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Abstract:  
An increasing amount of people play games in their spare time, especially children and 

teenagers. Several studies have shown a positive correlation between gaming and ESL grades. 

It is therefore important to examine how teacher perceive and use games and extramural 

gaming in their classrooms, which is the aim of this thesis. In order to fulfil this aim, the 

research questions “how and to what extent are games used in the classroom”, “how and to 

what extent is gaming as an extramural activity used in the classroom” and “what attitudes do 

teachers have towards using games or extramural gaming in the classroom” were used. Data 

was gathered using a mixed-methods design with a questionnaire and interviews. The 

questionnaire was distributed to 53 Swedish ESL teachers (47 of which completed the entire 

questionnaire), and three Swedish ESL teachers were then interviewed to provide further 

information. The results showed that games are not used in these teachers’ Swedish EFL 

classrooms, and students’ interest in games as an extramural activity is only used to a very 

small extent in their classrooms. The participating teachers’ attitudes were mildly positive to 

the possibility of students learning from games, and positive to the possibility of student 

becoming more interested if games were used or referenced in education. However, teachers 

could generally not see themselves using gaming to their advantage, and many claimed not to 

know how they would use games or their student’s extramural gaming in the classroom. This 

suggests a lack of knowledge among the teachers, and a need for further education on the 

subject so that the full potential of this increasingly popular extramural activity can be taken 

advantage of in the classroom. 
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1. Introduction 
Today, more people play digital games than ever before, and the number is increasing. The 

percentage among children and teenagers is particularly high, with a study from the Pew 

Internet & American Life Project putting the percentage of American teens playing digital 

games at 74%, with more boys than girls playing (Lenhart, et al., 2015). A Swedish study 

shows that this number is even higher among Swedish upper secondary students, at 83.5% 

(Nilsson & Westerlind, 2017). Because gaming is so prevalent among kids and teenagers, and 

is an extramural activity that so many voluntarily devote their time to, it is important to find 

out how games affect the ESL classroom and how the time students’ spend gaming can be 

harnessed in teaching. 

 

It is not only the games themselves that hold great potential as a tool for teaching, but also the 

students’ knowledge gained from the games and their interest in them. A teacher might for 

example ask their students to write a review of a game rather than a book, to make the task of 

writing more engaging to a student who is more interested in games than books, or they might 

set a vocabulary test, using words associated with popular games that students may already be 

familiar with. That way students’ might become more interested in their subject, or realize 

that they already have some knowledge of what they are currently studying, which would 

likely make it easier and more fun for them to learn.  

 

Unfortunately, there are few Swedish studies on how knowledge gained from games, or 

interest in games, might affect the ESL classroom, or how teachers might take advantage of 

this when teaching. Globally, there have however been studies on how extramural gaming 

correlates with ESL grades, vocabulary and general English proficiency, the majority of 

which show that there is a positive correlation (Young et al, 2012). However, the teachers’ 

perspectives seem to be missing, in that so few of these studies focus on the teachers’ attitudes 

and use of games in the classroom. 

 

1.1. Aim and research questions 
The aim of this thesis is to assess the status of gaming in the Swedish upper secondary ESL 

classroom, in order to establish whether teachers in this study find gaming to be a useful tool 

in the classroom. 

 

In order to fulfill the aim, the following research questions will be posed: 

 How and to what extent are games used in the classroom? 

 How and to what extent is gaming as an extramural activity used in the classroom? 

 What attitudes do teachers have towards using games or extramural gaming in the 

classroom? 
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2. Background 
In this section the key terms used in this study will be defined, and the importance of 

developing students’ digital competences and adapting teaching to students’ interests 

according to the relevant guidelines from the Swedish National Agency for Education will be 

summarized. Subsequently, the way students approach games, and how different games use 

language will be established in order to better show how games have potential as a useful 

learning tool in the ESL classroom. Finally, the concept of extracurricular language learning 

will be explored, and previous research will be summarized.  

 

2.1. Definitions 
2.1.1. ESL and EFL 
ESL is the abbreviation of English as a second language. ESL will be used in this thesis rather 

than EFL (English as a foreign language) since English in Swedish schools is mainly taught as 

a second language, and is the main second language of the majority of the students. 

 

2.1.2. Games, gaming, gameplay 
Games, as referred to in this thesis, are a digital technology, hence board games and 

role-playing games such as Dungeons and Dragons are excluded. When referring to “games” 

in this thesis, COTS (commercial off the shelf) games for computer and consoles is what is 

meant. Games for phones and tablets are excluded as they do not normally rely on language to 

convey information or to facilitate progress in further gameplay. Educational games (contrary 

to COTS games) have also been excluded as they are designed specifically to teach a certain 

subject and not meant to be played purely for entertainment. 

 

To be as clear as possible, gaming and gameplay should also be briefly defined. Gaming is the 

activity of playing games. Gameplay is the way a game is played, and depends on the design 

of the game and which type of game it is.  

 

2.1.3. NPC 
NPC is an abbreviation of “non-player character”. An NPC is a character in a video game that 

is there for the player to interact with, talk to or look at, but that they cannot control. 

 

2.1.4. RPG 
RPG is an abbreviation of “role-playing game”. An RPG is a game where, as the name 

implies, the player takes on the role of the character they are playing. RPGs normally include 

elements such as in-game choices that affect the story of the game, and a leveling system that 

enables the player to improve those skills he or she wants to use, which affects the gameplay. 

 

2.1.5. FPS 
FPS is an abbreviation of “first person shooter”. An FPS is a game played in first person, 

meaning that the camera is situated so that the player sees through the eyes of the character, 

and the gameplay centers around firing some sort of weapon either at NPCs, creatures or 

objects. 

 

2.1.6. Extramural and extracurricular 
The terms extramural and extracurricular are closely related but not perfect synonyms. This 

thesis will mainly use the former to mean anything unrelated to school and institutional 

education that is done by students during their free time. 
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2.1.7. Language proficiency and language development 
In this thesis English language proficiency will be defined as the ability to use and understand 

English competently and accurately (Del Vecchio, 1995) and the ability of functioning 

competently in the English language (Bussman, 1996). Language development will simply be 

defined as the development of language proficiency.  

 

2.2. Guidelines and information from the Swedish National Agency 
for Education 
The Swedish National Agency for Education provide several relevant passages on the 

importance of adapting teaching to the students’ interests and the importance of developing 

students’ digital competencies, in their guidelines for upper secondary school. They also have 

extra information and advice for teachers in several texts collected on their websites. 

 

In the guidelines for upper secondary school the importance for students to develop digital 

competencies and to be able to use digital tools to learn, is repeatedly expressed. It states that 

“all students shall be given the possibility to develop their ability to use digital technologies” 

(Skolverket, 2011) but does not define what technologies they mean. One can therefore 

assume that games might be included in this, as games are so prevalent in today’s society that 

it could be argued that being at least somewhat familiar with them counts toward developing 

digital competencies. More important for education however is that the guidelines state that 

students are supposed to be able to use digital technologies to learn (Skolverket, 2011), and 

one could therefore argue that it is important for students to realize that they can learn from 

games, and also how they can learn from them.  

 

The guidelines also state that education should be organized so that it can be adapted 

according to the students’ wishes, and that students should be encouraged to develop their 

interests (Skolverket, 2011). It seems that today many students are very interested in games, 

and would thus potentially be a great deal more interested in what is being taught if games 

were included in the classroom. More teachers giving their students a say in whether they 

want games to be included can be a step towards fulfilling the goals listed in the guidelines. 

 

For the sake of brevity, this thesis will only be bringing up one of the additional texts on the 

website of the Swedish National Agency for Education where it is stated that teachers should 

include students’ interests in their courses. The text details why student participation and 

influence is important and states that students should have the possibility to take an active role 

in deciding how their education is organized and that it should be adapted to their experiences 

and interests. Alderby and Bergmark (2016) conclude that students are more motivated to 

study and do a task for school if they find the task interesting (Alerby & Bergmark. 2016). All 

of this is relevant to this thesis as it emphasizes how important it is that students’ interests are 

included in their education, and legitimizes the possibility of games as a tool in the classroom. 

 

2.3. Use of language in gaming 
The way a game uses language depends on the genre and design of the game. As stated 

previously, mobile games seldom use language at all as they instead rely on the design being 

so simplistic that it is easy to understand what one is supposed to do, even without 

instructions. For example, a match-3 game where you are supposed to line up three or more 

blue crystals to make them go away and score points hardly even requires a tutorial both 

because they are so prevalent on the mobile game market and because the gameplay is very 

simplistic. In contrast, the majority of the COTS games for computer and consoles attempt to 

convey a story to the player, and they do this mainly through text and speech (there are of 
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course a few exceptions to this with games that convey their story by relying solely on visual 

cues, but these are not brought up in this thesis). For example, a player might be told by an 

NPC to go to the evil wizard’s tower and defeat the wizard in order to save the world. Game 

mechanics can also be revealed to the player through text or speech, for example by the player 

being shown a text blurb explaining how to combine materials to make a new item. 

 

When writing about how different types of games use language, James Paul Gee (2014) 

specifies that role-playing games (RPGs) are the genre most reliant on language, often 

providing entire books for the player to read, and relying almost completely on NPC’s 

dialogue (which can be voiced or shown in text) to tell the player about where they are, what 

they are supposed to do and why (Gee, 2014). Moreover, Uuskoski (2011) found in a study of 

Finnish upper secondary school students that RPGs had a stronger correlation to receiving 

good grades in English than other game genres, which goes to show that the extent to which a 

game relies on language can determine its potential usefulness as a tool for language 

development.  

 

An interesting example on how many games simply cannot function without language is the 

game The Quiet Man (Human Head Studios & Square Enix, 2018). It was promoted as an 

experience from the point of view of a deaf main character, but because of the way the game 

was designed very few players understood what the story of the game was. Because the main 

character is deaf, there is no audio in the game, and the dialogue is not subtitled. The player is 

also not given a chance to lip-read, as the way the cutscenes are framed makes this 

impossible. Additionally, the only written text in the game is that of a letter than is shown so 

briefly that the player has no chance of reading it. Therefore, the player has no idea what is 

going on in the game, or why they are playing. Predictably, the game received a great deal of 

negative reviews (Metacritic, 2018). This shows how crucial language is in most games, as 

the reason The Quiet Man failed was mostly because it excluded any sort of language that the 

players could understand from the game. 

 

Similarly, the player being proficient in the language used in the game is also crucial. If the 

language proficiency of the player is not high enough, the player is likely not going to 

understand what they are supposed to do in the game, meaning they cannot progress. 

According to Gee (2014) this gating of players who are not skilled enough, or whose language 

proficiency needs further developing, is one of the ways games are designed to teach. It 

therefore becomes apparent that most games depend on the use of language to let the player 

know what the game is about and what the player is supposed to do, and players need to be 

proficient enough to be able to understand instructions if they want to progress. 

 

2.4. Extramural language learning 
According to Benson (2011) what distinguishes extramural language learning from regular 

classroom-based learning can be seen to have four dimensions. These are location, formality, 

pedagogy and locus of control. He also argues that extramural learning has two main 

analytical constructs which help when analyzing different types of extramural learning, 

setting and mode of practice (Benson 2011). These terms will be explained here to give a 

more encompassing view of what exactly extramural language learning is. 

 

The term location is central to extramural language learning, as what defines extramural and 

extracurricular learning is that it takes place outside the classroom (Benson, 2011). 

Extramural language learning can, for example, take place at home, online, in a library or at a 

summer camp. However, the term does not necessarily have to pertain only to space, but can 
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also be about what time the learning takes place. A student might opt to take an 

extracurricular course offered at their school, and this still counts as extramural learning since 

it is outside of the regular school hours and not obligatory for their education (Benson, 2011). 

 

Formality is the degree to which “learning is independent of organized courses leading to 

formal qualifications” (Benson 2011, p. 10). Extramural language learning is often informal, 

meaning that an extramural language course or program does not result in a qualification or 

grade when successfully concluded, but this is not always the case. The level of formality 

might vary depending on what kind of extramural learning is being discussed. According to 

Benson (2011), many choose to take extramural language courses because they grant some 

kind of qualification, which is needed for a job or to be accepted into a formal course or 

program. It is worth noting here that even though these extramural courses are formal, they 

are still optional, which means they still count as extramural courses. 

 

When referring to pedagogy, Benson (2011) mainly writes about the kind of instruction or 

lack thereof that forms the extramural learning. A language learner might for example listen 

to recordings that instruct them on how to pronounce words or read a book which instructs 

them on how certain grammatical rules work. Benson (2011) refers to this as self-instruction. 

On the opposite end of this spectrum there is naturalistic learning, where there is no 

instruction and the learning is instead more of a byproduct from, for example, a conversation 

with a friend or reading a novel. Benson (2011) also suggests that extramural language 

learning might be incompatible with any other instruction than self-instruction, as it then 

would have to take place in a classroom. Kuure (2011) further argues that in an online game 

setting, there is usually a native speaker of the language used in the game that takes the role of 

the instructor when the proficiency of other players is found lacking. This instructor might 

provide words or reword statements to make communication between players clearer, or 

might even go so far as to start teaching the other players the target language if the players 

show an interest in learning. 

 

The last dimension is the locus of control. It refers to the person who makes the major 

decisions about learning and teaching. In standard institutional education, the locus of control 

is mainly the teacher. In extramural learning the locus of control can instead be the learner, 

because the learner choses if they are going to try to learn something, what they want to learn, 

and how they are going to learn it. The locus of control is not necessarily constant. Benson 

(2011) argues that when a learner opts for self-instructional materials the learner shifts the 

locus of control away from themselves, but then regains it when they become confident 

enough in their abilities to learn in a more naturalistic way (Benson 2011). 

 

The two last terms that need to be mentioned when discussing extramural language learning is 

setting and mode of practice. Benson (2011) refers to setting as:  

An arrangement for learning, involving one or more learners in a particular place, who are situated in 

particular kinds of physical, social or pedagogical relationships with other people (teachers, learners, 

others) and material or virtual resources. (p. 13) 

Setting can be said to focus mainly on location, but also on how formality, pedagogy and 

locus of control affect the location. Mode of practice instead focuses on how the formality, 

pedagogy and locus of control are actualized in the setting. Benson (2011) defines it as “a set 

of routine pedagogical processes that deploy features of a particular setting and may be 

characteristic of it.” (p. 14) 
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2.5. Previous research 
There are a great number of studies from around the world on how playing games correlate to 

student’s grades and language proficiency, but not nearly as many on what attitudes teachers 

have towards games as tools for learning. For the sake or brevity while still attempting to be 

as accurate as possible, Young et al’s (2012) literature review will be used to summarize 

studies made of correlations between grades, language proficiency and gaming among K-12 

students worldwide. As for the studies on teachers’ attitudes, three similar studies to this 

thesis will be briefly summarized in order to give an overview of the field. 

 

2.5.1. Positive correlation between language proficiency and gaming 
Young et al’s Our Princess Is in Another Castle: A Review of Trends in Serious Gaming for 

Education (2012) is currently the largest literature review made of studies researching 

whether video games show a relationship to academic achievement gains when used to 

support the curriculums of primary and secondary education. Young et al (2012) reviewed the 

results of 314 studies and scientific articles, summarizing their findings in each educational 

subject. While the research in some subjects, like science and mathematics, showed little to no 

support for the academic value of video games, more evidence was found in the subjects of 

language learning, history and physical education. Young et al (2012) offers a possible 

explanation to this difference between specifically language learning and math and science by 

explaining that students playing games benefit more in the field of language learning because 

of differences in classroom pedagogy. They argue that because the language learning 

classroom embraces and utilizes the social-environmental aspects of education, some of the 

instructional affordances in video games are similar to how language is taught, and that it is 

this similarity that leads to the benefit seen in language learning studies (Young et al, 2012). 

 

The studies Young et al (2012) reviewed show several ways in which students playing games 

both in and outside the classroom correlate with higher language proficiency. One study 

showed that students who played games were grammatically more successful when translating 

from their second to their first language. Three other studies showed that computer-assisted 

language learning through online games and simulations were beneficial to language learning. 

Young et al (2012) argue that the benefits shown from playing games are a result of the 

players immersing themselves in worlds where the target language and culture naturally 

occurs, and where they have to use it often to interact with other players and the world itself. 

Further, they claim that multiple studies indicate that how language-based gaming is designed 

to instruct learners is effective, and that several studies show that language-based gaming is 

viewed more favorably by students than other teaching methods, which makes games 

functional as well as favorable as tools for learning. Based on the results of three studies, 

Young et al (2012) also argue that games are so good at teaching language that the students do 

not necessarily need to be playing, as students who only watch someone else play can actually 

improve their vocabulary more than the player. 

 

Young et al (2012) also point out that, despite the wealth of research indicating the positive 

effects of gaming on language learning, a student’s language proficiency’s correlation with 

gaming seemed to depend on a complex situated interaction between learner, game and 

context. Four studies explained this discrepancy between players in online games with how 

the players choose to partake in the games; whether they were part of the social community or 

preferred to play by themselves, and Young et al (2012) added that it might also depend on 

how grounded the gameplay is in the use of language in context. 
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2.5.2. Teachers’ attitudes on games for language learning 
A study by Alqurashi (2016) aimed to examine to what extent 930 elementary to high school 

teachers from Saudi Arabia played video games, what their attitudes to games in education 

were, whether these attitudes could be related to the teachers’ preferred education theories, 

and lastly what underlying factors prevented these teachers from using games in the 

classroom. The data was collected via a survey. 53.3% of the teachers in the study did not 

play video games at all, while 46.7% played video games to some extent. Among those 

teachers who played, the number of hours per week spent playing games varied. 0.4% said 

they played 30 hours per week, while 27.5% said they played one hour per week. 42.8% of 

the teachers claimed that one of the reasons they played video games was to develop their 

intelligence, most of whom were female. In line with this, most female teachers preferred 

puzzle games, while most male teachers preferred sports games. The teachers showed positive 

attitudes to video games being used in education, particularly when it came to students’ 

motivation in and enjoyment of education.  Teachers who relied more on cognitivist and 

constructivist theory generally had a more positive attitude to video games in education, while 

teachers who relied more on behaviorist theory had a more negative attitude. Lastly, when 

examining what factors prevented teachers from using video games in the classroom, 

Alqurashi (2016) concluded that the most common factors that prevented the teachers from 

using video games in the classroom were: the lack of training and knowledge among teachers, 

the high cost of purchasing video games, schools’ internet being too slow for online games to 

work properly, a lack of access to reference materials, and a perceived increased risk of 

students becoming addicted to video games. So, while the teachers played video games and 

had positive attitudes towards using video games in education, there were several strong 

barriers preventing them from doing so (Alqurashi, 2016). 

 

Franciosi (2014) conducted a study where he aimed to find out how foreign language teachers 

in higher education in Japan perceived digital game-based learning and which and to what 

extent demographic characteristics played a part in their perception. Data was collected 

through an online questionnaire and email interviews. The study found that most teachers had 

positive attitudes towards the impact digital game-based learning might have on students’ 

motivation, but were not convinced that it would have any impact on their learning. Teachers 

were also divided on whether digital game-based learning was compatible with the course 

objectives and whether the schools they worked at would be able to practically implement it. 

Many teachers thought digital game-based learning would only be suitable as supplemental 

learning materials. The study also found that teachers of western origin and teachers with an 

interest in computer-assisted language learning were more positive towards digital game-

based learning (Franciosi,  2014). 

 

A study by Zigo (2016) also looked into digital game-based learning. This study aimed to find 

out whether a teacher’s demographics (age, gender, years of teaching experience, educational 

level, school type, and subject area taught) have a statistically significant relationship with a 

number of factors concerning how game-based learning is perceived. These factors were: the 

usefulness, the ease of use, the learning opportunity for students and the curriculum 

relatedness of digital game-based learning. The study also aimed to examine how the teachers 

intended to utilize digital game-based learning instructional techniques. Data was collected 

with a survey from 77 American middle and high school teachers. The study found that as a 

teachers’ age increases (as well as their years of experience) they tend to view digital game-

based learning less favorably. Older and more experienced teachers thought digital game-

based learning was less useful, less easy to use, less likely to provide learning opportunities 

for the students, and were less likely to want to implement it. The only other demographical 
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factor that had a significant effect was level of education. Teachers with higher education 

were less likely to view digital game-based learning as easy to use (Zigo, 2016). 
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3. Theoretical Perspectives 
In this section the theoretical frameworks for this thesis will be set out. The thesis will focus 

on three main theories: cognitive and behavioral theory, with its main focus being on 

cognitive theory.  

 

3.1. Cognitive theory 
Cognitive theory is a framework for several theories trying to make sense of how humans 

think and how their mental processes work (Säljö, 2010). Specifically, theories focusing on 

how humans acquire, process, and retain information are relevant to this thesis. Gee (2014) 

lists 36 cognitive principles which he argues that most games are designed to include and that 

are key to good learning. All 36 principles are listed in Appendix 1 of this thesis, and those 

that are deemed most relevant will be grouped and discussed here. 

 

Gee (2014) claims that dedicating a large amount of practice and time means that the learner 

has time to go through the different stages of the learning process, namely: new learning, 

automatization, undoing automatization, and new reorganized automatization. This means that 

as one learns new things, these things are internalized and automatized. The learner does not 

have to actively think about something in order to do it or understand it. As the learner 

discovers more about the subject this automatization needs to be undone to fit the new 

knowledge, which with practice then leads to a reorganized automatization (Gee, 2014). The 

learning cycle, which is similar to the aforementioned learning process, also requires a great 

deal of time and practice in order for a learner to really retain knowledge. The learner does 

something, reflects on this action and on the basis of that forms a hypothesis. When the 

learner then tests this hypothesis they need to decide whether to form a new hypothesis and 

test again, or to accept the knowledge (Gee, 2014). Eventually, when the learner has had 

plenty of time to practice and has learned something, Gee (2014) argues that even more 

practice needs to be spent on learning how to transfer this knowledge to other problems. The 

reason games are likely to make the player spend enough time with them to learn is that they 

are designed to be engaging to the point where the player is committed to continue playing 

until they learn and improve and can therefore progress. In short, because practice is not 

boring, the player is compelled to get a great deal of it. 

 

Another factor that facilitates learning in games is how the player is able to take on another 

identity while they are playing (Gee, 2014). This, in combination with being in a space where 

real-world consequences are low, means that the player can take risks they normally would 

not. This in turn helps the learner test their perceived knowledge without fear of being judged 

by a teacher, friend or parent (Gee, 2014). For example, in a language classroom a student 

might not make an utterance because they know they are being evaluated by a teacher, and 

they might not be entirely sure of their grammar or word choices, but in an online game the 

student is able to speak more freely because the people they are talking to do not know the 

student in real life. 

 

3.1.1. Semiotic domains and literacy 
A semiotic domain is what words, expressions, symbols etc., that have a special meaning or 

are combined in a special way when used in a certain context are called (Gee 2014). 

According to Gee (2014) games can be said to be several different domains, with one domain 

for RPGs, online games, first person shooters, and so on. The same thing can be said about 

different kinds of communication used by different professions. A lawyer is likely not to 

understand everything an airplane controller says when they are speaking as they would while 

working, and vice versa. The group of people associated with a semiotic domain, insiders so 
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to speak, Gee (2014) calls an affinity group, and people in the same affinity groups are able to 

understand each other. Because of this Gee (2014) argues that there is no such thing as one 

single literacy, as any kind of communication always exists in a context, genre or semiotic 

domain, and that someone can be said to be illiterate if they are not aware of this. Gee (2014) 

criticizes schools for normally teaching students how to read, but not teaching them to be 

literate as focus is on factual knowledge rather than actually understanding texts in their 

contexts. 

 

Many, if not most, of Gee’s (2014) principles are connected to semiotic domains and literacy. 

His very first principle points out how learning has to be active and critical, rather than 

passive. By active learning he means that the learner is experiencing the world in new ways, 

forming new affiliations and preparing for future learning. For learning to be critical the 

learner needs not only to understand and produce meaning in the semiotic domain, but also to 

think and reflect on the semiotic domain itself and to produce things within the semiotic 

domains that are new and/or unpredictable while still being understood by those affiliated 

with the domain. Several other principles reiterate the importance of understanding semiotic 

domains, reflecting on them on a “meta”-level, and being able to participate in affinity groups. 

The last point emphasizes the importance of learning in these semiotic domains not only from 

texts and facts but in experiences (Gee, 2014). 

 

The second group of principles focusing on semiotic domains is about how a person should 

learn and become familiar with a domain. Gee (2014) argues that learning about new domains 

should start in a small subset of the domain, where the learner should see the fundamental 

signs and actions of the domain more often than they would in the full domain. The learning 

of a semiotic domain should be carefully structured at first, so that the learner has time to 

practice what they will need to understand in other parts of the semiotic domain in a bottom-

up approach (Gee, 2014).  

 

3.2. Behavioral theory 
While cognitive theory is focused on the internal mental workings of a person, behavioral 

theory focuses on the results of these, namely the behavior. According to behavioral theory, a 

person can be encouraged to behave in a certain way or do an action if the behavior or action 

is reinforced (rewarded), or discouraged from the behavior or repetition of the action if it is 

punished. The response (or lack thereof) to an action or a behavior is therefore crucial to 

learning. When teaching a more complex behavior, the behavior needs to first be broken 

down into smaller parts so that the person can learn the parts one by one or a few at a time 

(Säljö, 2010). An example of this is how a student might learn how to write an academic 

essay. They first need to be able to write and read, and then learn how to write shorter, more 

informal essays before they can gradually learn how to write large academic essays.  

 

According to Gee (2014), the reason that games are so successful in teaching not only its own 

mechanics but also such things as language is that they are designed to give a great deal of 

output, even when presented with very little input. Completing a task leads to the player 

receiving a reward, either in the form of in-game currency, equipment for their character 

and/or story progression. Failing a task usually means the player receives no reward, or they 

have to try again. That way the player is encouraged to and rewarded for finishing tasks and 

improving their skills. Gee (2014) also points out that this is apparent from the very beginning 

of most games, with the reward increasing as the player takes on harder tasks. Many games 

also rely on intrinsic rewards, with the player becoming more skilled being reward enough in 

and of itself (Gee, 2014) 
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4. Material and Method 
In this study, a mixed-methods approach was used to collect data through a quantitative online 

questionnaire and qualitative email interviews as a follow-up to the questionnaire. In this 

section this method of the data collection and analysis will be presented and further explained. 

The ethical aspects of the study will be brought up, and lastly the potential limitations of the 

method will be highlighted. 

 

4.1. Questionnaire 
The questionnaire (a copy of which can be found in Appendix 2) used in this study was made 

in Google Forms because this was a familiar and easy to use tool on a platform which allowed 

for easy sharing of the questionnaire. After the pilot study (further information on this below) 

had been conducted and the questionnaire had been adjusted based on the result of the pilot 

study, the final questionnaire consisted of seven closed multiple-response questions, five 

open-ended short answer questions, and seven Likert-scale questions. Lastly, the participants 

were asked if there was something relevant they had forgotten or not had the chance to 

mention, and they were then given the possibility to write freely. The questionnaire was 

estimated to take about fifteen minutes to complete. 

 

The questionnaire was divided into five sections: demographic information, games inside the 

classroom, games outside the classroom, attitudes, and other. The sections were created in 

order to make it as clear as possible to the participants that certain questions were connected, 

and to make it very clear what the questions were about. Barajas et al (2013) point out how 

questionnaires have to have clear instructions on how to fill-in the questionnaire, and that the 

questionnaire should be well-defined, both of which were helped by the clear structure of the 

questionnaire.  

 

McKay (2006) explains that there are three types of information that can be obtained from 

questionnaires: factual information, behavioral information and attitudinal information. The 

questions in the section demographic information were all asked with the purpose of 

gathering factual information in the hopes of establishing to what degree all strata of the 

population had been included in the sample (more about this in the paragraph below). The 

sections games inside the classroom and games outside the classroom both aimed to gather 

behavioral information about how the teachers used games inside the classroom, or language 

skills the students gained while playing games outside the classroom. Lastly, the Likert-scale 

questions were asked in order to gather attitudinal information on what the participants 

thought about using games in the classroom, either directly or by using the language skills 

students might have gained from playing games extramurally. 

 

In order for the questionnaire to be valid, meaning that it successfully measures what it is 

supposed to measure, (Barajas et al, 2013) it was important for it to reach the population that 

was supposed to be studied, specifically Swedish secondary education ESL teachers, a group 

that was chosen by purposeful sampling (Barajas et al, 2013). Therefore, the ways the 

questionnaire was distributed was chosen in order to reach as many from this population as 

possible. Information about and the link to the questionnaire was shared in four Facebook 

groups made by and for Swedish English teachers working in secondary education, and also 

sent via email to three Swedish high schools. According to McKay (2006), in order for the 

results of a study to represent that of the whole population, it is important to include an equal 

number of participants from the different strata in the population. The most relevant factor to 

teacher’s attitudes on games was predicted to be their own familiarity with games. As older 

people are less likely to play games than younger people, (Brown, 2017) it was important to 
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attempt to reach participants of all ages. In order to do this, one of the Facebook groups where 

the questionnaire was shared was chosen because it mainly consisted of English teachers who 

had recently graduated. The other three Facebook groups consisted of teachers of varying 

ages, but few who were over 50 years old. It was in the hopes of also reaching older teachers 

that the questionnaire was sent to a number of schools. 

 

4.1.1. Pilot study 
The questionnaire was piloted with six participants. According to McKay (2006), it is 

important that the pilot is given to a group representative of the population that will later 

participate in the finished questionnaire. In an attempt to do this, two teachers and two teacher 

students were chosen. The last two participants were students of design and economics 

respectively, and were included for the purpose of finding out whether the questions and 

instructions were clear enough that someone without any experience in teaching could 

understand them. The pilot questionnaire was sent directly to the participants via Facebook 

chat or email. 

 

The pilot included not only the questionnaire itself, but also a few added questions for each 

section. These were open-ended questions about whether they had found something that could 

be improved or made clearer, and closed questions about whether they understood the 

questions. The participants could then choose whether they wanted to give feedback via the 

pilot questionnaire or directly to the writer.  

 

McKay (2006) suggests that once the responses to a pilot have been received, an item analysis 

should be done of the questions of the questionnaire. First, any potential questions where all 

participants have answered the same thing should be examined to see if the question unduly 

influenced the participants. Second, any questions that tended to be omitted by the 

participants should be addressed, since they might be confusing or difficult to answer 

(McKay, 2006). None of this seemed to be a problem as an adequately wide arrange of 

answers were received. There were only a few things pointed out by the participants: mainly a 

typo and the need to further explain what was meant by “digital games”, as well as to add 

“other” as a choice for one of the multiple-choice questions. These questions were corrected 

before the real questionnaire was sent out.  

 

4.1.2. Analysis of the questionnaire 
The questionnaire was closed to new responses after it had been available for around one 

month, after which the responses were compiled in a spreadsheet. Google Forms show closed 

multiple-choice questions in percent in pie charts, so these percentages were kept as the 

method of displaying the results.  

 

When analyzing open-ended questions McKay (2006) suggests transcribing the responses 

exactly as they were given, including potential spelling or grammatical errors. The answers 

should then be read several times while key ideas are highlighted. Answers that contain 

similar themes should then be grouped so that the data can be summarized (McKay, 2006). 

This method was chosen for the open-ended questions in this study, as it seemed like the 

clearest way to display and discuss the results. 

 

The Likert-scale questions are displayed both in percentages and numbers in Google Forms. 

For interval scales McKay (2006) suggests calculating the central tendency and displaying 

this along with the standard deviation and t-score for the data, if the sample is large. However, 

because this study deals with a rather small sample, the central tendency will be calculated as 
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the mean (in accordance with McKay’s example [2006, p. 54-55]) and the standard deviation 

and t-score will not be calculated.  

 

4.2. Interviews 
Three interviews were conducted as a way of gathering additional data, to further examine 

teachers’ views on a few theoretical aspects of the subject, and to get a better picture of what 

attitudes older teachers have towards games inside and outside the classroom. Because of 

external circumstances the three interviews were conducted via emails in a semi-structured 

manner where the teachers at first received the same questions that they could answer freely, 

and then potential follow-up questions for the purpose of clarifying or developing their 

responses were asked. Due to time constraints, the interview questions were not piloted, but 

the participants were informed that they could ask for clarifications of the questions if needed 

and none of the three did. 

 

For the sake of ease and time participants were chosen from a high school where the 

researcher had previous contacts. Because the questionnaire did not have many older (age 

50+) participants, the three oldest English teachers of the school were contacted in the hopes 

of including the perspectives of older teachers in the study. All three agreed to participate and 

were sent the questions. 

 

To analyze the responses to the interviews McKay’s (2006) method for analyzing open-ended 

questions was once again used. The responses were compiled in another spreadsheet and key 

ideas expressed in each question were highlighted, and similar themes in the answers were 

grouped. Because some of the answers were rather long, parts of the answers were grouped, 

rather than the entire answers.  

 

4.3. Ethical Aspects 
In this thesis several actions have been taken in order to avoid ethical issues. Barajas et al 

(2013) highlight how important it is to present the entirety of the results and not to pick and 

choose the part of the results that fit the researcher’s objective. To make sure that it is clear 

that the entirety of the collected data has been considered, the transcribed interviews are 

available in Appendix 3 – albeit with names, locations and other information that might risk 

the anonymity of the participants redacted – and all data gathered from the Likert-scale 

questions and the closed-answer questions of the questionnaire will be presented in the 

results. The transcription of the open-ended short answer questions of the questionnaire will 

not be shown in their entirety, but all common concepts or deviations from these will be 

shown or brought up in the results. 

 

Both the questionnaire and the interviews were anonymous. No names or personal data were 

collected, and none of the data can be connected to the participants. In the transcription of the 

data all names of people and places were redacted. The participants were informed about why 

the data was being collected and that they would be anonymous. McKay (2006) points out the 

importance of the participation being entirely voluntary, and participants being able to opt out 

of the study at any time. The link to and information about the questionnaire were put in the 

relevant Facebook groups and sent out in emails to a number of schools where they could be 

seen, making it optional whether to participate or not. With the interviews the potential 

participants were first contacted with information about the interviews and asked whether 

they wanted the questions sent to them to make it possible for them to participate if they 

wished. 
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4.4. Limitations in method and span 
Despite attempts of avoiding any limitations caused by the method, there were some that 

could not be avoided. There are also some intentional limitations that were made in order to 

complete the thesis within the time constraints. These will be discussed below. 

 

The decision to conduct the questionnaire in Swedish had both advantages and disadvantages. 

Many Swedish teachers who teach English have Swedish as their first language, and an 

advantage of conducting the questionnaire in Swedish is that these teachers might be able to 

better understand then questions than if they had been written in English. On the other hand, 

there are those teachers whose first language is English, and having the questionnaire in 

Swedish might have deterred them or made it more difficult for them to understand the 

questions. However, Swedish was chosen because the majority of teachers teaching English in 

Sweden have Swedish as their first language.  

 

Two problems with the questionnaire were, firstly, that it might have turned out to be too 

long, as six of the participants did not end up completing the questionnaire, and secondly that 

not many older teachers participated when the questionnaire was shared in the Facebook 

groups. An attempt to amend this was later made by sending the survey out to a few schools, 

but in the end the number of older participants was still low. Additionally, McKay (2006) 

points out that some argue that Likert-scale questions should only be used in even numbers to 

prevent participants from choosing the middle option in order to avoid giving an opinion. 

However, in this study the middle option on the Likert-scales was called “don’t have an 

opinion/don’t know”, which can be important when the participants actually do not have an 

opinion and the aim of the study is to find out what opinions the participants have (or do not 

have). 

 

There were also a few potential issues with the interview. Due to time constraints the three 

teachers interviewed were all from the same school, which limits the scope of the study. The 

medium for the interviews, email, might also have affected what kind of information they 

gave. There is a possibility that because they could take their time and give written responses 

they might have provided more thorough information than they normally would, but there is 

also the possibility that they were given time to rethink their responses and edit them in order 

to seem more accepting or knowledgeable than they actually are. Lastly, due to time 

constrains there was no pilot interview, which might have led to the questions of the interview 

being less clear than they could have been. The participants were told they could always ask 

for clarifications and explanations, which none of them did, but this could be because they felt 

that emailing the researcher and waiting for an answer before answering the interview 

questions was too tedious. 
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5. Results 
In this section the collected data will be displayed and analyzed. The questionnaire will be 

treated first, and then the main themes of the interviews will be presented. 

 

5.1. Questionnaire 
53 teachers participated in the questionnaire, with 47 of them completing the whole 

questionnaire. The open-ended short answer questions were voluntary, so not everyone 

responded to them, while all closed multiple-choice questions were obligatory. 

 

5.1.1. Participants 
In this section part one of the questionnaire will be presented. The aim of the first part was to 

gauge who the participants were, so that it would be possible to tell if the data is 

representative of the whole group (Swedish English teachers), or only a part of this group. 

The section asked for the age group of the participant, what or which programs they mainly 

taught on, if the participant plays games themselves, if they have students who play games, 

and lastly how they know that their students play games. 

 

Teachers from all high school programs were represented, with the exception of the 

Handicraft Program, which none of the participants taught on as their main program. In 

general there are fewer participants from the vocational programs (40.5%) than the programs 

leading to eligibility for higher education (59.5%), despite there being a larger number of 

vocational programs. This might mean that the results are more representative of teachers who 

teach mainly at the programs leading to eligibility for higher education.   

 
Table 1: What programs the participants mainly taught on. 

Program (vocational) Number of 
teachers 

Percent 

Building and Construction Program 2 2.7% 

Business and Administration Program 4 5.4% 

Child and Recreation Program 3 4.1% 

Electricity and Energy Program 1 1.4% 

Health and Social Care Program 4 5.4% 

Hotel and Tourism Program 3 4.1% 

HVAC and Property Maintenance Program 2 2.7% 

Industrial Technology Program 3 4.1% 

Natural Resource Use Program 2 2.7% 

Restaurant Management and Food Program 4 5.4% 

Vehicle and Transport Program 2 2.7% 

Total: 30 40.5% 

   

Program (for higher education)   

Aesthetics Program 9 12.2% 

Business Management and Economics Program 6 8.1% 

Humanities Program 5 6.8% 

Natural Science Program 7 9.5% 

Social Science Program 12 16.2% 

Technology Program 5 6.8% 

Total: 44 59.5% 



 

16 
 

As stated before, there were fewer older teachers who took part in the questionnaire. The 

biggest age group were those between the ages of 30 and 39 (32.1%), while the smallest were 

those between ages 60 and 69 (7.5). This was partially expected, as most teachers choose to 

retire at the age of 65. Unfortunately the group of those between the ages of 50 and 59 was 

small as well, at 17%. 

 
Table 2: Ages of the participants. 

Age Number of 
teachers 

Percent 

20-29 11 20.8 

30-39 17 32.1 

40-49 12 22.6 

50-59 9 17.0 

60-69 4 7.5 

Total: 53  
 

On the question about whether they played games or not, the majority of the participants 

(54.7%) claimed to play games on their computer, TV or handheld console, while 28.3% 

claimed they did not play games at all. A few participants (9.4%) answered that they only 

play games on their phones, and 7.5% of the participants wrote their own answers. In all four 

cases where the participants had written their own answers it was to say that they only played 

games with their children or grandchildren.  

 
Table 3: The amount of participants who played games. 

Answer Number of 
teachers 

Percent 

Yes, on my computer, TV or handheld console. 29 54.7 

Yes, but only on my phone. 5 9.4 

No 15 28.3 

Other 4 7.5 

Total: 53  
 

The majority (79.2%) of teachers claimed that their students played games, while 20.8% 

claimed not to know whether their students played or not. No one said that their students did 

not play games at all. This is probably because they did not know if all of their students really 

did not play, even if some of them had told them that they did not play. 

 
Table 4: The amount of participants who had students that played games. 

Answer Number of 
teachers 

Percent 

Yes 42 79.2 

No 0 0 

Don’t know 11 20.8 

Total: 53  
 

When asked how they knew that their students played games, there were two responses that 

were the most common. Many claimed to have overheard students talk about games with each 

other, or that they had talked to some of their students about games. There were also a few 

who claimed to have seen their students play, and even one who pointed out that they often 

had to tell their students to stop playing before class could start. 
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5.1.2. Teachers’ use of games in the classroom 
In the second section of the questionnaire the participants were asked about whether they used 

games in the classroom or not. Those who did use them were then asked how they used them, 

and those who said they did not use them were asked why that was the case. Here it is 

important to note that a few of the participants chose not to write how they used games in the 

classroom/why they did not use them. 

 

When asked whether the participant used games in their classroom or not, only two 

participants (3.8%) claimed that they did, while 47 participants (88.7%) said they did not. 

There were also a few (7.5%) of the participants who wrote their own answers, two of which 

wrote that their students are sometimes allowed to do an oral presentation or write a review 

about a game, or that they used games as a discussion topic in group discussions. The other 

two claimed to use games when teaching another subject, but not when teaching ESL. 

 
Table 5: The amount of participants who use games in their classroom 

Answer Number of 
teachers 

Percent 

Yes 2 3.8 

No 47 88.7 

Other 4 7.5 

Total 53  
 

When asked to write down how they used games in the classrooms, one participant again said 

that the students were allowed to give an oral presentation about a game and that it was used 

as a discussion topic, and the other participant said that they had created a written exercise 

where the students were asked to describe what their ultimate game, movie or book would be 

like. Notably, none of the two teachers actually used games in the classroom, but instead took 

advantage of their students’ interests in game to create assignments and exercises. When those 

participants who said that they do not use games in the classroom were asked why they did 

not, the answers varied. Many expressed how they did not know how to implement games in 

their teaching, or that they had not considered it. There were also those that said they did not 

think they could implement games because it would take more time to do than ordinary 

classroom education. A few also pointed out how they did not think their school could afford 

to buy games for an entire class, or that there were not enough resources for all students to 

have access to computers. 

 

5.1.3. Teachers’ use of students’ extramural gaming 
In the third section of the questionnaire, the participants were asked about using the 

knowledge from and/or interest for games that the students brought with them to the 

classroom, without actually using the games themselves. The teachers were first asked 

whether they consider the knowledge or the interest their students bring with them from 

playing games when they plan their courses and lessons. Then they were asked whether they 

use the knowledge or the interest students bring with them from playing games extramurally 

when planning their courses and lessons. This was then again followed up with questions 

about how they used this knowledge/interest, or why they did not, which again was not 

responded to by all participants. 

 

When asked whether they considered using the knowledge or interest that their students 

brought with them from playing games extramurally, the majority of the participants (86.3%) 
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said they did not, while 5.9% said they did, and 7.8% said they did sometimes. No one chose 

to write their own response. There were 51 participants who answered this question, meaning 

that either two participants chose to stop when they encountered the question, or chose not to 

proceed with this section of the questionnaire. 

 
Table 6: The number of participants who considered the knowledge the students bring with them from playing 

games extramurally.  

Answer Number of 
teachers 

Percent 

Yes 3 5.9 

Sometimes 4 7.8 

No 44 86.3 

Other 0 0 

Total: 51  
 

For the next question, about whether the participants used their students’ knowledge from and 

interest in games, there were 50 participants who had answered, meaning that another one 

stopped filling in the questionnaire. The overwhelming majority (92%) said they did not use 

students’ knowledge from and interest in games, which makes it seem like even though some 

consider using students’ knowledge from and interest in games (13.7%), very few (6%) 

actually end up using them. There was also one participant who had chosen to fill in their own 

answer, where they claimed not to actively plan on using it, but if they heard students talk 

about games they would sometimes join in to encourage their students to speak more English. 

 
Table 7: The number of participants who used the knowledge the students bring with them from playing games 

extramurally. 

Answer Number of 
teachers 

Percent 

Yes 1 2 

Sometimes 2 4 

No 46 92 

Other 1 2 

Total: 50  
 

On the questions about how they use their students’ knowledge from and interest in games, 

the one participant who answered in the affirmative claimed to use games as a discussion 

topic, or to create written assignments or exercises based on it. This was practically the same 

answer given in the previous section, and the other answers to the question about how they 

used games in the classroom were similar to this. When those who did not use their students’ 

knowledge from and interest in games were asked why, many responded that they did not 

know how to do that, and some responded similarly that they did not know enough about 

games. Some also said they had not considered it, and a few claimed not to see a reason to do 

so. 

 

5.1.4. Teachers’ attitudes to gaming in education 
For the last section of the questionnaire, seven statements were given and the participants 

were asked to rate their agreement or disagreement to the statement on a five point Likert-

scale: 1 = Completely disagree  2 = Partly Disagree  3 = Don’t have an opinion/Don’t know  4 

= Partly Agree  5 = Completely agree. Here the mean will also be given to better display the 

general opinion of the participants. Note that another two participants dropped out between 
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the last section and this, and that one participant did not give their opinion on the last 

statement. 

 

When looking at the mean it shows that the attitudes of the participants were generally more 

positive than negative, with the exception of the last statement where most of the participants 

did not feel like they could use their student’s gaming to their advantage. This could be 

connected to so many of the participants stating that they do not know enough about games to 

know how to use them in the classroom. The big majority of participants agreed to some 

degree that students improve their English by playing games extramurally, but fewer thought 

that playing games in the classroom would improve their students’ English. The majority 

seemed to believe that their students would be more interested if games were used when 

teaching, or if the teacher referred to games while teaching. Most, but not all, believed playing 

games in the classroom could improve education, and many could imagine themselves using 

games in the classroom. It is important to note that many (24.4%) responded that they did not 

know or did not have an opinion when asked if they could imagine themselves using games in 

the classroom. This makes it difficult to discern if the mean figure is accurate. 

 
Table 8: Teachers’ attitudes to games outside and inside the classroom. 

Statement 1 
N 

(%) 

2 
N 

(%) 

3 
N 

(%) 

4 
N 

(%) 

5 
N 

(%) 

Mean Total 
N 

I can imagine using digital 
games in my classroom. 

6 
(12.5) 

4 
(8.3) 

11 
(24.4) 

20 
(41.6) 

7 
(14.6) 

3.5 48 

I believe you can improve 
education by using digital 
games in the classroom. 

5 
(10.4) 

8 
(16.7) 

4 
(8.3) 

19 
(39.6) 

12 
(25) 

3.5 48 

I believe students would be 
more interested if I 
included games in the 
classroom. 

0 
(0) 

5 
(10.4) 

4 
(8.3) 

22 
(45.8) 

17 
(35.4) 

4.1 48 

I believe students would be 
more interested if I referred 
to games when teaching. 

2 
(4.2) 

5 
(10.4) 

4 
(8.3) 

20 
(41.6) 

17 
(35.4) 

3.9 48 

I believe students would 
improve their English by 
playing games in the 
classroom. 

7 
(14.6) 

12 
(25) 

4 
(8.3) 

16 
(33.3) 

9 
(18.8) 

3.2 48 

I believe students improve 
their English by playing 
games in their spare time. 

2 
(4.2) 

7 
(14.6) 

3 
(6.3) 

20 
(41.6) 

16 
(33.3) 

3.9 48 

I can use my students’ 
gaming to my advantage. 

10 
(20.8) 

19 
(39.6) 

10 
(20.8) 

6 
(12.5) 

2 
(4.2) 

2.4 47 

1 = Completely disagree  2 = Partly Disagree  3 = Don’t have an opinion/Don’t know   

4 = Partly Agree  5 = Completely agree 

5.1.5. Other responses 
The very last section of the questionnaire contained an option for the participants to write 

down anything that they had missed, anything they wanted to add, or to simply write any 

thought and/or feelings the questionnaire evoked. A few participants explained how they had 

not considered using games when teaching English, even though they had used games in other 
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subjects. One participant gave an example where they had used the game Minecraft when 

teaching social sciences. Several participants pointed out that even though they thought games 

could be a valuable tool in teaching, they did not know enough about games, or could not 

think of a way to use them in the classroom. Some also commented that it would be difficult 

to use games while also fitting in everything from the curriculum. Several participants 

commented that their students who play a lot of online games usually speak English well, but 

one participant also remarked that those students might not be as skilled when it came to 

reading and writing. Lastly, one participant commented on how it would never work to use 

games at their school because the students were not provided with computers. 

 

5.2. Interview results 
In the interview the teachers were first asked four questions via email. After they had 

responded, some of them were asked further questions to develop some of the arguments they 

previously made. The interviews will be summarized in order of the questions.  

 

The first questions were: “Do you feel that your students improve their English when playing 

games? If the answer is yes, what do they learn and how do you see this?” All three 

participants agreed that they felt their students improved their English when playing games. 

Two of them pointed out how they felt that their students who played games where they 

talked to other people in English were often very good at speaking English, and often also 

good at listening exercises. One pointed out how, in one of their classes where almost 

everyone played games, the students could speak very well, and did well in listening 

exercises, but many of them needed more practice with writing formally, rather than 

colloquially. When asked further about this, the teacher wrote that the students who spent a 

great deal of time gaming used terms and abbreviations from the games, and also expressed 

themselves in a way that the teacher felt did not work in a formal and/or academic setting. 

The third teacher claimed that they thought gaming affected different students in unique ways. 

This teacher gave the example of two students who played games a great deal. One of them 

wrote very well but was not able to speak much because they were shy, while another student 

who did not write well was very good at speaking and very outgoing. The second student 

played games with friends, while the first played games alone.  

 

The second question was: “Do you think there are any problems with students (possibly) 

learning English from playing games? For example with what they learn, how they learn, or 

how this affects their behavior.” One teacher pointed out how they only thought gaming was 

an issue if the student only played games, rather than reading books or watching TV, because 

they felt like it was best to learn from several sources. This teacher also pointed out how it 

could be a big problem if the student played so much that they did not have time to do their 

homework. Another teacher thought that it could be a problem that students who played 

games with native English speakers spoke English so well that it could sometimes be difficult 

for the teacher to discover early enough that their reading and writing skills were lacking. 

This teacher also pointed out that it could be difficult to make these students realize why they 

received a low grade when their speaking skills were rated so highly. The last teacher did not 

think there were any problems with students learning English from games, as long as they 

were in fact learning. 

  

The third question was: “Do you think you can take advantage of so many teenagers playing 

games in their spare time in your teaching? (For example by using their interest in games to 

make them more motivated to do a task.)” One teacher explained how they were interested in 

gamification and giving students rewards when completing a task, leveling up, etc. However, 
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the teacher was not sure that it could work in the Swedish classroom because the students 

might be able to compare their levels with each other, and that could be seen as unfair. The 

other two expressed that they thought it was possible, but that they either saw no point in it 

because they were confident in their own ability to motivate their students, or that they did not 

know anything about games and therefore did not know how to use them. 

 

The fourth question was: “Have you, or could you imagine yourself, using a game instead of a 

book or a movie in the classroom? Why/Why not?” One of the teachers was open to the 

possibility of using a game instead of a movie, but was not sure how this would work in a 

classroom setting. The other two were more negative, with one saying that they would always 

take every opportunity to make their students read, and pointing out how there were so many 

important movies that could serve as the introduction to a whole field about, for example, 

racism or poverty. This teacher also pointed out how they had other good material that would 

tie in well with a movie about racism or poverty. The last teacher expressed similar concerns, 

arguing that a great deal of students do not read much or at all in their spare time, and that it 

was important to encourage them to read more. 
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6. Discussion 
In this section the results will be analyzed and discussed in the order of the research questions, 

and this will also be connected to the theoretical framework and previous research where 

possible. Secondly, parts of the results that fell outside of the research questions but are still 

interesting will be discussed. Lastly, the possibilities of future research will be explored. 

 

6.1. How and to what extent games are used in the ESL classroom 
None of the respondents to the questionnaire or the interview seem to use games in their 

classrooms. Even those who in the questionnaire claimed to use games in the classroom later 

explained that they only use students’ interest in them, for example by making games a 

discussion topic. Several reasons for not using them were expressed, like the teachers not 

knowing enough about games themselves, not being able to afford them, not being sure all 

students had access to computers and not thinking it could be done in the timeframe for 

standard education. One of the interviewed teachers also expressed how they already had 

great materials to use in connection with certain movies, and would therefore rather have the 

class watch a movie. This is in line with the results of Alqurashi (2016), where the examined 

teachers also felt there was a lack of materials to use alongside games in the classroom, and 

that they did not know how to or did not have the training to implement games. This suggests 

that there is a lack in knowledge and/or education about how to implement games in the 

classroom, something that should be rectified considering the positive correlation between 

gaming and grades shown in several studies (Young et al. 2012). 

 

It is unfortunate that teachers do not feel like they can implement and use games in the 

classroom when they have the potential for being great tools for teaching and learning. As 

stated by Gee (2014), games allow the students to take on another identity, which means they 

can take greater chances and thanks to this learn more than they would otherwise, which is 

something that books and movies do not allow for. Games also encourage students to spend a 

great deal of time in an English language environment where they can practice both receptive 

and productive skills, (Gee, 2014) and are encouraged to stay and learn for a long time. This 

is a kind of language environment that books or movies cannot achieve in the same way, as 

they most often only focus on the receptive skills. 

 

6.2. How and to what extent extramural gaming is used in the ESL 
classroom 
A very small number of the participants claimed to use students’ extramural gaming when 

they taught. 5.9% (three) of the participants of the questionnaire claimed to consider students’ 

extramural gaming when planning their lessons or courses, and only 2% (one participant) 

claimed to actually use their students’ extramural gaming. However, as stated before, when 

asked whether they used games in the classroom there were two teachers who claimed they 

did, but only actually used their students’ extramural gaming. One of those people might have 

been one of the respondents who did not finish the questionnaire, or perhaps they 

misunderstood the question about using students’ extramural gaming.  

 

The few teachers who claimed to use their students’ knowledge gained from games or use 

their students playing games extramurally, expressed how they made use of their students’ 

interest in games by making exercises where the students could choose to write or talk about 

games, or were the task was to invent their own game. This could be a good idea, since 

students are probably more motivated to do a task if they find it interesting and entertaining, 
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and teachers are encouraged by the Swedish National Agency for Education (Skolverket, 

2011) to encourage their students to develop their interests. 

 

When asked how they had found out that some of their students played games, the teachers 

responded that they had either overheard students talking about games, or themselves spoken 

to the students about games. This indicates that gaming is a semiotic domain that is actively 

used in the classroom, and that teachers seem to be missing out on the opportunity of 

discussing and exploring this with their students. If the teachers were more informed on the 

subject, they could be able to connect their students discussing games into a classroom 

discussion or exercise about semiotic domains and different ways of speaking English in 

different settings. 

 

6.3. Teachers’ attitudes toward using games and/or extramural 
gaming in the classroom 
The participants in the questionnaire were generally positive towards the possibility of 

students learning from games, and especially positive about students becoming more 

interested if their education contained games or references to games. However, they were also 

at times negative when it came to whether they thought they could use their students’ gaming 

to their advantage, and apparently un-opinionated about whether they could imagine 

themselves using games in the classroom. The interviewed teachers expressed similar 

sentiments, agreeing that students could learn ESL from games, but that they either did not 

know how to implement gaming in the classroom, or that they did not want to do so. 

 

The interviewed teachers seemed to prefer books and movies to games, and it was especially 

important to those teachers that the students had the opportunity to read books. One teacher 

also expressed that spending too much time gaming, or even becoming addicted to it, could be 

a problem for some students. The perceived notion that some teachers expressed that an 

increasing amount of students prefer games to books could, if true, be linked to behavioral 

theory, and Gee’s (2014) principles concerning rewards. While games give the player both 

extrinsic and intrinsic rewards such as in-game money, or a noticeable improvement of certain 

in-game skills as the player becomes more familiar with the control scheme of the game, 

books only rely on intrinsic rewards, such as learning more about the characters or 

progressing in the story. According to behavioral theory, behaviors that are rewarded 

(reinforced) in some way will be strengthened and repeated (Säljö, 2010). So, if games give 

not only he same kind of intrinsic rewards as books, but other intrinsic rewards, as well as 

extrinsic rewards, it could be reasoned that players of a game are rewarded more than readers 

of a book, and that they are therefore encouraged to play games more often than they read 

books. If teachers were aware of this they could be more likely to use games in the classroom, 

or to adapt their teaching so that the student has more possibilities of being rewarded for their 

efforts. Even if a teacher is not willing to replace a book with a game, they might consider 

replacing a book with a Choose Your Own Adventure novel, which combines a book with 

many of the reward systems and open-endedness of a game. Unfortunately, it seems not many 

teachers are aware of the existence of these, which is another indication that many teachers 

seem to lack the knowledge needed to implement games in their classrooms. 

 

A complaint that one of the interviewed teachers put forth was that students who spend a great 

deal of time playing games sometimes bring with them words, abbreviations and ways of 

expressing themselves that were not appropriate in a formal and/or academic setting. Gee 

(2014) suggests that this might happen when learners are not aware of the different semiotic 

domains that they exist in and take part of, and that it is crucial to good learning that students 



 

24 
 

learn to think about semiotic domains at a meta-level. The students described by that teacher 

are clearly well-versed in the semiotic domain or domains of their games, but has not learned 

that school is a different semiotic domain that they need to learn. It might become 

increasingly important in the future, where student might spend more and more time gaming, 

for the teachers to inform their students about semiotic domains and teach them to think 

critically about what language is appropriate where they currently are. 

 

6.4. Further discussion 
The thing that has become most obvious when analyzing and discussing the results of this 

thesis is that teachers lack knowledge about how games and gaming can be applied in the 

classroom. It seems that when asked about games, they mostly think of big RPGs or FPSs, 

and not the smaller indie games available cheaply and more than suited for teaching ESL. For 

examples, the teachers comment that there would not be enough time to include a game, that 

it does not fit standard education, that students would miss out on something if a book or 

movie were to be replaced with a game. The concerns on time constraints could easily be 

solved if the teachers were shown some of the shorter games available, such as Sorcery! 

(Inkle, 2016) a digitalized Choose Your Own Adventure novel which only takes about an 

hour to play, yet is engaging and open-ended enough that students might choose to play it 

again in their spare time. For teachers who are afraid that the students will miss out on the 

experience of a book, old classics such as William Shakespeare’s Hamlet has been adapted 

into To be or Not To Be (Tin Man Games, 2015) where the player may choose to follow the 

original story, or to do something else entirely One of the interviewed teachers commented on 

how they liked to use movies as an introduction to a larger field, such as racism and poverty, 

but this could arguably be done just as well with a short game. For example, A Normal Lost 

Phone (Accidental Queens, 2017) is a game that in little over one hour manages to combine 

reading and light hacking (emphasizing the importance of having strong passwords) with a 

story that would make an excellent introduction to a field on LGBT rights. And what about 

the many free, text-based games available on phones? Those could easily be used instead of a 

book, and would not cost anything for the school as long as the students have smartphones. 

There are so many games that could be used in the Swedish ESL classroom, but unfortunately 

the teachers are not aware that they exist.  

 

On the topic of teachers lacking the knowledge needed on how to implement games in the 

classroom, several of Gee’s (2014) principles concern learners being able to take chances and 

learning more if they are able to take on another identity as they are learning, which is also 

something that could be used in the classroom by including gaming principles, but necessarily 

the games themselves. For example, students could be given a detective story where some of 

them play they suspects and others play detectives, and after they have read up on the 

detectives could roam the classroom and ask the suspects questions about their whereabouts. 

Making the students pretend they are a character, and assume another identity, might make 

them more likely to take risks and talk to each other in English than they normally are. 

 

6.5. Future research 
There are several things that could be further examined in future research. This study was 

done with a relatively small number of participants, and it could therefore be of importance to 

repeat it or do a similar study with a larger number of participants in order to establish what 

the population of Swedish ESL teachers actually think on this issue. It could also be of 

interest to examine whether different demographic groups have more positive or negative 

attitudes on gaming in the classroom and extramurally. For example, one could look at 

whether younger teachers are more likely to think positively about games in teaching, or 
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whether teachers teaching at the Technology Program are more likely to use games in the 

classroom. Lastly, it might be a good idea to look at the effect of games in the classroom or 

extramural gaming in the classroom when used practically, as this might encourage teachers 

to use games more. 
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7. Summary and Conclusion 
The aim of this thesis was to assess the status of gaming in the Swedish upper secondary ESL 

classroom. The research questions and results are listed below. The data was gathered through 

an online questionnaire with 53 participants, and three email interviews. 

 

The thesis found that according to the respondents, games were not used at all in their 

classroom. The most common reason for this was that the teachers had not considered using 

games in the classroom, or did not know how to use games in the classroom. 

 

The thesis found that a small number of the respondents used extramural gaming in the 

classroom. 7 respondents (13.7%) considered or sometimes considered the knowledge their 

students had gained from games, but only 3 respondents (6%) actually used this knowledge 

when planning their lessons. The teachers who used the knowledge claimed to do so by using 

games as a discussion topic, or basing written assignments on it. The teacher who did not use 

the knowledge their students had gained from games when planning their lessons claimed, 

similarly to the first question, that this was because they did not know enough about games or 

because they had not considered it. 

 

The teachers showed generally positive attitudes towards students possibly learning from 

games, and were especially positive about students being more interested when games were 

somehow included or referenced during class. They were however negative when it came to 

whether they could imagine themselves using games in the classroom. So while the teachers 

could agree that they thought students could learn from games, none of them seems to have 

the knowledge or education to actually use games in the classroom, or did not wish to do so. 

 

The general conclusion of the thesis is that Swedish ESL teachers need to be further educated 

on the possibilities for practical uses of gaming and extramural gaming in the classroom so 

that they can make full use of what could potentially be a fantastic tool for teaching and 

learning. 
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Appendix 1  
Gee’s 36 Principles of Learning. (2014, p. 194-197) 
1. Active, Critical Learning Principle 

All aspects of the learning environment (including the ways in which the semiotic domain is 

designed and presented) are set up to encourage active and critical, not passive, learning. 

 

2. Design Principle 

Learning about and coming to appreciate design and design principles is core to the learning 

experience. 

 

3. Semiotic Principle 

Learning about and coming to appreciate interrelations within and across multiple sign 

systems (images, words, actions, symbols, artifacts, etc.) as a complex system is core to the 

learning experience. 

 

4. Semiotic Domains Principle 

Learning involves mastering, at some level, semiotic domains, and being able to participate, at 

some level, in the affinity group or groups connected to them. 

 

5. Metalevel Thinking about Semiotic Domains Principle 

Learning involves active and critical thinking about the relationships of the semiotic domain 

being learned to other semiotic domains. 

 

6. “Psychosocial Moratorium” Principle 

Learners can take risks in a space where real-world consequences are lowered. 

 

7. Committed Learning Principle 

Learners participate in an extended engagement (lots of effort and practice) as extensions of 

their real-world identities in relation to a virtual identity to which they feel some commitment 

and a virtual world that they find compelling. 

 

8. Identity Principle 

Learning involves taking on and playing with identities in such a way that the learner has real 

choices (in developing the virtual identity) and ample opportunity to meditate on the 

relationship between new identities and old ones. There is a tripartite play of identities as 

learners relate, and reflect on, their multiple real-world identities, a virtual identity, and a 

projective identity. 

 

9. Self-Knowledge Principle 

The virtual world is constructed in such a way that learners learn not only about the domain 

but about themselves and their current and potential capacities. 

 

10. Amplification of Input Principle 

For a little input, learners get a lot of output. 

 

11. Achievement Principle 

For learners of all levels of skill there are intrinsic rewards from the beginning, customized to 

each learner’s level, effort, and growing mastery and signaling the learner’s ongoing 

achievements. 
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12. Practice Principle 

Learners get lots and lots of practice in a context where the practice is not boring (i.e., in a 

virtual world that is compelling to learners on their own terms and where the learners 

experience ongoing success). They spend lots of time on task. 

 

13. Ongoing Learning Principle 

The distinction between learner and master is vague, since learners, thanks to the operation of 

the “regime of competence” principle listed next, must, at higher and higher levels, undo their 

routinized mastery to adapt to new or changed conditions. There are cycles of new learning, 

automatization, undoing automatization, and new reorganized automatization. 

 

14. “Regime of Competence” Principle 

The learner gets ample opportunity to operate within, but at the outer edge of, his or her 

resources, so that at those points things are felt as challenging but not “undoable.” 

 

15. Probing Principle 

Learning is a cycle of probing the world (doing something); reflecting in and on this action 

and, on this basis, forming a hypothesis; reprobing the world to test this hypothesis; and then 

accepting or rethinking the hypothesis. 

 

16. Multiple Routes Principle 

There are multiple ways to make progress or move ahead. This allows learners to make 

choices, rely on their own strengths and styles of learning and problem solving, while also 

exploring alternative styles. 

 

17. Situated Meaning Principle 

The meanings of signs (words, actions, objects, artifacts, symbols, texts, etc.) are situated in 

embodied experience. Meanings are not general or decontextulized. Whatever generality 

meanings come to have is discovered bottom up via embodied experiences. 

 

18. Text Principle 

Texts are not understood purely verbally (i.e., only in terms of the definitions of the words in 

the text and their text-internal relationships to each other) but are understood in terms of 

embodied experiences. Learners move back and forth between texts and embodied 

experiences. More purely verbal understanding (reading texts apart from embodied action) 

comes only when learners have had enough embodied experience in the domain and ample 

experiences with similar texts. 

 

19. Intertextual Principle 

The learner understands texts as a family (“genre”) of related texts and understands any one 

such text in relation to others in the family, but only after having achieved embodied 

understandings of some texts. Understanding a group of texts as a family (genre) of texts is a 

large part of what helps the learner make sense of such texts. 

 

20. Multimodal Principle 

Meaning and knowledge are built up through various modalities (images, texts, symbols, 

interactions, abstract design, sound, etc.), not just words. 

 

21. “Material Intelligence” Principle 
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Thinking, problem solving, and knowledge are “stored” in material objects and the 

environment. This frees learners to engage their minds with other things while combining the 

results of their own thinking with the knowledge stored in material objects and the 

environment to achieve yet more powerful effects. 

 

22. Intuitive Knowledge Principle 

Intuitive or tacit knowledge built up in repeated practice and experience, often in association 

with an affinity group, counts a great deal and is honored. Not just verbal and conscious 

knowledge is rewarded. 

 

23. Subset Principle 

Learning even at its start takes place in a (simplified) subset of the real domain. 

 

24. Incremental Principle 

Learning situations are ordered in the early stages so that earlier cases lead to generalizations 

that are fruitful for later cases. When learners face more complex cases later, the learning 

space (the number and type of guesses the learner can make) is constrained by the sorts of 

fruitful patterns or generalizations the learner has found earlier. 

 

25. Concentrated Sample Principle 

The learner sees, especially early on, many more instances of fundamental signs and actions 

than would be the case in a less controlled sample. Fundamental signs and actions are 

concentrated in the early stages so that learners get to practice them often and learn them well. 

 

26. Bottom-up Basic Skills Principle 

Basic skills are not learned in isolation or out of context; rather, what counts as a basic skill is 

discovered bottom up by engaging in more and more of the game/domain or game/domains 

like it. Basic skills are genre elements of a given type of game/domain. 

 

27. Explicit Information On-Demand and Just-in-Time Principle 

The learner is given explicit information both on-demand and just-in-time, when the learner 

needs it or just at the point where the information can best be understood and used in practice. 

 

28. Discovery Principle 

Overt telling is kept to a well-thought-out minimum, allowing ample opportunity for the 

learner to experiment and make discoveries. 

 

29. Transfer Principle 

Learners are given ample opportunity to practice, and support for, transferring what they have 

learned earlier to later problems, including problems that require adapting and transforming 

that earlier learning. 

 

30. Cultural Models about the World Principle 

Learning is set up in such a way that learners come to think consciously and reflectively about 

some of their cultural models regarding the world, without denigration of their identities, 

abilities, or social affiliations, and juxtapose them to new models that may conflict with or 

otherwise relate to them in various ways. 

 

 

31. Cultural Models about Learning Principle 
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Learning is set up in such a way that learners come to think consciously and reflectively about 

their cultural models of learning and themselves as learners, without denigration of their 

identities, abilities, or social affiliations, and juxtapose them to new models of learning and 

themselves as learners. 

 

32. Cultural Models about Semiotic Domains Principle 

Learning is set up in such a way that learners come to think consciously and reflectively about 

their cultural models about a particular semiotic domain they are learning, without denigration 

of their identities, abilities, or social affiliations, and juxtapose them to new models about this 

domain. 

 

33. Distributed Principle 

Meaning/knowledge is distributed across the learner, objects, tools, symbols, technologies, 

and the environment. 

 

34. Dispersed Principle 

Meaning/knowledge is dispersed in the sense that the learner shares it with others outside the 

domain/game, some of whom the learner may rarely or never see face-to-face. 

 

35. Affinity Group Principle 

Learners constitute an “affinity group,” that is, a group that is bonded primarily through 

shared endeavors, goals, and practices and not shared race, gender, nation, ethnicity, or 

culture. 

 

36. Insider Principle 

The learner is an “insider,” “teacher,” and “producer” (not just a “consumer”) able to 

customize the learning experience and domain/game from the beginning and throughout the 

experience. 
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Appendix 2 
Questionnaire, translated to English 

 

Section 1: Demographic information 
What/Which programs do you mainly teach at? 

(Several options could be selected for the first question.) 

 Aesthetics Program 

 Building and Construction Program 

 Business and Administration Program 

 Business Management and Economics Program 

 Child and Recreation Program 

 Electricity and Energy Program 

 Health and Social Care Program 

 Hotel and Tourism Program 

 Humanities Program 

 HVAC and Property Maintenance Program 

 Industrial Technology Program 

 Natural Resource Use Program 

 Natural Science Program 

 Restaurant Management and Food Program 

 Social Science Program 

 Technology Program 

 Vehicle and Transport Program 

 

How old are you? 

 20-29 

 30-39 

 40-49 

 50-59 

 60-69 

 

Do you play digital games? 

 Yes, on my computer, TV or handheld console. 

 Yes, but only on my phone. 

 No. 

 Other: _______________________ 

 

Do you have students who play games in their spare time? 

 Yes. 

 No. 

 Do not know. 

 

If yes, how do you know that your students play games? 

(Open-ended short answer.) 
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Section 2: Games inside the classroom 
Do you use digital games in your classroom? 

 Yes. 

 No. 

 

If you use digital games in your classroom, how do you do this? 

(Open-ended short answer.) 

 

If you do not use digital games in your classroom, why not? 

(Open-ended short answer.) 

 

Section 3: Games outside the classroom 
Do you consider the knowledge or the interest their students bring with them from playing 

games when you plan you courses and lessons? 

 Yes. 

 No. 

 Sometimes. 

 Other: _______________________ 

 

Do you use the knowledge or the interest students bring with them from playing games 

extramurally when planning your courses and lessons? 

 Yes. 

 No. 

 Sometimes. 

 Other: _______________________ 

 

If you use this knowledge/interest, how do you do this? 

(Open-ended short answer.)  

 

If you do not use this knowledge/interest, why not? 

(Open-ended short answer.) 

 

Section 4: Attitudes 
(All statements were followed by a five point Likert-scale where 1 = Completely disagree  2 = 

Partly Disagree  3 = Don’t have an opinion/Don’t know  4 = Partly Agree  5 = Completely 

agree.) 

 

I can imagine using digital games in my classroom. 

I believe you can improve education by using digital games in the classroom. 

I believe students would be more interested if I included games in the classroom. 

I believe students would be more interested if I referred to games when teaching. 

I believe students would improve their English by playing games in the classroom. 

I believe students improve their English by playing games in their spare time. 

I can use my students’ gaming to my advantage. 

 

Section 5: Other 
If you have any thought or opinions on digital games as tools for learning English inside and 

outside the classroom and you wish to share these, you can do so here. If there was anything 
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you missed when filling in the questionnaire, or if there is anything you would like to add, 

you can do that here as well. 

(Open-ended short answer.) 
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Appendix 3 
Transcript of the three interviews, translated to English 
 

Interview 1 
1. Do you feel that your students improve their English when playing games? If the answer is 

yes, what do they learn and how do you see this? 

Yes, I feel that many of my students who play games improve their English. In my classes 

with students from the Technology Program almost all of the students play games, and many 

of them reach the higher grade criteria in speaking and listening. Their pronunciation is 

usually good as well, because they often play games with English-speaking people. Like I told 

[the researcher] before, I at one point thought I had a student with English parents, but it 

turned out [they] simply played games a lot with a friend from [an English city].  Sometimes 

these students write the same way they speak, which I think is because they only play games, 

rather than also reading books, and I have to work a lot with teaching them the differences 

between written and spoken English. 

 

Follow up question: Could you specify in which ways the students express themselves when 

you say they write like they speak? Do they use abbreviations, swearwords, strange sentence 

structure, etc.? 

Those students who play a lot of internet games and do not read books or watch movies in 

English often use abbreviation, sometimes without realizing that what they are writing is 

supposed to be an abbreviation. This is probably because they never get to see these 

abbreviations in their written form. They also use terms and expressions from games that one 

is not supposed to use when writing academically. They also often direct statements to the 

reader, or include themselves in the texts, even when I have written in the instructions that 

they should not do this and that they are supposed to write a formal text. It has happened that 

students have used swearwords in their texts, but this is quite rare. 

 

2. Do you think there are any problems with students (possibly) learning English from playing 

games? For example with what they learn, how they learn, or how this affects their behavior. 

I only think it becomes a problem when students only play games, and do not also read books 

or watch TV-shows or movies. It is important that it does not become one-sided and that they 

learn different kinds of English from several different sources. I have also had students who 

play games so much that they have not done their homework or studied at home, and then it 

can become a big problem unless their parents start implementing rules.  

 

3. Do you think you can take advantage of so many teenagers playing games in their spare 

time in your teaching? (For example by using their interest in games to make them more 

motivated to do a task.) 

I’m sure [the researcher] could create interesting exercises with games, but I do not know 

anything about games so I do not know how I would do it. 

 

4. Have you, or could you imagine yourself, using a game instead of a book or a movie in the 

classroom? Why/Why not?  

I would not like to replace a book or movie with a game. There are not a lot of students who 

read books today, and I think it is important that they have to read books in school and get 

every opportunity to do so. There are a lot of interesting books and movies that can be used to 

introduce an entire field. For example, I have a lot of interesting material about poverty and 
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racism in the US and South Africa, and I always introduce this field by showing the students 

the movie The Color Purple. 

 

 

Interview 2 
1. Do you feel that your students improve their English when playing games? If the answer is 

yes, what do they learn and how do you see this? 

I think the students learn by playing games, just like they learn when reading books or 

watching TV. Those of my students who play online games are usually good at speaking and 

understanding spoken English, and this shows when they are doing those kinds of exercises. 

 

2. Do you think there are any problems with students (possibly) learning English from playing 

games? For example with what they learn, how they learn, or how this affects their behavior. 

I have sometimes had problems with discovering early enough that a student needs a great 

deal of practice in reading and writing, when the student is very skilled when it comes to 

speaking but not as skilled at the other abilities. If they do not manage to improve their 

writing skills to the same level as their speaking skills, it is sometimes hard for them to 

understand why their total grade is not as high as they had thought. 

 

3. Do you think you can take advantage of so many teenagers playing games in their spare 

time in your teaching? (For example by using their interest in games to make them more 

motivated to do a task.) 

I have previously read about teachers who give their students points for finishing a task or 

putting in a lot of work, and that the students can level up and compete against the other 

students. I think this would be interesting to try, but the competitive part would mean that the 

students have to compare themselves to others, and this could affect the weaker students 

negatively. I don’t think this would work in Sweden. 

 

4. Have you, or could you imagine yourself, using a game instead of a book or a movie in the 

classroom? Why/Why not?  

I can imagine trying it, yes, but I do not know which game to use or how to create exercises 

connected to this game. A lot of games are too long to be played in the classroom, and games 

are not as focused on one subject as books and movies are. 

 

 

Interview 3 
1. Do you feel that your students improve their English when playing games? If the answer is 

yes, what do they learn and how do you see this? 

I think one can learn every time one comes in contact wuth the language, so if a student plays 

games in English they will learn something. However, I think what one learns is different 

from student to student, and it depends on what game the student plays. For example, I right 

now have two students who play games. One is shy and does not dare to speak in class, but 

[they] write very good texts. [They] play on their own. The other student does not write very 

well, but speaks a lot in class and has clear pronunciation and a large vocabulary. [They] play 

with other people. I think they have learned different things because they play different 

games. 

 

2. Do you think there are any problems with students (possibly) learning English from playing 

games? For example with what they learn, how they learn, or how this affects their behavior. 
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As long as the students learn, I do not think this is a problem. It is good that the students who 

do not like to read find other ways to come in contact with the language. 

 

3. Do you think you can take advantage of so many teenagers playing games in their spare 

time in your teaching? (For example by using their interest in games to make them more 

motivated to do a task.) 

Maybe I could, but not all students play games and I therefore think it is better to continue 

teaching like I usually do. I believe that as long as you create exercises where the students can 

have influence, they will still be motivated. 

 

4. Have you, or could you imagine yourself, using a game instead of a book or a movie in the 

classroom? Why/Why not?  

Even if the students learn while they are playing games, this is something they can do in their 

spare time, and I do not think they should be playing games during class. It is good if they 

read books in school, because many of the students do not do so at home and they need 

encouragement and support from the teacher while they read. 

 

 

 

 


