the students of these ages.  

Lastly, teacher D highlighted concentration as a challenge. Since Storyline uses 

the students’ pre-knowledge, the students’ interest in the subject could increase and 

thereafter also their concentration during the lessons. This implies that if students can 

work with something they are interested in, their intrinsic motivation is more likely to 

be based on stimulation.  

In conclusion, it can be highlighted that the Storyline method has the possibility to 

solve at least three of the challenges mentioned by the teachers. That enhances further 

its potential as a suitable method for more aspects than motivation for young English 

language learners.  

5.4 Affecting variables 

Variables which could influence the students’ motivation are presented in this section. 

First out is my presence in the classroom. During the observations, as mentioned earlier, 

I only interacted with the students if they initiated it. Some asked questions about their 

tasks and some were interested in what I was doing. The teachers also asked me 

questions occasionally, about words they were insecure about or about the lessons. 

During the interviews, the teachers in the experiment groups did not see any signs of 

reactivity. In the control groups the teachers saw some signs during the first lesson but 

then the students acted as they usually do. All teachers mentioned that the students were 

used to having guests and different adults coming and going. The teachers’ replies and 
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the fact that the students are used to guests implies that the result has not been 

influenced by my presence, except in the case of student-to-student interactions 

mentioned earlier.  

Another aspect is the group dynamic and overall atmosphere in the classroom. In 

the experiment groups the atmosphere was mainly positive. The atmosphere in C2 was 

mainly positive but the students had trouble concentrating and sometime appeared 

indifferent. C1 had a more complex atmosphere. Teacher C had started to teach English 

this spring semester. Before that the students had substitute teachers. The possibly 

uneven education the students had in the subject beforehand could have affected their 

observed insecurity and sometimes low level of motivation. The interviews further 

revealed comparable results, where teacher C mentioned that she thought it was hard to 

see C1 as a homogenous group due to the dynamic. Effects on the students’ motivation 

due to group dynamic were most visible in C1. It is worth noting that teacher C graded 

C1 the highest level of motivation, which implies lesser affect. However, I experienced 

that the classroom atmosphere affected the students’ motivation but not to the extension 

that it would interfere with the results of the study.  

Worth highlighting in addition to group dynamics, is teacher B’s description of a 

situation in SL2 where a student performed better than expected when he/she was in a 

group with more proficient students. That implies that he/she was in the zone of 

proximal development with scaffolding from his/her fellow classmates.  

The time aspect was also pointed out by teacher A, B and D. They stated that the 

limited time for English could make the subject deprioritised which in turn would make 

the teachers rely on workbooks and prepared themes. The Storyline method requires 

more time to plan and to execute which could decrease its potential. But the 

observations in the experiment groups have not shown any problem with time except 

that the students had difficulties to finish their assignments during the lesson time. In 

this study, the lessons were needed to be done in a set number of weeks, which put 

pressure on the students. That pressure can be limited when the Storyline is not equally 

controlled timewise. Preparations for Storyline lessons require some time. However, the 

time spent preparing the Storyline could be gained during the work, since students are 

co-producing the content of the lessons.  

Finally, the aspect of teacher and student experience will also be mentioned. 

Teacher A, B and C had similar experience in teacher English and had all studied the 

subject. Teacher D had not studied it but had taught the subject for a long time. Teacher 
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D also expressed the challenge of finding the right materials and assignments to the 

subject. However, the difference between the teachers’ experience was not substantial 

and their teaching was, as mentioned above, similar. This implies that the teachers’ 

experience did not influence the differences in the students’ motivation. Neither did the 

students’ experience, since all students had studied English since their first year.  

None of the above-mentioned aspects has had any considerable influence on the 

students’ motivation which further suggests that the differences seen between the 

experiment and the control groups can be explained by the independent variable, the 

Storyline method.  

5.5 Limitations 

Some limitations in this study have been detected. First the observation scheme, which 

in reverse had too many topics. That interfered foremost with the detection of the 

interactions between the teacher and students in smaller groups or individuals, which 

was therefore not presented in the result chapter. The differences detected between the 

groups were not true to the actual amount of interactions but rather a presentation of the 

ones I happened to overhear. Another method (for example if I only had followed the 

teacher and could have measured her interactions during the whole lesson) would have 

given more relevant results.  

Another aspect of the observation scheme was the measurement of student to 

student interactions. I had not decided how many five-minute observations I would 

make, which resulted in a different total amount of observations between the experiment 

groups and the control groups. Fortunately, the difference was not substantial, and there 

were two more observations in the control groups, which made the result usable. 

However, to decide the total amount of observations before start of the data collection 

would reassure a more useful result.  

Finally, I will comment on the aspect of the mix between quantitative and 

qualitative measurements. For example, the longer interviews had two Likert scale 

questions. The teachers evaluated the students’ level of motivation and independence 

and I compared it to the field notes from the observations. In reverse, the comparison of 

the results would have benefited from my grading of the students with an equal scale. 

The differences now detected through the field notes would possibly be clearer if they 

were quantified. Another challenge was the aim of examining motivation. As stated, 

motivation is complex and a narrower choice; for example, intrinsic motivation based 
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on stimulation, would have simplified both the collection of data and the analysis. 

However, since the aspects measured in this study are complex and the study aimed to 

examine Storyline and its potential, rather than only students’ motivation, it was 

possible for the measurements to result in a conclusion. The conclusion and suggestions 

for further research will be presented in the next chapter.  

 

6. Conclusions and further research 

The aim of this study was to examine if the Storyline method could be a solution for the 

experienced lack of interest students in year three showed during English lessons. The 

findings of the study revealed that Storyline has the potential to do that. With its base in 

the constructivism theory and by letting the students use their imagination and creativity 

while working, the students’ enjoyment and interest have increased. 

The first research question was the Storyline method’s effect on students’ 

motivation and enjoyment while learning the English subject. The findings revealed that 

the Storyline method has affected it, because of its use of creative and communicative 

exercises, which even made the students at least not complain about writing. The 

Storyline method also decreased the teachers’ use of closed questions which in turn can 

affect students’ insecurity, which the teachers stated as one of the main reasons for 

decreased motivation.  

The second research question highlighted the teachers’ view on their students’ 

motivation, with or without Storyline. The findings revealed no considerable difference 

between the control and the experiment groups when it came to the students’ level of 

motivation. However, the teachers in the experiment groups experienced that more 

students were motivated during English lessons while working with Storyline than 

while working with their usual teaching.  

The third research question was about the challenges the teachers experienced 

while teaching English and how the Storyline method could respond to them. The 

findings showed that Storyline had an immediate response to three out of four 

challenges mentioned by the teachers. 

Other aspects which Storyline had an impact on during this study were foremost 

the teachers’ use of English while teaching. The results revealed substantial differences 

between the experiment groups and the control groups, where the experiment groups 

used more English than Swedish and the control groups used almost exclusively 

Swedish. Another aspect was highlighted mainly by teacher B when she found that the 
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students did not seem to be able to use English sentences in different contexts. These 

aspects highlight the Storyline method’s possibility to develop the students’ language 

proficiency. However, this cannot be stated based on this study alone, and would 

therefore be an interesting topic for further research.  

Another interesting topic for further research would be to further examine how 

students who have difficulties with concentration would respond to the method. As 

mentioned above, it was difficult to establish if the detected motivation was due to 

stimulation or accomplishment, i.e. did the students do the activities because they 

enjoyed them or had they learnt that in school you do what you have been told to do? 

Teacher C did mention that some of her students were only motivated when they 

enjoyed the activity and by looking at students with similar behaviour a more profound 

understanding of the Storyline’s potential might be visible.     
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Appendix 1 Letter of consent, Experiment groups 

 

Hej! 

Jag heter Josefine Orehag och jag går grundlärarprogrammet med inriktning mot 

förskoleklass och årskurserna 1-3 på Högskolan i Gävle. Jag skriver just nu mitt 

examensarbete i ämnet engelska där jag gör en studie på en undervisningsmetod som 

heter Storyline.  

 

En del av min studie kommer jag genomföra i ditt barns klass. Studien går ut på att 

klassen kommer att undervisas med denna metod under fyra veckor. Under denna 

period kommer jag observera engelsklektionerna och hur metoden tas emot av eleverna. 

Det innebär att jag kommer sitta med i klassrummet och titta på vad som händer. Fokus 

ligger på metoden och om den främjar elevernas språkinlärning. Eleverna kommer 

utöver detta eventuellt få svara på en enkät eller intervjuas. Vill eleven inte vara med på 

någon del i studien är det närsomhelst möjligt att avstå. Resultatet av studien kommer 

presenteras i min uppsats, vilken sen kommer att publiceras i Diva och vara sökbar på 

internet. Diva är en nationell databas över uppsatser och avhandlingar.  Alla elever, 

skolor och lärare kommer självklart att vara anonyma. Under observationerna kommer 

jag att anteckna och intervjuerna kommer att spelas in eller antecknas. Den insamlade 

informationen kommer inte sparas efter studiens slut. 

 

För att kunna genomföra denna i sin helhet behöver jag ett godkännande av er 

vårdnadshavare att ert barn får deltaga i observationerna (de lektioner jag är med och 

tittar på) och i enkäter/intervju.  

Därför skulle jag vilja att ni fyller i svarstalongen nedan och lämnar in den till skolan 

senast torsdag den 23 februari.  

Tack på förhand! 

Vänliga hälsningar  

Josefine 

 

          

           

Ja, mitt barn får deltaga i observationerna och enkäter/intervju.  

 

          

Nej, mitt barn får INTE deltaga i observationerna och enkäter/intervju 
 

 

 

____________________                           _________________________________ 
Ort och datum              Signatur och namnförtydligande
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Appendix 2 Storyline scheme 
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Appendix 3 Lesson plan 

Lesson plan Space Adventure 

Your students are going to space. Four groups are each given an assignment and 

coordinates to an unexplored planet in another solar system. The assignment is to go to 

the planet, explore it, meet some of the inhabitants and then come back to the 

classroom/space centre and tell the others about the findings. Use as many English 

words as you know.  

Lesson 1 

Materials: 

Black A3 papers, one for each group 

White A4 papers, one or two for each group 

White A5 papers for the ID-badge, one for each group.  

Process: 

Read the letter from Nasa for the students. Play the film with the take-off, turn down the 

lights if you want to. 

https://www.youtube.com/watch?v=OnoNITE-CLc   

While the students are travelling to their planets, make mind maps and speak about what 

words they can use for describing their planets. Repeat words for colours, size and 

weather/climate.  

The students will sit in their groups and start sketching their planets. If it is a big planet 

they might have to glue two A4 papers together. The important thing is that the planet 

fits on the big black paper. The groups have to agree on size, colour of the surface and 

what climate/weather the planet has. They will write words for remembrance on a small 

ID-badge with help from the words on the mind maps. They can also write down the 

planet’s name. The pictures of the planets are put up on the wall and the ID-badges are 

pinned to them.  

Remind the students that they will only have one lesson to finish the planet. Maybe 

some of them can draw the planet and some write the ID-badge? 

Words: 

Colours: red, blue, yellow, green, pink, purple, orange, brown, black, white, grey.  

Size: big, small, round, square.  

Weather/climate: hot, cold, windy, rainy, snowy, sunny.  

https://www.youtube.com/watch?v=OnoNITE-CLc


 

59 

 

Lesson 2 

Material: 

Thicker sketching paper  

White A5 papers for the ID-badge 

Process: 

Now it is time to describe the inhabitants of the planets.  

Make mind maps once again with words to describe the inhabitants. Repeat words for 

colours, body parts and clothes.   

The students will then make their own inhabitant/alien, draw it on the paper, colour it 

and cut it out. They will write an ID-badge for the inhabitant with words of its colour, 

looks and clothes, to help them remember. The clothes need to be adapted to the climate 

on the planet. The inhabitants name, age and as much information as they have time for 

will also be written down on the badge. This also needs to be done during one lesson. 

The inhabitant and the ID-badge are then pinned next to the correct planet.  

Words: 

Colours: red, blue, yellow, green, pink, purple, orange, brown, black, white, grey.  

Looks: big, small, arms, legs, head, ears, eyes, nose, mouth, teeth.  

Clothes: shirt, trousers, socks, shoes, hat, jacket, mittens.  

Lesson 3 

Material: 

The models of the inhabitants.  

Process: 

The students will now imagine how their first meeting with the inhabitants went.  

Make a repetition with some simple greeting phrases and reason with the students, 

maybe with the help of a mind map, on which feelings one can feel when you meet 

someone for the first time.  

The students will then put together a short dramatisation of their first encounter with the 

inhabitants. They can either make a puppet show or act themselves.  

All the groups will then perform their dramatisations.  

Phrases: 

Hello, Hi, Good morning, Good day, Good night.  

Nice to meet you!  How are you? What is your name?  

Words: 

Feelings: happy, sad, angry, excited, scared. 
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Lesson 4 

Material:  

Everything that has been made.  

Process: 

https://www.youtube.com/watch?v=828kn4JOIYo  

Play the video of the landing of the space shuttle. Welcome the students back to earth.  

Now it is time for them to tell the rest about their adventures. They will together with 

their groups present their planet. Each student will also tell something about their 

inhabitant. The students will now use as much English as they can.  

Adventure finished.  

 

 

  

https://www.youtube.com/watch?v=828kn4JOIYo
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Appendix 4 Observation scheme 

 

1. Teacher-student interaction –speaking to the whole group 

How many times is initiative – response – feedback used? 

How many open-ended questions are used? 

How many closed questions are used? 

How many interactions involve control or corrections? 

 

2. Teacher- student interaction – while working with tasks. 

Is the interaction based on corrections and control? 

Is the interaction focused on the task?  

 

3. Student-student interaction – while working with tasks in group or 

independently.  

How much time are the students speaking about the task/activity? 

How much time are they speaking about other things? 

 

4. Do the students finish their tasks?  

If not, why not? 

 

5. How is the overall atmosphere in the classroom?  

 

6. Which activities does the students seem to like more? 
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Appendix 5 Time plan  

The time plan of the collection of data is presented in the table below. The process of 

the study took place during the spring semester in 2017.  

Week Activity 

7 and 8 First meetings with all teachers 

First meeting with the students in C2 

 

10 Initial short interviews with teacher A and 

B 

Presentation of the lesson plan to teacher 

A and B 

First meeting with the students in SL223 

 

11 Observations lesson 1 

 

12 Observations lesson 2 

 

13 Observations lesson 3 

 

14 Observation lesson 4 

Interviews with all teachers 

 

 

  

                                                 
23 The meeting with C2 was cancelled 
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Appendix 6 Initial interviews, experiment groups  

 

1. How do you experience the English lessons right now? 

 

2. Would you say that the students are motivated to the English subject? 

 

3. How do you see that? 

 

4. How do you plan your English teaching?  
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Appendix 7 Interviews 

 

1.  a) Have the students been motivated during these last four weeks? 

Not motivated 1 2 3 4 very motivated  

b) Why did you choose that level? How did you notice that? 

 

2. a) Do you experience that the students have been independent while working? 

Not independent 1 2 3 4 very independent  

 

b) Why did you choose that level?  

 

2. Have you noticed any differences on the students’ motivation during these four 

weeks compared to before?  

 

3. What has been positive during the English lessons during these four weeks? 

 

4. What challenges have you experienced? 

 

5. Which activities do you believe the students liked the most?  

 

6. How have you experienced the classroom atmosphere during these four weeks? 

 

7. Do you think that the students have been affected by my presence in the classroom? 

 

8.  a) What experience do you have when it comes to teaching English?  

 

b) For how long have the students had English?  

 

 

 

 

 


