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Abstract 

This study regards the importance of exposure to English in English education. The study 

identifies factors of education proven to be effective when learning a language, such as 

exposure, the pupils’ lives as a platform, repetition, a calm and secure environment, learn-

ing connected to physical action and use of pictures and body language to aid verbal lan-

guage. Lessons were designed in accordance with existing previous research and litera-

ture on exposure to the language. The lessons were carried out among first-graders to 

determine whether they were successful or not. The success was measured through results 

from a pre-test as well as a post-test which were both followed by interviews with the 

pupils. The differing results from the pre- and post-tests as well as the interviews with the 

pupils indicate the lessons are successful as the scores were higher in the post-test and the 

pupils could identify their own progress. 

 

Keywords: English (foreign language), exposure to English, Language ac-

quisition, Language learning, Lesson design. 
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1. Introduction 

All over the world there are people communicating in various languages. Sometimes the 

language spoken is their first language, a language they know by heart and keep affec-

tionately in their heart. On other occasions they are obliged to communicate in a foreign 

language, a language much more distant to them. Communicating in a language which is 

not your own can be challenging, both in a frightening as well as in a stimulating sense. 

The bottom line is that language is something which some people find as joyful as others 

find stressful. For many people, particularly in Sweden, this language is English. Fear of 

missaying words and fear of insufficient proficiency may have people avoiding putting 

themselves in situations where usage of English is required. The issue could be the result 

of too little genuine English practise and exposure to the language already in the early 

stages of the learning process. 

One of the main topics in this thesis is to keep English lessons English. Keeping Eng-

lish lessons English indicates that the main (if not only) language spoken during English 

classes is English. As Lundberg (2016) states, English (or any other language acquired) 

is not supposed to be connected to Swedish, but to the world, which awards English a 

value of its own and does not make it into something understood only in relation to some-

thing else. Swedish is not supposed to play a role in English education or be used to 

support comprehension of English. English education should turn on the English axis 

only. A solid enough argument among others is the fact that by making Swedish a sup-

porting column in English, pupils with another first language than Swedish are disre-

garded and risk to fall behind. In the present-day Swedish society there are many people 

speaking another first language than Swedish. By keeping English lessons English eve-

rybody is invited to participate and develop on equal terms. Besides, if English is not used 

during English lessons, then when is it? Where will pupils be exposed to English for 

intentionally educational reasons if not at school? 

In order to keep English lessons English there can be no demands initially for the 

pupils to speak the target language themselves as they are not proficient in that area. Any 

language acquisition commences with listening comprehension which is developed long 

before the production of language (Lundberg, 2016). Small children understand what is 

being said to them long before they use words themselves, and there is no other verbal 

language to aid the understanding. The argument stands solid when initiating English 

education in Primary School by practising the pupils’ listening comprehension by expos-

ing them to English without expectations of their producing anything on their own. They 
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need the exposure if they are to acquire the language (Harmer, 2007). However, there are 

many ways to support understanding and memory without translating and drawing paral-

lels to Swedish, for example by using pictures and body language and ideally by connect-

ing pieces of language to action (Lindström, 1998).  

This thesis serves to inform that there are ways to go beyond language learning with 

translation, that there are ways to make language comprehensible without having to look 

at the first language. This thesis aims to entitle English its proper value in school as an 

independent subject. 

 

1.1 Thesis 

English is most effectively acquired in an environment rich in English input, is the thesis 

of this work. This may sound obvious, but somehow many teachers tend not to practice 

it. The reasons given might be that the pupils do not understand the language and thus 

become frustrated and drop in motivation, and that if the pupils do not understand from 

the start they will never learn. However, as Harmer (2007) argues, even though the pupils 

do not understand every word they will be able to discern the essentials of what is being 

said since the teacher knows the class well and can provide English input which is com-

prehensible to the specific pupils. This is also accounted for in Halliwell (1992) where 

she writes that children tend to choose the easiest way which is why they themselves 

normally change to their first language. Thus, the teacher’s task is to make sure that the 

way which is intended for the pupils is sufficiently simple to be worth trying, even though 

it includes exposure to the foreign language.  

 

1.2 Aim and Research Questions 

The aim of the study was to examine how lessons should be designed when aiming at 

developing pupils’ receptive abilities, their listening comprehension, with the teacher 

speaking English as often as possible. The collected material then served to develop les-

son plans practising listening comprehension. These plans were carried through to deter-

mine whether they were successful or not. Both the results of the tests as well as the 

pupils’ experiences of the lessons and their development were considered. The focus was 

on a particular group of pupils and they were exposed to a selection of words – words 

which to some extent are central in their lives. 
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The research questions are:  

– How can education in the English language be designed in order to present the pupils 

with maximal English input? 

 

– Can Swedish first-graders develop their comprehension in English in an environment 

where the teacher uses English to a major extent?  

 

 

2. Background 

 

2.1 Previous Research 

Ahead of this study a selection of previous studies in immediate or slightly peripheral 

proximity to the topic will be presented briefly. The context is predominantly Swedish. 

 

2.1.1 English or Swedish? 

Initially, Lantz (2015) presents the different factors which determine the course education 

in English takes such as the national documents (curriculum and syllabus), the teacher 

and the material at hand. She also gives insight into factors proven to be successful for 

language acquisition. The results indicated that interaction between the teacher and the 

pupils was of great value. One example given is the teacher initiating by saying a phrase 

that the pupils repeat, or alternatively both teacher and pupils speak in chorus. Further-

more, from observations in first-grade classes Lantz concluded that the language most 

frequently used during English lessons was Swedish, although one teacher used both Eng-

lish and Swedish equally but kept translating what was said in English into Swedish. What 

was also observed was the pupils’ different approaches to responding to a given question. 

Whenever the question was asked in Swedish there was no hesitation amongst them at 

answering in Swedish. However, questions asked in English had the pupils aiming at giv-

ing the response in English, but in case they could not, the teacher normally translated 

their answer to English. Accordingly, the pupils’ oral production depended on the 

teacher’s usage of the target language. In addition to the teacher’s oral instructions or 

language in general, pictures and body language were utilised to support and clarify what 

was said. The teacher would also repeat several times and have the pupils repeating in 
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chorus, which is stated to decrease concern and anxiety among them as there is no need 

to accomplish anything on their own, and thus promote language acquisition 

Secondly, Shabo and Touma (2017) present a study regarding fifth-graders and their 

oral communication amongst each other and in interaction with the teacher. As this study 

concerns older pupils, the age is not appropriate, but the topic is still relevant. The purpose 

was to examine what oral communication looks like between teacher and pupils as well 

as among pupils and also what methods teachers use for motivational purposes. This study 

was carried out through interviews and observations. The results suggested that interac-

tion is key in language development and when observing, the authors were made aware 

that most tasks were completed in pairs or small groups. Furthermore, the study demon-

strated the magnitude of teachers’ usage of English. English was used predominantly by 

the teachers, although Swedish was used whenever the pupils did not understand or were 

introduced to new words and could not make sense of their meaning. What was also con-

sidered a matter of successful education among the teachers was using the pupils’ inter-

ests and experiences as a starting point when designing lessons. The outcome, as de-

scribed by the teachers during the interviews, is that more pupils find the courage and 

confidence to express themselves as they find the subjects appealing and proximal.  

In a rather general literature review Newstam (2016) explores a given dilemma in the 

language classroom: “To speak or not to speak English during English lessons” (title). Is 

there importance in speaking English during English lessons? How can the decision to 

speak either Swedish or English affect pupils’ motivation to speak English? The results 

showed that speaking only English is not the most successful approach at all times. One 

example given concerns scenarios where instructions are presented in English but for the 

sake of the pupils’ understanding the teacher could repeat in Swedish to make sure eve-

ryone understood. As well, when giving feedback to the pupils Swedish could be the 

favourable language to use for the teacher to be reassured that there was mutual compre-

hension, that is to say, the pupils understood the feedback and the teacher understood that 

they did. Newstam presents an argument for that approach when sharing the fact that 

feedback is such a large factor to increase motivation and thus understanding the feedback 

is essential. On the other hand, pupils can be motivated to speak English if they experi-

ence the language in useful situations. The bottom line as already stated is that the class-

room activities must encourage oral communication in English in order for pupils to de-

velop vital abilities such as communicating confidently in another language.  
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The following paragraph reviews the findings from one part of Rosenquist’s (2016) 

study, namely observations in fourth (and fifth) grade. Again, the pupils are older but as 

the purpose of the thesis is to examine the use of the target language English during les-

sons this study maintains relevance. As mentioned, the relevant part of the study was 

carried out through observations of lessons. The spoken language was not always English, 

even though it was to a great extent. Both languages were used by the teachers to explain 

uncertainties or support the pupils during lessons. The results show that the teacher in 

fourth grade used English mainly when supporting the pupils during tasks or exercises, 

but Swedish was used to equal extent for the same purpose. However, when delivering 

questions to the pupils Swedish was never used. Furthermore, for vocabulary develop-

ment and instructions English was used noticeably more than Swedish. As for dialogues, 

reading and explanations the difference was not as apparent. 

Falk (2015) is yet another researcher concentrated on education in fourth, fifth and 

sixth grade. This thesis, however, is relevant as it gives insight in what matters of English 

education that motivates the pupils to speak English. This gives input into what to think 

about when designing lessons. In what activities or situations do pupils feel sufficiently 

comfortable to communicate orally in English? What activities can teachers offer their 

pupils in order to promote their participation and confidence to participate? Question-

naires for the pupils to fill in and interviews with a selected few were used to capture the 

pupils’ views on what education motivates them. The main findings show that pupils were 

highly motivated to learn English straight after having been abroad. They also preferred 

a classroom climate which was calm. Activities such as games, role-play and speaking 

about subjects of their personal interest contributed to the motivation. Speaking in small 

groups or in pairs was rather appreciated by both boys and girls as well as repeating what 

the teacher says. The fourth- and the sixth-graders were motivated to speak English when 

the teacher does. Overall, speaking was the preferred lesson activity. 

 

2.1.2 Activities and the Pupils’ Motivation 

In a study across borders McNamara (2016) compared one Swedish Primary School class 

with an Australian one. She looked at what guidelines are given in each national context 

as well as the content pupils need to be exposed to. Furthermore, children were asked to 

share their thoughts on activities used during language lessons and which activities they 

considered most successful for their own learning. This study remains relevant both be-

cause of topic and the age of the target group. As for the content in foreign language 



 

6 

 

learning the Swedish context is much more focused on comprehension and communica-

tion abilities whereas Australian guidelines give the pupils no more than a few saluting 

phrases to practise alongside cultural knowledge which was gained through the first lan-

guage. Interviews with Swedish pupils demonstrated that there was strong motivation 

among them to practise language through games and play with repetitive patterns. An-

other appreciated and in the pupils’ opinion successful method for acquiring new lan-

guage was the use of songs. Overall, the pupils in Sweden were positive towards activi-

ties, beyond those previously mentioned, such as dramatisation, storytelling, videos as 

well as TPR (Total Physical Response). There was no obvious negativity related to any 

of the activities. As for the pupils in Australia, they desired more storytelling, singing and 

pictures or images in their lessons which, as stated before, were not normally included in 

foreign language lessons. Through observation, McNamara was made aware of the great 

variation of input for Swedish pupils that was offered: apart from worksheets, songs and 

movements to the songs, there was input such as pictures shown, reading and the teacher’s 

use of the English language. Even though it was not always present, English was used to 

a large extent. 

What linguistic activities are frequent during lessons? What effects do these activities 

have on receptive and productive abilities? These questions were answered by Sundberg 

(2015) through class observations and interviews with children. During the observations, 

the class observed worked on three different topics: My Family, What Time Is It? and I 

Like to…. Together in class the pupils and the teacher were practising phrases by saying 

them together. There were also songs frequently practised, repeatedly, so that the pupils 

would learn them by heart, and drama exercises such as roleplay were carried out. Cha-

rades was used in the project on interests. While the children performed the charades, the 

teacher added verbal language such as “What does (s)he like to do?” or “What is (s)he 

doing with her/his hands?”. These activities were proven successful because of their pro-

moting the pupils’ motivation and confidence in using English, even though some pupils 

admitted feeling nervous when speaking. The teacher observed was also keen on raising 

awareness among the children of different strategies to use while trying to understand 

English. For instance, the class as well as the pupils individually kept documentations on 

everything they did during the lessons. The documentation promoted their recollection as 

they could check their books to see what they had done in previous lessons. What the 

documentation also did was to remind them of all the things they had learnt so far and 

thus keep track of the entire process. Apart from that, the teacher acknowledged the 
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importance of interpreting what is not verbally comprehensible by the aid of body lan-

guage and the context. The pupils were also encouraged to use pictures as well as listen 

for similarities with Swedish words and thus draw conclusions of the words’ meaning. 

Lastly, the importance of guessing and taking risks whilst learning a new language was 

made clear to the pupils. 

In her thesis on teachers’ planning and education design in the early years of Primary 

School Junyent Braceras (2016) explores how English education should take shape in 

accordance with national as well as European documents. Apart from that, the thesis is 

written to examine how teachers plan and teach to reach out to every pupil despite their 

different levels. The study was conducted through interviews with teachers, observations 

in third grade and a questionnaire for the pupils. The observed teacher used English to a 

large extent, offering the aid of body language. The teacher also repeated and allowed the 

pupils to imitate. Routines were kept during English lessons so that the pupils knew just 

what to expect. There was great variation in activities, although everyone did the same 

activities, using the same material, despite different levels. English was frequently present 

during a normal day in school, not only during English lessons, in order to create coher-

ence and not having it remain a separated subject. As found in the interviews, the teacher 

aimed to put English into a given context by presenting pupils with the opportunity to use 

what they had learnt. Rhymes which are aided by the use of pictures as well as many oral 

exercises accompanied with useful gestures are examples of the activities performed. The 

teacher could also give words of commands for the pupils to listen to and follow. These 

group activities were used so that even shy pupils could participate without being the 

centre of everybody’s attention. The instruction consisted of different levels of the pupil’s 

choice, meaning during the activities the pupils could determine for themselves what they 

appreciate they are capable of. There were additional steps for those who tend to need 

more challenge. Lastly, the teacher emphasised the importance of “catching the train be-

fore it leaves” because sometimes you just need to forget about your planning and do 

whatever the pupils need you to do, that is to say, allow the pupils’ interests or conven-

iences to determine the content of the lesson. 

In a comparison between preschool classes in Sweden and Norway Bengtsson (2016) 

examines what motives six-year-olds have for learning English. She also studies how 

teachers work with early language learning in the two countries respectively and the ad-

vantages of an early start. What seemingly was obvious when speaking to the six year old 

pupils is that they learn and want to learn English for the sake of communication. They 
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gave motives such as being able to speak to people in other countries where neither Swe-

dish nor Norwegian is understood as well as having relatives from English-speaking 

countries. From observations in class and interviews with the teachers the author found 

that the demands from Norwegian documents are higher and that English is introduced 

for everybody at the age of six, resulting in the demands of, for instance, second-graders 

being higher in Norway than in Sweden. What both Swedish and Norwegian teachers 

gave evidence of was the knowledge of English pupils already have when entering the 

classroom for the first time. Much as this is the case they also underlined that there is a 

considerable difference in the extent of the vocabulary. Both the Norwegian and the Swe-

dish classes used songs together with movements to introduce and develop the English 

language. In Sweden, assembly was the main time of the day when the pupils were ex-

posed to English whereas the Norwegian class had a lesson scheduled particularly for 

English, although Norwegian was mainly spoken then. What the teachers viewed as an 

advantage in starting early is that the children already have so much previous knowledge 

and that the motivation to learn new languages is big. However, the demands must not be 

too high. The context should be playful with singing, dancing and dramatisation in mind. 

What was considered to be the disadvantages was firstly the tight schedule which is sup-

posed to contain other things as well and secondly the teachers’ lack of proficiency. 

 

2.2 Literature Review 

In the following, a few key points to consider when speaking of English education will 

be accounted for. 

 

2.2.1 The Importance of Using the Target Language 

Using the target language in education is a ubiquitous topic throughout the literature. 

Lundberg (2016) writes about translating from English to Swedish and asserts that the 

target language is not supposed to be linked to the first language but to the world and by 

continuingly translating, the teacher does not give the target language its proper value; at 

the same time pupils with another mother tongue than the first language will not be 

equally included. 

Halliwell (1992) emphasises the importance in resisting the temptation of changing 

into the first language whenever instructions are given. Instead she encourages showing 

each step of the instructions while speaking slowly. Such action promotes the feeling of 
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understanding the target language among the pupils which results in their confidence lev-

els increasing. In direct relation, Keaveney and Lundberg (2014) stress how the teacher’s 

own confidence in using the language determines to what extent it is being used. If low 

on confidence, teachers tend to switch to the first language more frequently which in the 

long run results in the pupils following the same pattern and thus disturbs the pupils’ 

development in fluency. Even if the teacher’s language is not perfect, it is “the most val-

uable source of language for young learners” (p. 34) and should not be underestimated. 

Lundberg (2016) points out that there is greater importance in understanding the 

meaning of a text rather than knowing the equivalent of each word in it. Opportunities to 

practise this ability are, of course, withdrawn if the target language keeps being translated 

into the first language as the pupils’ need to listen carefully and practise their listening 

comprehension becomes non-existent, and so does guessing as a highly valuable strategy 

for language learning. The main reason is the fact that language is more complex than 

direct translation. Cultural diversities exist and word order as well as contextual word use 

vary from one language to another. 

If English is the mainly spoken language during English lessons the subject English 

will be rated more highly and the need to understand English will be greater (Lundberg, 

2016). 

 

2.2.2 Continuous Repetition 

Harmer (2007) accounts for an important factor for language acquisition, which is repe-

tition. Over and over, pupils need to encounter the same language and be made aware of 

the peculiarities of that particular form. “[I]f students see or hear some language once, 

they might, even when they notice it, forget it fairly quickly. But the more they come 

across this language – the more repeated encounters they have with it – the better chance 

they have of remembering…” (p. 56). What is vital to remember in regard to this is that 

it is an incremental process over time so five repetitions one day might not result in the 

acquisition still being there two weeks on. 

Being exposed to the same language in different ways over time is vital. In order to 

deeply root new words, they need to be processed in varied ways, through imitation, cho-

ral speaking, utilisation in games, listening and also through images. The repetitive man-

ner to process these words will pay off (Lundberg, 2016). In further regard, the pieces of 

the repeated language should also be connected to each other. New vocabulary could be 
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connected to the previously learnt vocabulary as to make a large web of language and not 

keep bits of vocabulary isolated from each other (Keaveney & Lundberg, 2014). 

 

2.2.3 The Emotional Aspect of Learning Is Key 

Affective filter is something referred to throughout literature (Harmer, 2007; Keaveney 

& Lundberg, 2014; Lightbown & Spada, 2011; Lindström, 1998). Feelings associated 

with learning are pivotal in learning or not learning a language. If the affective filter is 

raised, achieving successful learning is difficult and unlikely. Stress, anxiety and fear 

need to be erased from activities, that is to say, the affective filter needs to be lowered so 

that pupils do not feel threatened and instead feel positive and relaxed towards the learn-

ing situation. In light of this discussion, games and plays are appropriate contributors to 

creating such an environment in the classroom as feelings attached to these activities aid 

the lowering of affective filters and thus present the pupils with positive learning experi-

ences (Harmer, 2007). For instance, exercises such as Total Physical Response and giving 

commands are good as the pupils do not need to feel bad if they do not understand. They 

can just look at somebody else and do whatever they are doing (Lundberg, 2016). Total 

Physical Response is an activity where pupils produce no language of their own and in-

stead demonstrate their understanding by carrying out the requested actions (Lightbown 

& Spada). 

Halliwell (1992) is similarly promoting the presence of “real tasks” during lessons, as 

these real tasks engage the children on a more meaningful level. Real tasks could be 

worthwhile and interesting activities, such as games, which are more than just language 

exercises, for instance, solving problems but in English. These activities provide the pu-

pils with a twofold learning process: one is activating the conscious mind and one is ac-

tivating the subconscious mind. The former has the pupils focusing on the actual task 

whilst the latter is processing the language being used. The sum of it all is that games are 

not just fun but also real work and thus form a central role in developing and settling the 

language. 

According to Harmer (2007), Krashen suggests that there is a slight difference in the 

access learners have to English taught for the sake of learning and English acquired sub-

consciously. What lies beyond that statement is in part the anxiety attached to learning 

that could be present in stressful and pressuring situations such as lessons whereas the 

subconscious acquisition merely is the result of natural situations of English exposure. If 

this is the case, and keeping in mind what has been previously accounted for in this 
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section, “the most useful thing we could do with students would be to expose them to 

large amounts of comprehensible input in a relaxed setting” (p. 51). 

Part of succeeding in language acquisition and any acquisition is feeling successful. 

If a pupil never experiences the feeling of success, success will never be realised. The 

teacher needs to give room to the pupils to feel successful by not aiming at too distant 

highs and keep the learning at a considerable level where the pupils’ previous knowledge 

is utilised to give them confidence to try (Lundberg, 2016). 

 

2.2.4 Aided by Other Means 

Learning of the target language in the target language will need other means for commu-

nication. In addition to the verbal language used, Harmer (2007) suggests the pupils’ as 

well as the teacher’s bodies to be of great aid. In assumed support of this Halliwell (1992) 

describes children’s ability to read body language, gestures and facial expressions to un-

derstand language that is not entirely comprehensible to them. This ability of theirs helps 

them create their own interpreted meaning of what is being said. A few understood words 

can take the understanding far if assisted by the proper means. Apart from this, Halliwell 

also hails children’s abilities to make use of language they already know and transfer it 

to other contexts, as in “Switch off the dark” (p. 4), which should be understood in context 

of the more common sentence “switch off the light” and thus indicates “turn on the light”.  

Harmer (2007) also suggests realia could be the starting point for a lesson as well as 

the determiner of the next speaker. For example, when you hold the ball, you have per-

mission to speak. Pictures of all kinds are excellent in their support of verbal communi-

cation. With words such as concrete nouns and adjectives a picture will provide immense 

help both for immediate understanding purposes but also long-term memory. Cuisenaire 

rods, originally for mathematical purposes, can be utilised for language teaching in a 

number of ways. For example, for pronunciation matters or word order, but more relevant 

in this thesis, as a means for demonstrating prepositions: below, beside, above, on top of 

and so on. 

Overall, concrete everyday objects or items such as toys, clothes and just anything are 

a good addition to the verbal language and will aid the understanding of words and 

phrases (Lindström, 1998). 
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2.2.5 Context, Meaning and Authenticity – Language as an Experience 

As already accounted for, pupils need exposure to the target language if learning should 

be realised. Although comprehensible input may not be sufficient later in language de-

velopment when the level of English increases, it is a good way to initiate language learn-

ing (Lightbown & Spada, 2006). The ideal sort of input is comprehensible input which is 

input stretching just past what the pupils already know. To achieve successful learning, 

pupils need to be provided with meaningful activities and tasks that raise their awareness 

of language form (Harmer, 2007). In addition to that, new words need not be isolated but 

put into context because only then will the pupils be aware of how they are used (Harmer, 

2007; Lundberg, 2016). Thus, “the best way, perhaps, of introducing new words is for 

students to […] listen to audio tracks and see or hear those words in action” (Harmer, 

2007, p. 229). Lundberg (2016) offers ideas for what sort of words to provide the pupils 

with. She emphasises words and phrases the children encounter in their nearest surround-

ings as these words are likely to be needed in the children’s lives. The teacher always has 

a decision to make regarding relevance: which word is more likely to be needed, trainers 

or tie? 

In order to create learning situations which both engage pupils and result in actual 

learning the situations need to be personally relevant to them, which would also help to 

lower the affective filter. Learning a language is not about being taught a language but 

experiencing it. The whole body and emotional system should be engaged in the process 

of language learning (Harmer, 2007) because if the language is connected to action the 

language development and the memory will be promoted and invite the pupils not just to 

listen to but to do English. The actual action offers another dimension to language edu-

cation (Lindström, 1998). Keeping these things in mind gives authenticity a role to play 

during lessons. Halliwell’s (1992) take on authenticity is that it does not mean forgetting 

about imagination and fantasy. Rather, imagination and fantasy are indeed relevant to the 

children and thus authentic from their perspective. Accordingly, the way pupils use words 

to describe a monster and its habits might not form part of an everyday conversation with 

just anyone, but perhaps the words acquired in such a task can be used in other contexts 

which are more likely to occur on a day to day basis. 

 

2.2.6 Creating the Necessity of Understanding English 

The extent to which the target language is used, is a pivotal factor in deciding to learn the 

language. Anybody acquiring a new language must do it for themselves, for their own 
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personal purposes, if they are going to extract as much as possible from it. In order to 

achieve this, pupils need to become involved in it, turn it into an event or an essential part 

of their life. If teachers could make English an event for the pupils, they would have also 

created the necessity to learn English (Halliwell, 1992). 

Much as language learning should be something personal, research also shows that 

language is developed when learners are interacting with each other and thus have a 

greater need to be able to use it for other purposes than personal (Lightbown & Spada, 

2006). In this way the need becomes natural as interaction is a natural part of being hu-

man. 

One good example presented by Halliwell (1992) regards the receptive ability listen-

ing. She suggests that listening activities need to be designed in ways that make listening 

carefully necessary for the pupils in order to accomplish something, for instance another 

attached task, and “not just letting the noise of it into their ears” (p.41). This is also ac-

counted for by Lindström (1998) who writes about pupils acquiring language while doing 

something other than focusing on learning the language. 

 

2.3 Design Lessons to Maintain Motivation 

Harmer (2007) suggests a metaphor for the complexity of planning what to teach in a way 

which keeps the pupils motivated and alert throughout and not just initially. In Gateshead, 

England, there is a large sculpture called Angel of the North. Made from steel, the angel 

stands tall and upright, wings spread widely. This angel could be used by the individual 

teacher based on the needs of a certain class. Beneath what shall rise as our own Motiva-

tion Angel there needs to be a solid ground made of each pupil’s own extrinsic motivation. 

Upon that solid surface the lower body is placed. The lower body is the foundation of 

feelings attached to the lessons and the teacher. The teacher and their interest and engage-

ment are pivotal for the pupils’ emotional connection to the targeted topic. This part of 

the statue is called Affect. On top is the upper body which represents Achievement. The 

teacher must make sure the pupils are presented with many opportunities to be successful 

as success and achievement are vital in motivation being maintained. At the same time, 

the level has to be well-balanced as neither too difficult nor too simple tasks are sufficient 

in aiming at feeling successful.  

Next up are the wings. One wing stands for Attitude. The attitude the teacher shows 

towards teaching English as well as the confidence performed are key to pupil 
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engagement. If the pupils have belief in the teacher, the motivation is more likely to re-

main high. The other wing represents Activities. The activities performed need to be pur-

poseful and enjoyable for the pupils to carry out. At the top of the sculpture is the head of 

the angel which stands for Agency. Agency indicates action: the pupils actively rather 

than passively participating and engaging in decision-making, allowed for their opinions 

to be heard and considered. Agency is about inviting the pupils to take responsibility. 

 

 

3. Method 

 

3.1 Qualitative Research 

The study was qualitative in the sense that it aimed to examine one specific, defined group 

of children in a determined experimental design of lessons. The research strategy is in 

Bryman’s (2011) words the inductive approach as theory is expected to be the outcome 

of the study. To some extent theories were the foundation upon which the designed les-

sons were built as the literature contributed with ideas on how to design lessons. The 

study did not look into specific theories but used what appeared suitable for the given 

purpose, which was successful learning through maximal English input. Thus, the lessons 

were not beyond theoretical approach and consideration but aimed to find a successful 

sample of activities to develop the pupils’ comprehension. 

Bryman (2011) also describes qualitative research as focused on development and 

progress. The study was designed to determine the progress pupils can make through 

participating in a set of thoroughly, pensively designed lessons which all have a clear 

predetermined purpose. 

 

3.2 Quasi-Experimental Design 

As the thesis of this work suggested that English is most efficiently acquired in an envi-

ronment rich in English input, the study presented experimentally designed lessons (ma-

nipulation) trying to verify the thesis. This is called a study with an experimental design. 

The manipulation (designed lessons) was preceded by a pre-test and followed by a post-

test to evaluate differences in the results. However, as there was no control group the 
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design would be considered quasi-experimental. There was only one group participating 

(Bryman, 2011).  

The pupils participating in the study were seven first-graders, four girls and three 

boys. These pupils were shallowly into the spring term of first grade and had been learn-

ing English since late August of last year. The author did the internship with these first-

graders as well as the second-graders as they are part of the same age-integrated class. In 

part this was the reason why the decision was made to carry out the study in this particular 

class as the contact with the school was already existing as well as the fact that the pupils 

already knew me fondly, which adds security. Lundberg (2016) claims that new and un-

familiar people could harm learning and development as the pupils might feel anxious. In 

an attempt to maintain the sense of security the lessons were carried out in the pupils’ 

usual environment, mainly their classroom but on one occasion outdoors in the 

schoolyard. 

 

3.3 Lesson Design 

The motives for the content were very straightforward. The lessons were designed keep-

ing Harmer’s (2007) Motivation Angel (2.3 in this thesis) in mind, to offer positive expe-

riences to the pupils. Positive experiences of English will promote positive attitudes, and 

thus pave the way towards successful English acquisition and learning. 

The ability chosen for development in through the lessons belongs to the receptive 

abilities: listening. As stated by Lundberg (2016) language acquisition begins with listen-

ing comprehension which develops far earlier than productive abilities such as speaking. 

As the pupils taught were in the first grade there was no rush in beginning with productive 

abilities, but very good a time in exposing them to English, that is to say have them ex-

posed to a great amount of English. This great amount of English also aimed at putting 

isolated words into sentences and thus contexts which were closely related to the pupils. 

Not isolating words is essential for development to be realised, writes Lundberg (2016). 

The words chosen were verbs such as be silent, listen carefully, tiptoe, climb, see, 

cross, lay down, walk, creep, run and jump. Moreover, nouns like forest, stone, river, 

tree, skipping rope, house, hill, slide, swings and football pitch were practised as well as 

colours, and adjectives and adverbs such as big, small, high, low, across and through. 

These words were chosen because of their assumed relevance to the pupils in their 
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everyday life at school and during the breaks. Had the lessons been carried out in another 

class at another school the chosen words may have differed.  

Lightbown and Spada (2006) add an interesting perspective to language acquisition 

when they point out that children acquiring their first language do so by taking in a great 

deal of spoken language, by listening and processing it. They do not produce anything 

until they are ready to speak, which is another argument for deciding to develop listening 

comprehension before anything else. 

Lundberg (2016) also suggests that using English every day is preferable to using it 

just once a week as it allows English to become a natural means for the pupils to use for 

communication. As the pupils were taught only once a week for four weeks, English was 

not recurrent every day. In an attempt not to make it a once-in-a-week event one corner 

of the classroom was used to put pictures and realia used during the lessons, so that the 

pupils would have the opportunity to be reminded of what they had been doing.  

 

3.3.1 Connection to the Syllabus 

As is always the case, the content of the syllabus or of any document related to procedures 

and content in education is interpreted by its readers. Having said that, the content se-

lected for this project was the result of the author’s own interpretation of the syllabus for 

English. 

The designed lessons practised abilities such as: “understand and interpret the content 

in spoken English…” (Skolverket, 2017, p. 32) and “use language strategies to under-

stand…” (Skolverket, 2017, p. 32). By using pictures and objects pupils were given ad-

ditional support to aid their interpretation and thus comprehension of spoken language. 

The pictures and objects also offered an opportunity to use strategies such as guessing 

what a certain piece of language meant. The lessons also aimed to “encourage the pupils 

to develop an interest in languages…” (Skolverket, 2017, p. 32). In designing the lessons, 

a great deal of thought was put into how to structure and design activities to engage both 

the pupils’ bodies and minds and have them appreciate the activities and feel successful 

which is key in building and maintaining the interest.  

What is also stated in Skolverket (2017, p. 32) is that “in order to deal with spoken 

language […] pupils should be given the opportunity to develop their skills in relating 

content to their own experiences […] and interests”. This was converted through prac-

tising their comprehension in an environment where they spend many hours of their time, 

participating in activities that are not too unlike those they participate in on their own 
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outside school. The vocabulary which the lessons aimed at developing consisted of words 

which are useful in their lives in school and specifically during breaks. During the lessons 

the pupils were “equipped to be able to use different tools for learning, understanding, 

being creative and communicating” (Skolverket, 2017, p. 32) such as pictures, objects 

and body language, all used for various purposes. 

Much of what is stated in the core content regarding the receptive ability ‘listening’ 

was accounted for during the different activities. The activities were organised and carried 

out using “clearly spoken English…” and “simple instructions” (Skolverket, 2017, p. 33). 

The pupils experienced “…dramatised narratives for children” and different kinds of 

“simple conversations and dialogues” as well as “words and phrases in their local sur-

roundings…” (Skolverket, 2017, p. 33). The topics of the lessons regard “subject areas 

that are familiar to the pupils” such as “interests […] and places” (Skolverket, 2017, p. 

33). In preparing the lesson content much thought was distributed to presumed interests 

as well as fields of application and the pupils’ day to day activities such as going to school 

and participating in activities. 

 

3.4 Pre- and Post-Tests 

Instructions for the tests were given in Swedish so that nobody would fail because of 

misunderstanding. In an attempt to eliminate pressure prior to the pre-test, the pupils were 

made aware that they were not expected to know any of the words in the test as the content 

would be thoroughly practised and developed over the upcoming weeks. The tests also 

served to show the progress the pupils made during the period of lessons. 

The pre- and post-tests looked the same; the only difference being the amount of time 

spent preparing ahead of the post-test. The first part of the test consisted of four similar 

exercises. Each had three pictures. One sentence was told whereupon the pupils were to 

mark the picture of the three they found most convenient. The second part consisted of 

three exercises which similarly featured three pictures each, only, this time three sen-

tences were told for each exercise. The task was for the pupils to put the numbers 1, 2 and 

3, below the three pictures depending on the order of the corresponding sentences.1 The 

pupils were never given the correct answers following the pre-test. 

 

                                                 
1 See appendix B for the tests. 
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3.5 Interviews 

The interviews were carried out to hear the pupils’ takes on the tests and the experience 

of them as well as what they think about English and its importance. The interviews were 

carried out immediately following the tests. The interview which followed the post-test 

also aimed at raising the pupils’ awareness of their own progression and have them reflect 

upon it.  

The questions were formulated in advance but there could be follow-up questions and 

the order of the questions could vary. Thus, the interviews were semi-structured (Bryman, 

2011). Semi-structured interviews were chosen since they request the questions to be sim-

ilar and thus the responses comparable.2 

As part of the aim was to determine whether the theoretically grounded lesson designs 

were successful in developing comprehension of English, the interviews served to add 

the pupils’ perspectives and experiences. As research shows that positive experiences and 

emotions are key aspects of successful language learning, studying the pupils' reactions 

to the activities was important. Did they feel they had learnt English and developed their 

comprehension of it? Had the lessons been successful in their opinions? 

 

3.6 Reliability and Validity 

This study cannot be replicated in another context among other children and be expected 

to have the same result. To some extent the lessons have been consciously designed in a 

certain way based on existing prior knowledge of the pupils participating in them and the 

context they live and go to school in. For the progress to be similar in another group the 

lessons and the words chosen for development would need to be revised in accordance 

with that group of children and their lives. Thus, the study has no external reliability. 

However, qualitative studies do not normally fulfil criteria of reliability (Bryman, 2011). 

As this is a qualitative study with a limited sample of pupils it is difficult to reach 

external validity. There cannot be too many general conclusions drawn. Concerning the 

internal validity, the fact that there was no control group complicates assessing whether 

the progress made by the pupils was the outcome of the activities performed in class or 

the outcome of other factors (Bryman, 2011). Thus, determining the success of the spe-

cific lesson plans was difficult, although not impossible. The fact that the lesson plans 

                                                 
2 See appendix C for the questions. 
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were thoroughly planned for and supported by theory (other research) added some assur-

ance. 

 

3.7 Method Criticism 

As the study was quasi-experimental its reliability is questionable. The study being quasi-

experimental means in this case that there was no control group. Had there been a control 

group the credibility would have increased. At the school where this study took place 

having an experimental as well as a control group was not an option as there were only 

eight pupils in the first grade. To divide that group would not have been appropriate. 

If the aim of the research was to draw any conclusions on whether first-graders in 

general can develop their English in an environment where the teacher uses English to a 

major extent, this thesis would have served poorly. However, as mentioned in the aim, 

the focus was on one specific group of pupils and their progress in developing their Eng-

lish comprehension through the thoroughly designed lessons. Thus, the conclusions 

drawn at the end tell of nothing more than the development of the pupils participating. 

One way of trying to reach more general conclusions would have been to design the les-

sons and engage more schools to participate and have the teacher of each first grade teach-

ing the lessons and testing their pupils. 

Lastly, as the lessons were taught by the author of this thesis, a person with prior 

knowledge of the pupils, that prior knowledge may have unintentionally been used to 

look at the lessons and the results of the tests subjectively, resulting in conclusions drawn 

based on other things than just the content of the lessons and the pupils’ participation in 

the lessons. 
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4. Results 

 

4.1 Pre-Test 

The pre-test had a maximum score of 13 points. The scores achieved by the pupils ranged 

from 0 to 9 points, with an average score of 4.43 points and a mode of 4 points (two 

pupils, two below, three above). One pupil had a score of 9 points which was considerably 

higher than the rest. 

 

4.2 Interviews following the Pre-Test 

The pupils all participated in individual interviews following the pre-test. They all de-

scribed that doing the test felt unusual as they had never done anything like it before. 

When asked what was most difficult about the test four pupils responded that the second 

part was most difficult where they had to listen to a chain of three sentences and order the 

pictures correctly. Two pupils looked at the test as a whole and responded that what was 

most difficult was understanding what the instructor said, that is to say the sentences used 

in the test. The majority of the pupils described the test as “fun”, “good” or “exciting”. 

The same responses were given regarding what they think about English as a subject. 

Apart from one pupil who preferred mathematics everyone considered English a fun sub-

ject. 

The reasons given for why English is good to know and why the pupils believe they 

need to learn English were similar. English needs to be learnt for communicative reasons, 

and especially communication when you go abroad to countries where Swedish is not 

understood. One pupil had another perspective though and needed to know English since 

the mother spoke English rather than Swedish. 

 

4.3 Lessons 

Based on the literature and previous research lessons were designed with the intention of 

successfully developing children’s comprehension in English. Some words, which could 

be called keywords, were chosen particularly for learning but since English was the main 

language in the lessons the pupils encountered much more language than those specific 

words.  
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The following sections will chronologically describe the structure of each lesson and 

the pupils’ reactions to the different activities as well as their participation. 

 

4.3.1 Lesson 13 

The lesson was carried out in the slightly rearranged classroom. In the room there was a 

chair covered by a grey sheet symbolising a stone, across the carpet was a long piece of 

blue textile placed which was supposed to be understood as a river. There was also a cave 

beneath a table and on the whiteboard in the back of the classroom there was a video clip 

featuring a forest. The video clip contained background sounds of birds singing from time 

to time, the wind blowing, and leaves moving in the wind. The blinds covered the win-

dows, resulting in the classroom being rather dark. The initial activity was to take place 

in this forest. 

The lesson was initiated outside of the classroom with the door closed. When the pu-

pils entered, several said “Wow!” as they saw the on-screen forest across the dark room. 

Anything said was told in a low voice, almost whispering. They were asked to listen 

carefully and be silent. They were instructed to follow and came to the chair covered by 

a grey sheet, representing a stone. The word was repeated several times in phrases with 

big and grey. Some pupils looked confused until one of them exclaimed the Swedish 

equivalent. They were then told to climb the stone, climb over it. The instruction was 

clarified by the instructor using one hand which demonstrated the path leading across the 

stone. One pupil went, and then everyone followed. Every pupil heard their name repeated 

by the instructor along with “climb” or “climbs” while climbing the chair. 

When everybody had managed the climb the wide, long and blue river could be seen. 

Understanding what a river is was difficult when only looking at the piece of textile. The 

expressions on the faces of the pupils were confused. The blue sheets were not long 

enough to symbolise a river. The pupils kept guessing that it was water which of course 

was close. The instructor left it at that and went on.  

To cross the river there was a stone to step on. Apart from river, the keywords were 

cross and stone. At this point they were familiar with “stone” and understanding “cross” 

was easy for everyone once the instructor verbally expressing every step, put one foot on 

the stone to cross the river. Everybody repeated the action, apart from one pupil who 

jumped across the river. In the following everybody laid down for a 45 seconds’ rest. The 

                                                 
3 See appendix E for detailed plan. 
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pupils were instructed both verbally and demonstratively to lay down and understood 

what to do. The added be silent and “sch” had them remaining silent. Next, the group 

went for a walk to the whiteboard where the many high trees on the screen were contem-

plated. The pupils seemed familiar with the word “trees” as some of them exclaimed the 

word in English. A raised and then lowered hand was all that was needed to explain the 

meaning of “high”. 

The adventure was concluded after creeping through a cave leading to a box with 

sheaves of paper cards. The paper cards were then used to repeat the story of our adven-

ture through the forest. The story was told step by step while the pupils in pairs arranged 

the cards. There was wide-spread concern initially as they did not understand the instruc-

tions given in English but with the instructor slowly explaining whilst arranging cards 

and doing one card at the time the instructions were clarified and made comprehensible. 

To check if their orders were correct the story was repeated again while the instructor put 

the cards on the whiteboard. The joy was immense when each pair realised they had man-

aged to put all the cards in the correct order. The majority of the pupils exclaimed words 

such as “yes!” and “ja!” and “alla rätt!”. 

To conclude the lesson, the pictures from the test were connected to words or phrases. 

In a variation the pupils were also asked to point at the correct picture of two or three 

when a word or phrase was told. 

A general reflection is that the pupils were really engaged in and appreciative of the 

activities. They actively participated. Despite not having to produce any verbal language 

on their own they repeated words they heard and performed any activity presented to 

them, indicating how keen they were.  

 

4.3.2 Lesson 24 

The lesson was initiated on the stairs outdoors. There were three skipping-ropes tied to 

each other making one long rope. The pupils were verbally and gesturally instructed to 

line up alongside the rope and then take it in their hands and hold on to it. Some were 

unhappy with the position they had in the line but there were opportunities to change 

position later on.  

The lesson commenced. The pupils were told that they were going for a walk around 

the schoolyard. They walked by a red house before the first hill of two was climbed. The 

                                                 
4 See appendix F for detailed plan. 
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keywords (walk, red, house, hill and climb) were repeated frequently during the walk and 

when they were the centre of the action. After reaching the top of the hill the slide was 

visible. The pupils were asked to let go of the skipping-ropes. Then everybody slid down-

hill, one after the other before lining up again along the skipping-ropes. On the day the 

grounds were covered in ice and thus slippery. The pupils were recurrently told to be 

careful as it was slippery, giving them two new, unintentional phrases to be acquainted 

with.  

The walk proceeded towards the swings. The pupils were asked whether they could 

see them. They could not initially, but when indicated that there were four of them and 

that the framework was red they could. They were engaged in a minute of swinging with 

two pupils on each swing. Their physical activity was described by verbal language using 

“swing” in different and simple sentences. Next, they climbed yet another hill. This time 

the pupils had to run downhill and stop by the big swing at the other side. There we laid 

down for a rest before directing our steps towards the football pitch. We crossed it rapidly 

but had to slow down, be silent and tiptoe by the window of the headmaster’s office. We 

then jumped from stump to stump before finishing the lap in a short run.  

Once back, seated on the stairs, the pupils participated in the Rise-When-You-Hear-

exercise. Initially they were instructed to rise when they heard walk in a sentence. They 

had difficulties understanding what to do but then the instructor demonstrated and slowly 

they began to understand the instruction. After walk the word to listen for changed to run 

and then tiptoe and so on. Even though the majority of the pupils seemed to be able to 

identify the words in a sentence, determining whether they knew the meaning of the word 

was not possible or the idea prior to the exercise. 

To conclude the lesson, the words were practised using pictures from the test. They 

were asked to pick the correct picture of two or three. They were also asked individually 

to facilitate assessing each pupil’s understanding. The pupils seemed to lose their con-

centration at the end which had the lesson finishing a few minutes earlier. A general re-

flection is that the pupils were engaged and keen the initial 30 minutes but then lost their 

concentration.  
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4.3.3 Lesson 35 

The pupils were initially given a map of the schoolyard. The map showed distinctly the 

different locations of the practised nouns: the swings, the big swing, the slide, the two 

hills, the football pitch and the different houses. The pupils were made aware of these and 

instructed to listen to sentences which consisted of one of the pupils’ names and one “lo-

cation”. They should then find the location on the map and put the initial letter of the 

name or the name next to it. There was confusion as they did not understand the instruc-

tions. Then the instructor demonstrated by adding one sentence: “Hanna runs to the foot-

ball pitch” and put an H on the football pitch on a larger but identical map. The demon-

stration helped the pupils as they were made aware of how they were supposed to use the 

map and it also made understanding the instructions much easier. However, at times when 

too many words were connected to the keywords their faces expressed confusion and they 

needed to hear the sentences once or twice more.  

The second part of the lesson was the Total-Physical-Response-exercise which had 

the pupils moving from one image (featuring houses, a river, a slide, a pair of swings, a 

tree, a forest, a big stone, a football pitch) to another in different ways (walk, tiptoe, jump, 

creep) or lay down next to one. To know how and where to move they had to listen care-

fully to sentences such as “walk to the red house”. The task was carried through smoothly 

as the pupils were engaged and keen to participate. They showed as a group that they 

understood both the verbs and the nouns as they followed the instructions correctly by 

performing the verb and moving to the correct image. 

In the third task the pupils had a grid to fill in while listening for two familiar words 

in a sentence such as “tiptoe to the swings”. They put a great deal of energy into not 

understanding the concept of the listening grid. They were uncertain about how to use it. 

However, from what could be heard they seemed to understand the words practised as 

they continuously said the words in Swedish or in a mixture of Swedish and English (“den 

stora swingen… eller… gungan”). What also became apparent during the lesson is that 

they confused slide with swings and the other way around. 

 

 

 

                                                 
5 See appendix G for detailed plan. 
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4.3.4 Lesson 46 

The lesson was initiated through storytelling where a miniature landscape of a play-

ground, a forest and a river had been constructed. The story was mainly set in the play-

ground where two children spent some time playing. The story contained most of the 

words from the previous lessons. The pupils were very engaged and showed their enthu-

siasm by exclaiming the Swedish equivalent to words they heard and understood. Some-

times they even repeated the English words they recognised.  

The next activity was the Bingo-activity. The pupils each had one bingo card with 

nine different pictures. The instructor told one sentence, phrase or word, and the pupils 

marked the corresponding picture if they had it. Some of the words they had understood 

the previous lesson they were unable to remember. Of course, this time they had no guid-

ance. There were no pictures and no gestures to aid the understanding. If somebody did 

not understand one word, the pupils who did understand helped their classmate. In the 

last game of bingo, the pupils were asked to remain silent and not help each other. At this 

point they had heard the sentences or words repeatedly and during the round they showed 

independence as they remained silent and managed to mark correctly on their bingo cards.  

The lesson’s third activity was a variation of Simon Says where Simon Says was re-

placed by Please. The idea of the game is for the pupils to listen to a sentence instructing 

them to do something. The hurdle is to remember only to perform the instruction when 

Please is added to the sentence. As it was a group activity, the pupils were supported by 

each other and thus participated confidently and always followed the instructions given. 

They sometimes noticed the use of “please” but on other occasions they did not and still 

carried out the instructions. 

As there were a few minutes left the pupils were given an opportunity to look at the 

pictures from the test to repeat the words one last time. The pupils were keen on saying 

the words themselves even though verbal production was not even part of the purpose 

ahead of the lessons. 

 

 

 

 

                                                 
6 See appendix H for detailed plan 
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4.4 Post-Test 

The post-test had a maximum score of 13 points. The scores achieved by the pupils ranged 

from 9 to 13 points, with an average score of 11.28 points and a mode of 13 points (three 

pupils). The other scores were 9, 9, 10 and 12. One of the pupils with a score of 9 and the 

pupil with a score of 10 missed one lesson due to illness and vacations.  

 

4.5 Interviews following the Post-Test 

The reactions after the test were uniform: doing the test was fun and felt good. When 

asked to describe the feelings following the post-test compared those following the pre-

test everyone but one stated that it was easier this time as they had practised so much 

before and everything was new to them in the pre-test. The one pupil who found it harder 

this time achieved a score of 13, which was maximum. 

Everyone but one assumed they had learnt something during the lessons but only two 

pupils could give examples of what they had learnt. These two pupils expressed that they 

had learnt new words and understanding spoken English. The pupil who could not see 

any development was the one who found the test more difficult this time. 

When asked to evaluate the lessons the pupils all had their favourite activities. One 

particular activity mentioned was the first activity, when the classroom had been trans-

formed into a forest. Apart from that they also liked the activities where they were given 

instructions to follow. One activity which one pupil pointed out as not very successful 

was the Rise When You Hear-activity as they did not understand the instructions to the 

activity completely.  

 

 

5. Analysis 

 

5.1 Designing Lessons to Provide Maximal English Input 

The following paragraphs will discuss the first research question: How can education in 

the English language be designed in order to present the pupils with maximal English 

input? 
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5.1.1 Harmer’s Motivation Angel 

The lesson design was based on Harmer’s (2007) Motivation Angel (2.3 in this thesis). 

The angel is constructed from the ground and has a lower and upper body, two wings and 

a head. It serves to extract motivation from every individual for every lesson. The surface 

upon which the angel was built was the pupils’ presumed activities and interests at school 

but outside of the classroom, that was the extrinsic motivation needed for a solid founda-

tion. Thus, the keywords which the lessons focused on were based on relevance to the 

pupils’ lives so that the pupils would have good reasons for learning them. Furthermore, 

the curriculum states that words from the pupils’ everyday lives are words the pupils 

should learn and be acquainted with. Using the pupils’ interests as a platform was some-

thing that Shabo and Touma (2017) also found successful as the pupils in their study 

showed more confidence and courage to learn English when the subjects were closely 

related to them or their interests, for instance words from their nearest surroundings 

(Lundberg, 2016). Thus, objects found in the schoolyard and verbs relevant when playing 

were chosen for the lessons in this study. Lundberg (2016) also points out how pupils 

need to feel that their previous knowledge or interests matter if they are to feel successful. 

By engaging them in what is relevant to them and connect it to English the teacher shows 

that their interests matter while he or she also provides the pupils with opportunities to 

develop. Halliwell (1992) describes it as making English an event in the pupils’ lives by 

involving them on a personal level.  

The next stage in constructing Harmer’s (2007) Motivation Angel is to construct the 

lower body which is made of the positive feelings which the lessons should generate. For 

that reason, the lessons designed all have at least one physically engaging activity as they 

contribute to lowering the affective filter and provide positive experiences and feelings. 

Another example is the Total-Physical-Response-activities where the pupils’ bodies were 

in constant movement while also being exposed to verbal language. Either the task was 

to follow instructions or to follow the teacher on a stroll around the classroom or 

schoolyard participating in different activities. The physical activities took place mainly 

in groups, although some exercises also hosted individual action. Lundberg (2016) dic-

tates that physical activities (such as Total Physical Response) are an asset to language 

learning since they are carried out in groups and insecure pupils can look at their class-

mates and imitate if they do not understand and thus still enjoy themselves and feel safe. 

This was the idea behind many of the activities in the lesson plans. Physical activities 

promote positive experiences of English and English lessons which according to Harmer 
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(2007) are key in successful English acquisition because of their lowering of the affective 

filter which is important for learning to be realised. Of course, there is danger in carrying 

out too many group activities since assessing individual levels is made more difficult, but 

group activities are vital, for example in creating safe environment. To support these ac-

tivities further, the findings from interviews with children in McNamara’s (2016) study 

suggest that pupils like engaging in different sorts of physical activities such as games 

and roleplays. To like something normally indicates that positive feelings are associated 

with the activity.  

Another important aspect of motivation is opportunities to feel successful, the upper 

body of the angel in Harmer’s (2007) model. The group activities in each lesson in this 

study served to engage everybody and have every pupil feeling involved and thus feeling 

successful. In addition, pictures, realia and the instructor’s body language were used 

throughout for mnemonic reasons, for the pupils to have a visual image to anchor the 

verbal language to in order to facilitate remembering and also to aid, support and clarify 

the verbal language so that the pupils could feel that they were successful in their under-

standing. Every activity aimed towards this same feeling of success. For some activities 

instructions were given in English but explained further through the use of body language, 

thus adding an opportunity to understand. For other activities sentences were told while 

the pupils had to connect them to the correct picture. The initial Total Physical Response 

and particularly the Storytelling made use of different sorts of realia such as different 

objects to dramatise the story. In the previous research, the use of pictures for various 

purposes has been accounted for as successful for learning (McNamara, 2016; Junyent 

Braceras, 2016; Harmer, 2007). Harmer (2007) describes how words such as nouns and 

adjectives will be instantly understood if pictures of those words are used and the proba-

bility of remembering increases. The use of pictures as a means to make language com-

prehensible to the pupils was frequent throughout the lessons to generate the feeling of 

success. As the aim was to use English to a major extent pictures and other means were 

pivotal. 

One of the wings of Harmer’s (2007) angel symbolises the attitude the teacher shows 

towards the subject (English) and their confidence in their own abilities regarding the 

subject. This part of the angel is least used in this study but has still played a considerable 

role because of the instructor’s interest and proficiency in English. The instructor’s verbal 

language during the lessons had a natural flow, striving to give the impression of confi-

dence and engagement. At the same time, the continuous use of only English indicated to 
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the pupils that the instructor believed in their abilities to understand – that they were ex-

pected to be able understand.  

Harmer’s (2007) other wing addresses purposefulness and amusement for the pupils 

which has already been accounted for in the earlier paragraphs of this section. The topics 

and words chosen for the lessons strived to give purpose to the pupils. One example is 

the activity Total Physical Response 2 where the pupils were really proposed to as the 

setting for the activity was the schoolyard, where they were allowed to be active partici-

pating in activities they normally participate in during the breaks, but now during the 

lesson. The idea was to create purpose and joy. The other activities were also designed to 

create purpose even though some managed to create purpose for the pupils more than 

others. Purposeful activities could be activities which mean more than abstract everyday 

schoolwork, activities which the pupils can relate to more and find stimulating and con-

structive. 

Ultimately, there is the head of the angel which is related to action (Harmer, 2007). 

Harmer suggests that acquiring a language is about more than learning it. It is about ex-

periencing the language: seeing or hearing the language in action and participating in it. 

The Total Physical Response-activities carried out provided the pupils with opportunities 

to experience the language in action and the pupils in the study were keen to participate. 

Lindström (1998) highlights the importance in designing language learning activities con-

nected to action as doing so will aid the development and memory.  

 

5.1.2 Other Aspects of Designing Lessons 

Lantz (2015), Halliwell (1992) and Harmer (2007) all give examples on how to use pic-

tures and body language to clarify instructions and other sayings. When the instructions 

are given step by step and also demonstrated, they are clear to the pupils (Halliwell, 1992). 

In the lessons, some instructions were clarified this way but not those too complicated. 

Halliwell also points out children’s ability to read body language which helps them un-

derstand what is being said. The use of different strategies for understanding spoken lan-

guage is accounted for in Sundberg’s (2015) study where one teacher raises awareness 

among the pupils. Strategies such as interpreting body language and context, as well as 

guessing using previous knowledge and similarities to Swedish words facilitate learning 

and remembering. The pupils in this study also used different strategies even though they 

were not aware. In conclusion, understanding language that normally is above the pupils’ 

understanding was not very difficult when aided by body language, pictures and realia to 
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point out the keywords in every sentence. The verbal language made sense to them as not 

only their ears but also their vision were active in the process of understanding. 

Another aspect of the lessons was the continuous repetition. All lessons and activities 

in this study were repetitive in the sense that they practised the same words but in different 

ways. However, two activities were particularly repetitive as they linked to the previous 

activity, for example, the initial adventure in the forest which was succeeded by an activ-

ity where the same adventure was told as a short story using all the keywords whereupon 

the pupils arranged picture cards in the correct order. The second one was the walk around 

the schoolyard which was followed up the next lesson when the pupils all received a map 

of the yard and the different locations where they put their names based on instructions 

given. Harmer (2007) writes that the constant repetition of verbal language serves to root 

the language deeply as the more the pupils are exposed to the language (or a certain piece 

of language) the more likely they are to remember it in the long run. What is also ac-

counted for in literature is the importance of the variation of methods for practising the 

same piece of language. In the process the same words or phrases should be practised but 

there are many different ways of doing so, which Lundberg (2016) highlights. She also 

points out that it is important to vary the activities and the manners in which language is 

processed and practised because variation is a contributing factor in successful acquisi-

tion. 

As the idea was to design lessons which provided the pupils with maximal English 

input the lessons were designed accordingly, to offer exposure to the language with the 

teacher speaking a great deal and repeating the same language over and over while ac-

tively showing pictures and using body language such as gestures. While some of the 

authors have experiences, which put them in favour of using only the target language 

(Lundberg, 2016; Halliwell, 2007; Keaveney & Lundberg, 2016), some of the results 

from previous research find Swedish vital for certain aspects of education (Newstam, 

2016; Rosenquist, 2016; Shabo & Touma, 2017). Newstam, Rosenquist and Shabo and 

Touma all give examples of teachers changing to Swedish for clarifying instructions or 

making sure that the pupils understand. Newstam (2016) suggests that using Swedish 

should not be viewed as a problem but as a way of ensuring understanding as understand-

ing is pivotal for increasing or maintaining motivation. At the same time Lantz (2015) 

found that the teacher’s use of the target language influences the pupils’ attitudes towards 

using it: if the teacher used the target language, the pupils were more likely to use it. 

These findings correlate to Keaveney and Lundberg (2014) when they argue that if the 
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teacher switches to Swedish he or she subconsciously puts English in second place and 

justifies the pupils to also change to Swedish, which thus is likely to happen. As the re-

search questions and the aim for this study regarded an environment where English is 

mainly spoken, the lesson plans had no connection to Swedish and everything explained 

or told during the lessons was in English. In support, Lundberg (2016) states that the 

target language, English, is not supposed to be connected to Swedish. The target language 

is supposed to have its own value and be linked to the world and itself.  

To sum up, designing lessons is a complex process because of the many aspects to 

consider and the lessons used in this study looked at these aspects thoroughly. The activ-

ities designed to develop comprehension in English were varied in the sense that they had 

different design, but they were also continuous as they practised the same piece of vocab-

ulary items. They were carried out collectively as their aim was to create a safe and secure 

environment for every individual, but also to engage the pupils individually to help them 

find their own reasons for acquiring English. For instance, many of the activities were 

group activities and many also had a great deal of interaction between the pupils and the 

teacher with the teacher as a participant rather than a distributor of orders and instructions. 

At the same time, the lessons were designed to make the content relevant for the pupils’ 

everyday lives. The importance of the affective filter in learning has already been ac-

counted for but again Harmer’s (2007) description of how the right activities help lower 

it is relevant and was so when designing the lessons. Games in which the pupils interact 

aid the lowering of the filter as they are playful and funny and do not appear so serious, 

and both Lantz (2015) and Shabo and Touma (2017) found interaction between the 

teacher and the pupils a successful factor for language acquisition. Lightbown and Spada 

(2006) suggest that children are highly motivated to participate in group activities which 

promote interaction with others as interaction is such a natural part of being human. Fur-

thermore, the pupils should be assisted in finding their own personal purposes when learn-

ing English and their own connection to it, because that will help them reach their full 

potential (Halliwell, 1992). In short, the lesson activities are not a matter of keeping the 

pupils busy. The designing of lessons is about making sure to provide the pupils with 

opportunities to develop and for that to be realised there are many important aspects to 

keep in mind. 
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5.2 First-Graders’ Development in an English-Speaking Classroom 

The following paragraphs will discuss the second research question: Can Swedish first-

graders develop their comprehension in English in an environment where the teacher uses 

English to a major extent? 

The aim of this thesis was to design lessons which develop listening comprehension, 

carry them out and determine whether they were successful or not. The general evaluation 

of their success is positive, as every pupil achieved considerably higher scores in the post-

test. The average score increased from 4.43 to 11.28 (maximum 13 points) while the mode 

went from 4 to 13. Nobody scored lower in the post-test than the all-highest score from 

the pre-test. These numbers show that there was progress – that the pupils developed their 

understanding of words. As they were never given the correct answers of the tasks fol-

lowing the pre-test they had no way of knowing or memorising the correct answers ahead 

of the post-test.  

The pupils’ reactions support the lessons’ assumed success. When interviewed fol-

lowing the pre-test, the pupils’ unanimous reaction to English as a subject was positive: 

English was fun or exciting and participating in English activities felt good. The opinions 

after the four lessons and the post-test were similar. Regarding their own development 

and participation throughout the period of lessons, their self-assessment was positive as 

the majority felt the test was easier to understand the second time because of the many 

opportunities to practise and prepare. Even though most pupils could not name the areas 

of development they had gone through they were certain they had learnt something. 

The initial activity of the initial lesson was very important for the continuation of the 

lessons. The mystique and atmosphere in the dark imaginary forest (classroom) created 

immediate reactions among the pupils. They were stunned and excited to see what lay 

ahead. The combination of fantasy and roleplay offered authenticity and meaning to the 

pupils. As Halliwell (1992) writes, it might not seem authentic or real because of the 

fantasy aspect in the activity but to the pupils, whose reality is characterised by fantasy 

and play, this sort of activity becomes authentic and relevant. 

In some way this introduction set the tone for the rest of the lessons and raised the 

expectations among the pupils. One important aspect of this activity, regarding expecta-

tions, was that everybody participated successfully; everybody heard the language spoken 

and carried out the instructions which gave them a sense of already being able to under-

stand English. As partly accounted for in previous sections, Lundberg (2016) highlights 

the importance of feeling successful when learning something because of the feelings 
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attached to success. As the pupils were given the opportunity to feel that they understood 

English, their presumptions in the future lessons would be that they could yet again un-

derstand and participate in English.  

Throughout every lesson, during every activity, the pupils were exposed to the same 

language repeatedly. Initially, the idea was to make the words, phrases and language in 

general sound familiar to the pupils, thus the many repetitions of the words. Later, the 

words and phrases would be understood, but the pupils were never expected to produce 

any language on their own during these four lessons. However, the anticipated two-step 

progress was visible, and the third step (production) was also achieved. In the later lessons 

the pupils said the words themselves despite not having to, but it appeared a natural stage 

in the process of acquiring English. Assumingly, they had already left the comprehension 

stage of the words practised and wanted to show their being able to use them. 

What proved least successful during the lessons were the activities which demanded com-

plicated instructions. For instance, there was the Rise When You Hear which was not 

carried out at a good point during the lesson because of the preceding activity and since 

the activity’s instructions demanded the pupils to concentrate more than they were capa-

ble of at that particular time. The pupils also expressed their unhappiness with the activity 

as they explained that they did not understand what they were supposed to do. This could 

also be seen in the Listening Grid where the pupils put energy in understanding the con-

cept rather than the content and the language which were meant to be the main purpose 

of the exercise. In hindsight, they should have been given an opportunity to practise filling 

in a similar grid in advance in for instance Swedish so that they would not have been 

completely unfamiliar with it. The focus was predominantly put on how to fill in the grid 

rather than the actual words it was supposed to practise. Of course, these activities could 

have been successful but on another day, in another situation. Perhaps the lessons need 

revision for the activities to better serve the purpose and not just become time-consuming. 

When considering the pupils’ physical as well as facial expressions throughout the 

lessons, they have shown engagement, interest and desire. As previously mentioned, pos-

itive experiences enhance learning (Harmer, 2007). The purposes of the lesson package 

were always to provide positive experiences of English and thus develop personal inter-

ests and connections to the language and a desire to keep developing. The pupils’ facial 

as well as physical expressions indicated they were offered positive experiences of Eng-

lish acquisition. 
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Several aspects of the designing of the lessons and the lessons carried-out need to be 

addressed as they might have or did influence the results. First of all, the limited number 

of pupils served the lessons well in the sense that every pupil was given the time and 

attention needed for ideal conditions to develop which might have contributed to success-

ful learning. Thus, had the number of pupils been larger the results may have varied more. 

Secondly, the fact that the designer of the lessons had previous knowledge of the pupils 

and their lives influenced the way the lessons were designed, which Lundberg (2016) and 

Shabo and Touma (2017) point out as a factor for success if the knowledge of interests 

and the pupils’ lives is used to decide the content of the lesson. Thus, had the school and 

its pupils been new to the designer the lessons would not have been designed to suit that 

school particularly as there would have been no previous knowledge to build the lessons 

on. Furthermore, the instructor would have been a stranger to the pupils which in itself 

could have been disadvantageous as unfamiliar people might cause anxiety which is not 

good for learning (Lundberg, 2016). Lastly, the size of the group of first-graders played 

its role in determining the results as it prevented more general conclusions to be drawn 

since there is no control group to weigh the results against. The reliability would have 

increased considerably had that been the case. However, for this particular group of pupils 

the lesson plans should be defined as successful. 

The results from the post-test are clear: there was progress, indicating the lessons were 

successful. However, there are matters to consider before drawing any general conclu-

sions from the results. 

 

 

6. Conclusions 

The research questions were: How can education in the English language be designed in 

order to present the pupils with maximal English input? and Can Swedish first-graders 

develop their comprehension in English in an environment where the teacher uses English 

to a major extent? Bearing in mind the great amount of English spoken by myself during 

the lessons, the pupils were placed in an environment rich in English input where the 

teacher uses English to a major extent, but did they learn anything from it? Did they de-

velop their comprehension? Were the designed lessons successful? 

The first research question concerns how the lessons should be designed to provide 

maximal English input. The conclusion is that language teaching can be designed in many 
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different ways but that there are several factors to consider. In order to design a lesson 

which provides maximal English input there cannot be any translations into the first lan-

guage. This is of course problematic as the pupils are not proficient in English yet. To 

erase the comprehension problem other means are utilised to promote understanding, 

means such as pictures and gestures. These, along with the use of the physical activities 

are also used to aid the memory of the pieces of the foreign language.  

For a safe and relaxed environment, topics relevant (and thus authentic) to the pupils 

generating positive feelings are important to encourage learning. Group activities serve 

well as the pupils can be supported by their fellow classmates if they do not understand. 

There need to be individually challenging activities as well, but the initial priority is a 

safe environment in which the language is acquired.  

At last, there is repetition of the words practised. The more the pupils hear the words 

in different contexts, the better the chance of learning them. At the end of the day all these 

aspects of English education strive towards the same goal, namely, providing positive 

experiences of English in a classroom where the first language is not used. The sole use 

of English indicates that the teacher expects the pupils to be able to understand without 

translation which hopefully motivates the pupils more, consciously or subconsciously. 

The second question regards whether first-graders can develop their comprehension 

when the teacher predominantly speaks English. The concluding answer is they can. The 

results from the tests indicate fair progression among all pupils. Everybody scored con-

siderably higher in the post-test. The interviews suggest that the majority of the pupils 

(six out of seven) were aware of their progress and learning throughout the lessons. Their 

physical and facial expressions showed they were keen to participate. 

What is key in learning is feeling successful and part of why the first-graders devel-

oped their comprehension was that they were given opportunities to feel successful and 

that they understood the content of the language even though they did not always under-

stand the verbal language. Another contributing factor to their development was the re-

peating of the same language to deeply root it and familiarise the pupils with the language. 

Finally, the thesis of this work is “English is most effectively acquired in an environ-

ment rich in English input”. After finalising the lessons and tests and after looking at the 

results while also considering the lack of control group and that the designing of the les-

sons was based on specific pupils perhaps an alteration would be necessary. “English is 

effectively acquired in an environment rich in English input”. As no comparison is made 

to English taught in an environment which is not rich in English input or taking place in 
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a group of unfamiliar pupils, there is no way to determine that an environment rich in 

English input is more effective. It is difficult to draw any general conclusions. However, 

the final conclusion is that these particular first-graders developed their comprehension 

in an environment where the teacher used English to a major extent. 
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Appendix A  

Letter to Guardians 
Hej, 

 

Det här brevet skickas ut till vårdnadshavare till elever i årskurs 1 angående 

engelskundervisningen veckorna mellan sport- och påskloven.  

Jag heter Hanna Dahlqvist och läser grundlärarprogrammet (förskoleklass 

till årskurs 3) på Högskolan i Gävle. Du känner mig sedan tidigare då jag 

under flera års tid arbetat med ditt/dina barn i de olika verksamheterna: för-

skola, skola (bland annat under min verksamhetsförlagda utbildning) och fri-

tids. 

Min utbildning börjar lida mot sitt slut men än har jag det pågående, avslu-

tande examensarbetet kvar. Arbetet skriver jag i engelska om engelskunder-

visningens upplägg och vikten av att bedriva engelskundervisningen på eng-

elska. I mitt arbete har jag valt att utforma fyra lektioner där förståelsen inom 

ett visst tema ska utvecklas. Lektionerna föregås av ett förtest för att kontrol-

lera att ämnesområdet inte är känt för eleverna sedan tidigare. Samma test 

kommer genomföras efter undervisningsperioden för att se progressionen. 

I anknytning till testen vill jag genomföra korta intervjuer med eleverna för 

att få deras syn på testen och testens innehåll samt hur de själva upplever sin 

progression. 

 

I arbetet kommer alla resultat vara anonyma. Inget som skrivs kommer kunna 

kopplas till vare sig eleverna eller skolan. 

Då lektionerna ersätter ordinarie undervisning kommer dessa inte vara fri-

villiga. Däremot kan eleverna välja att inte delta i intervjuerna.  

 

Hör gärna av dig med frågor gällande undersökningen. Om du önskar att ditt 

barn inte deltar i intervjuerna vill jag veta det senast fredag 23 februari. 

Mail: ofk14hdt@student.hig.se 

 

På återhörande, 

Hanna Dahlqvist 
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Appendix B 

TEST 
Part 1 
Which picture is correct? 

1 a.  b.  c.  

 

2 a.  b.  c.  

 

3 a.  b.  c.  
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4 a.  b.  c.  
 

Part 2 
Put the pictures in the correct order, please. 
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Appendix C 

Interview: Pre-Test 
 

1. Hur kändes det att göra provet? 

 

2. Vad var svårast? 

3. Vad var lättast? 

4. Vad tycker du om engelska? 

 

5. Finns något som du gärna skulle lära dig på engelska? 

 

6. När behöver du kunna använda engelska (tror du)? 

7. Varför behöver du lära dig engelska? 

 

8. Var provets utformning lätt att förstå – visste du hur du skulle göra? 

 

 

 

 

 

 

 

 

Interview: Post-Test 
 

1. Hur kändes det att göra provet? 

 

2. Om du jämför med förra gången [då sa du…] hur kändes det den här 

gången? 

 

3. Vad var svårast? 

4. Vad var lättast? 

5. Vad var roligast? 

6. Vad var tråkigast? 

 

7. Har du lärt dig något? 

 

8. Vad tycker du om engelska? 

9. Vad tycker du om lektionerna du har deltagit i? Vad var roligast/tråkig-

ast? 
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Appendix D 

Pictures Used Throughout 

         
The girl runs to school every day.  Did you try the slide at school? 

          
The boy is playing with a skipping-rope.   Listen carefully now, please. 
  

        
You may lay down for a rest.     Someone climbs the stairs. 

        
At school there are eight houses.    We walked through the forest. 

        
Can you see that big, big stone?    Can you see what I see? 
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We have to cross the blue river.    There is a tree and I want to climb it. 

         
Creep carefully so nobody sees you.   We run across the football pitch. 

     
1, 2, 3, Let’s all JUMP!      Six children climb the hill to reach the top. 

 
How high can you swing? 

 

      
The man walks home to his house every day after work.  

  
We climbed the hill to reach the top. But then we could see another hill behind. 
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Appendix E 

Lesson 1 – 40 minutes 

Purpose 

Introducing the words which we are going to work with in the weeks ahead. The intro-

duction allows the pupils to engage their whole body while listening, that is, hearing spo-

ken language while physically performing. 

 

Materials (presented in chronological order, the order in which they appear through the 

lesson) 

A rather dark classroom and the tables, chairs and general furniture in it; a computer and 

a projector; a grey sheet or piece of grey textile; a blue sheet or piece of blue textile; a 

stone, big enough to be spotted easily/effortlessly and also well-suited to be stepped on 

wearing only socks; a box, for example made for shoes; something to cover the box with; 

the sheaves of picture cards with cards featuring images demonstrating the adventure we 

have been on; pictures from the test. 

 

Preparations 

Slight rearrangements in as well as objects added to the classroom as to suit the initial 

activity. Switch on the computer, the projector and the proper webpage.  

 

Assessment 

As this is the initial lesson there will not be too much weight on assessing any individual 

performances. The lesson is about introduction and enjoying English. 

 

Words 

Be silent, listen carefully, tiptoe, cross, climb, see, lay down, walk, creep, run, jump, for-

est, stone, river, tree, skipping-rope, house, hill, slide, swings, football pitch, big, small, 

high, low, across, through, red, green, blue, yellow, grey. 

 

Plan 

General introduction as this is the initiating lesson. Takes place outside of classroom. The 

rest of the lesson is inside of the classroom. 
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Part I. Total Physical Response 1 

Guiding the pupils on an adventure as the classroom is turned into an adventurous setting, 

featuring a forest: thick forest, a river, a stone and a cave. In the background there will be 

a YouTube-clip presenting a view of a forest to raise the authenticity by adding both 

visual and audial details to the adventure. 

(https://www.youtube.com/watch?v=xNN7iTA57jM) 

 

Manuscript: 

We gather at the classroom door for the general introduction as the lunchbreak just came 

to an end – the second-graders are allowed in to collect their books. Then we enter the 

obscure classroom which has been somewhat transformed into a forest through the back-

ground YouTube-clip featuring views and sounds of a forest, as well as through a number 

of items. 

 

– We need to be very silent *speaking in low voice, almost like a whisper – and putting 

a finger to the lips*. And you all need to listen carefully *putting one hand behind one 

ear*. This is a forest *gesturing towards the on-screen forest* and who knows what we 

will find. Let’s tiptoe this way *tiptoeing as well as repeating the word several times*. 

Have you seen this big *showing big with hands* stone *grey sheet covering the chair 

and table we are going to cross*? We have to climb *demonstrating climbing*. Let’s 

climb *gesturing to one pupil to start – onwards repeating the word ‘climb’ differently 

while the pupils climb one after the other*! Oh boy, we have all managed the climb! 

But can you see *shading the eyes with one hand as to demonstrate ‘looking’ or ‘seeing’* 

what I see *pointing to a blue sheet winding river-like just ahead, with a grey stone in 

the middle*? Can you see *once more shading the eyes with the hand* the blue river 

*still pointing to it and making the sound of flowing water*? We will have to cross *try-

ing to demonstrate moving across the rather wide river* it. There is a stone *pointing to 

the stone* we can step on. I’ll go first *so that everyone has the chance to understand 

what they are supposed to do*. I put my foot on the stone *while doing it* and try to 

reach the other side of the river. Okay, next *and on they go, copying previously 

demonstrated actions*! We made it across *showing with the hands how we have moved 

from one side to the other*! Let’s all lay down *settling at the other side for a minute* 

for a bit of rest. [---] Time is up. We have to move on *everybody rises*. Hm…which 

way..? This way!... no… this way. Let’s walk *taking a roundabout in the classroom 
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stopping in front of the visual forest on-screen*! Look at all these trees *showing to-

wards them with one hand*! Have you seen all these trees? They are so high *trying to 

demonstrate high using hands alternatively the difference in height between myself and a 

pupil (low)*! Aha *turning slightly around towards one of the tables in the room*! We 

are almost there. Come along! We will have to creep through here *beginning to kneel 

so that the pupils understand what to do*. Kneel, please! We will creep through here 

and see what we will find *the pupils are allowed to creep before me*. Can you see 

anything *while the instructor enters*? *At the other side there is a box. In the box are 

sheaves of paper picture cards which terminate this exercise and take us onto the next 

exercise of the lesson*. 

 

Part II. Listen and Work out the Order 

Based on previous adventure. Picture cards in the wrong order – to be put in the correct 

order while the instructor tells the story of the adventure from the beginning to the end. 

Emphasising certain words as well as repeating them. Carried out in thoroughly consid-

ered pairs to give the pupils a secure and safe experience where they can help and support 

each other so they will not experience failure or unsuccess. 

After finishing the story, it is once again told only this time a set of larger pictures are 

put onto the whiteboard one by one while the story is told, so that the pupils can check 

for themselves as well as hear the same language repeated once more. 
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Part III. Pictures from the Test 

Using the pictures from the test. Saying the words or sentences alongside showing the 

different pictures. Variation: Showing two pictures and saying one word or sentence. The 

pupils decide which picture correlates to the word or the sentence. 
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Appendix F 

Lesson 2 – 40 minutes 

Purpose 

Continuing to create experiences related to the central words from previous lesson. The 

experiences will be gained in a new setting. 

 

Materials 

(Outdoor clothes); skipping-rope; pictures from the test. 

 

Preparations 

None other than memorising the route for part I and how and when to say what. 

 

Assessment 

For assessment purposes the two last parts of the lesson have individual dimensions 

added. These serve to facilitate assessing the individual comprehension the pupils have 

gained and progress they have made. The tasks both assess their ability to recognise the 

word in a sentence as well as connecting them to a picture. 

 

Words 

Be silent, listen carefully, tiptoe, cross, climb, see, lay down, walk, creep, run, jump, for-

est, stone, river, tree, skipping-rope, house, hill, slide, swings, football pitch, big, small, 

high, low, across, through, red, green, blue, yellow, grey. 

 

Plan 

To be carried out outdoors in the schoolyard.  

 

Part I: Total Physical Response 2 

This time around we are doing a guided tour in the schoolyard. 

 

Manuscript: 

We gather outside on the stairs leading towards the entrance. Everybody is properly 

dressed as the lunchbreak just finished. Just below lies a stretched skipping-rope. 
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– We are going for a walk *walking on the spot* together. I believe you are all well-

dressed. Would you please line up along this skipping-rope *showing where they are 

supposed to line up*. Would you please take it in your hands *demonstrating* and 

hold onto it *the rope is used to keep the pupils together so that they will not be carried 

away by the moment and run off*. Excellent! Off we go *and so we do*! We walk to-

wards the red house *pointing towards it* and then around its corner. [---] Can you 

see *shading they eyes with one hand* the hill *pointing to the hill arising just in front 

of us, centrally for everyone to see*. We will walk to the hill. [---] Okay, now we are 

here *stopping at the bottom of the hill*. We are going to climb *trying to demonstrate 

climbing with fingers ascending* the hill *gesturing towards the hill*. Let’s climb all 

together in line *climbing*. Can you see *shading the eyes* this? This is the slide 

*pointing to the slide*. We are going to slide downhill *one by one they slide and ulti-

mately gather at the bottom*. This slide was fast/slow. Let’s move on *starting to walk 

around the hill*. Next stop will be the swings. Can you see *shading the eyes* the 

swings *pointing in the direction of the swings as we approach*? Here we are! Two 

pupils on each swing *pointing with two fingers at each of the four swings*! Let’s swing 

for a minute *a minute of swinging*! Everybody off! Can you see the hill *another hill 

next to the swing*? Let’s climb it *moving towards the top*. Listen carefully *one hand 

behind the ear* now. We are going to run *running on the spot* downhill *gesturing 

towards the bottom of the other side of the hill*. We run downhill and stop by the big 

*demonstrating big* swing *trying to demonstrate swinging*. Okay, let go of the skip-

ping-rope and let’s run, and see you by the swing *running downhill and stopping by 

the swing*. Lay down *laying down on the ground to have the pupils doing the same*! 

[---] Time to go again *rising along with everyone*. Take the skipping-rope again! We 

are going to walk to the football pitch. This is the football pitch *as we reach it*. We 

cross *showing with the arm what we are going to do* it *crossing*. Oh, oh… Stop! We 

are outside [the headmaster’s] office. We need to be silent *lowering the voice and 

putting a finger to the lips*. We have to tiptoe *starting to tiptoe slowly* so she cannot 

hear us. Oh, can you see the stumps just there *a number of stumps are placed with 

small gaps in between for the pupils to walk on or jump between*? Let’s jump from 

stump to stump *The instructor goes first to show*! We are jumping from stump to 

stump. Excellent! Now, walk five steps ahead. 1, 2, 3, 4, 5 *walking and counting to-

gether*. Now, we are going to run *running on the spot* to the stairs outside the yellow 
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house *pointing to the house* and sit down. 1, 2, 3, RUN *running*! Sit down and be 

silent. Well done everyone! 

 

 

Part II: Rise when You Hear 

This task succeeds the TPR exercise. The pupils are told to rise when they hear specific 

predetermined words in a sentence. The words are the same that have been heard during 

Part I as well as lesson 1. To identify the specific word before the sentence is told, a 

picture demonstrating the word is shown. This way the pupils’ memory of the words from 

the guided tour is refreshed. The task onwards goes “Rise when you hear ‘walk’/ ‘slide’/ 

‘swing’” and then “On the Sunday they went for a walk [whereupon the pupils rise*] in 

the sunshine”. 

This task will also see the pupils have one word distributed to them individually. They 

will hear spoken language and when they hear their own word, they will rise. 

 

Sentences (The following are just suggestions – all, some or none could be used) 

Walk 

Every day the children walk from the classroom to the dining-room. 

You could either run or walk to the football pitch. 

On the Sunday they went for a walk in the sunshine. 

 

Run 

Ready, steady, go! Run as fast as you can! 

Run to the hill and back again. 

Instead of going around the forest you could run through it. 

 

Tiptoe 

There is the headmaster’s house, we have to tiptoe past it. 

How silently can you tiptoe in this crunching gravel? 

Tiptoe so they do not hear you! 

 

Jump 

Jump from stump to stump. 

Is the river narrow enough for you to jump across it? 
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I jumped off the swing, did you see? 

 

See 

Can you see the blue river? 

I will see view from top of the hill in a minute. 

The big tree just behind the house could not be seen. 

 

Climb 

The stairs are made for climbing. 

A group of children went down the slide and then climbed all the way up again. 

The hill was difficult to climb because of all the stones. 

 

Lay down 

You deserve a rest. Lay down! 

She laid down in her bed. 

He was so tired that he had to lay down. 

 

Hill 

They see a green hill just ahead. 

In the schoolyard there are two small hills. 

We had to lay down for a rest after reaching the top of the hill. 

 

Swings 

We are swinging at the same pace! 

There is one blue and one red swing. 

During lunch-breaks many children swing. 

 

Slide 

They wanted the slide to go faster so they watered it. 

The slide in the picture is green, but the one in the schoolyard is blue. 

Do you like sliding? 

 

House 

The school house is yellow. 
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There is a big house at the other side of the river. 

Have you ever seen such a small house? 

 

Forest 

We walked through the forest picking berries. 

The forest is so big and has many trees. 

Every Thursday all children walk to the forest. 

 

Cross/across 

Did we cross the football pitch today? 

Yes, I believe we walked across it. 

Cross the river! 

 

 

Part III: Pictures from the Test 

Using the pictures from the test. Saying the words or sentences alongside showing the 

different pictures. Variation: Showing two pictures and saying one sentence. The pupils 

point to the corresponding picture. 

To add an individual challenge to this part the pupils will be specifically asked to 

determine which picture corresponds to the told sentence. 
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Appendix G 

Lesson 3 – 40 minutes 

Purpose 

To repeat the words and do so in new situations. Furthermore, to challenge the pupils to 

follow instructions without the ever-present aid from the teacher, in a playful and safe 

way of course. 

 

Materials 

Maps; images of the nouns practised; listening grids. 

 

Preparations 

Drawing a map of the schoolyard, placing images all around the classroom and designing 

a listening grid. 

 

Assessment 

The width of the pupils’ understanding and listening ability will be assessed through the 

work they do with the initial activity which tests them individually as well as the listening 

grid at the end of the lesson. In the two activities they show whether they are capable of 

identifying the practised words on their own, among words they may or may not know. 

They also demonstrate their understanding of the words, if they can connect the word to 

a picture of the word. If there are uncertainties regarding any pupil this is the time to try 

and put things right as there is only one more lesson to go. 

 

Words 

Be silent, listen carefully, tiptoe, cross, climb, see, lay down, walk, creep, run, jump, for-

est, stone, river, tree, skipping-rope, house, hill, slide, swings, football pitch, big, small, 

high, low, across, through, red, green, blue, yellow, grey. 

 

Plan 

Classroom-activities that include spotting locations on a map, following instructions and 

listening carefully. 
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Part I: Listen and Do  

There is a relation to the Total Physical Response-task from previous lesson and the dif-

ferent locations. A map of the schoolyard. Clear images of what is what. Each pupil has 

one map. Using the pupils’ names, the teacher gives directions such as “[Student A] runs 

to the slide” whereupon the pupils individually spot the slide on the map and puts [Student 

A] by it. This goes on until every pupil has his or her name somewhere on the map. The 

verbs practised are also used in the sentences. 

 

Instructions (based on what happened last week in the schoolyard) 

Pupil A runs to the slide. 

Pupil B tiptoes carefully around the yellow house. 

Pupil C lays down in the big swing. 

Pupil D jumps from the other swings. 

Pupil E climbs the hill and goes down the slide. 

Pupil F runs across the football pitch. 

Pupil G walks to the swings where Pupil D is. 

Pupil H climbs the hill and lays down for a rest. 
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Part II: Total Physical Response 3 

All around the classroom pictures of the practised nouns (slide, swings and so on) are 

visible. The teacher gives instructions for the pupils to perform on their own but supported 

by each other. The teacher is to keep a low profile and not perform the instructions unless 

necessary. The instructions are based on the selected words. The following instructions 

can and will be used in various combinations to present the pupils with a great deal of 

repetition: 

 

Walk to the red house. 

Jump to the blue river. 

Tiptoe to the forest. 

Lay down by the green football pitch. 

Cross the classroom to reach the yellow house. 

Creep to the red and green slide. 

Jump to the big stone. 

Tiptoe to the big tree. 

Walk to the swings. 

Lay down next to the green hills. 
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Part III: Listening Grid 

The pupils are given a grid to fill in while listening to sentences. The sentences consist of 

different combinations of the practised words, but there are always two of the practised 

words in each sentence. The task is to find the picture of one of the words vertically and 

the picture of the other one horizontally in the grid and mark the square where the two 

words meet.  

 

 

  

    
 

 

       

 

       

 

       

 

       

 

       

 

       

 

       

 

 

 

 

 

 

 

 

Horizontally: walk, run, jump, creep, climb, see, lay down 

Vertically: hill, swings, slide, football pitch, house, river, tree 

 



 

60 

 

 

  
     

 
   7 14  1 

   9 13    

 
4    3   

  6 12    16 

 10     8  

   2   15  

  11    5  

 

 
Example: 6. Run to the football pitch. 
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Appendix H 

Lesson 4 – 40 minutes 

Purpose 

Presenting the children with further practice and repetition, both listening and understand-

ing aided by items, objects and pictures as well as following instructions. The final lesson 

before the post-test has the pupils hopefully confident in their own abilities. 

 

Materials 

Realia for the story being performed; the text of the story; bingo cards; 

 

Preparations 

Write the story, using the words learnt, collect objects and pictures to support the telling 

of the story. Prepare bingo cards and instructions for the Simon Says-inspired game. 

 

Assessment 

The pupils’ ability to understand is initially supported by realia and pictures. However, 

the bingo tests their understanding of verbal language only as they will hear the spoken 

language and by themselves determine which picture is correct. The final activity tests 

them collectively initially and afterwards individually. This is the ultimate opportunity to 

be reassured that the pupils have learnt the words ahead of the post-test. 

 

Words 

Please, be silent, listen carefully, tiptoe, cross, climb, see, lay down, walk, creep, run, 

jump, forest, stone, river, tree, skipping-rope, house, hill, slide, swings, football pitch, 

big, small, high, low, across, through, red, green, blue, yellow, grey. 

 

Plan 

 

Part I: Storytelling 

The pupils listen to a short story in English. The story is written using the particular words 

having been practised the past few weeks. In addition to the verbal telling of the story 

there will be items, objects and pictures to support the pupils’ understanding. 
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This story is about Calum and Gemma and the day they go to the playground.  

 

One sunny day two children go to the playground. They walk on the path leading through 

the forest. There are high trees sparkling green and big grey stones along the path. After 

a few minutes the two children see the playground just across the blue river. There is a 

bridge which they can use to cross.  

There are no other children at the playground. Gemma says: “I want to slide!”. 

“Okay”, says Calum, “I’ll slide with you!” To reach the red slide they need to climb up a 

hill. Calum and Gemma run to the hill. Then they both climb the steep hill. “Wow, the 

slide is so fast today”, says Gemma. “Yes!” exclaims Calum. They climb the hill to slide 

a few times more before Calum says: “Can we please go to the swings now?” “Sure!” 

says Gemma. 

They run to the swings. There are two swings. They try to swing as high as possible. 

“Look at me! Can you swing this high?” asks Gemma. “Higher!” says Calum. “No! I 

don’t believe you! But, let’s swing lower and practise jumping off the swings.” “Alright, 

we’ll see who can jump the farthest.” 

They practise their jumps for a while and Gemma wins every time but once. She jumps 

farther than Calum every time but once. When Calum finally wins he is happy and wants 

to do something else. “Can we please go to the tunnel?” “Okay!” There is a play tunnel 

at the playground which they creep through a few times. There is an echo heard (speaking 

through an empty roll of toilet paper) every time they say something aloud in the tunnel. 

The two children then begin to play tig. Calum begins to be it. He does not need long 

before he tigs Gemma. “Tig, you’re it!” Gemma starts to chase Calum, but he stumbles 

upon something and falls over. A skipping-rope! He remains laid down on the ground. 

“Calum, how are you? Are you okay?” “I think I’m alright”, Calum says as Gemma tries 

to help him stand up. “But I can’t run anymore…” “Maybe we should go home?” asks 

Gemma. “Good idea”, says Calum and begins to walk across the small football pitch next 

to the playground. They cross the river and begin walking through the forest. 

 

Part II: Bingo 

For this activity bingo cards are used. The bingo cards are divided into nine parts, each 

featuring one of the pictures that have been recurring throughout the lessons. One sen-

tence is told, and the pupils mark the corresponding picture in their bingo cards, if they 

have the specific picture. 
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Part III: Total Physical Response 4: Simon Says – variation using please 

Introducing a new word to add to the other ones: please. The pupils are told to listen 

carefully to the instructions given as they must not follow them unless ‘please’ is added 

to the instruction. They will also be asked individually to perform different instructions. 

The instructions given are the same as those given in Total Physical Response 3 but 

apart from understanding the instructions they will now have to focus on listening for a 

particular word, please, before performing the instructions. Thus, the focus is two-folded, 

understand the sentence but also listen carefully for please. 

The following can and will be used in various combinations to present the pupils with 

a great deal of repetition, but for this exercise add please to a selection of them. Also, use 

the pictures from Total Physical Response 3. 

 

Walk to the red house. 

Jump to the blue river. 

Tiptoe to the forest. 

Lay down by the green football pitch. 

Cross the classroom to reach the yellow house. 

Creep to the red and green slide. 

Jump to the big stone. 

Tiptoe to the big tree. 

Walk to the swings. 

Lay down next to the green hills. 


