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Abstract 

Existing research has shown that Icelandic students tend to be more competent in terms of 

receptive skills than productive skills in English, and that students often overestimate their 

English language abilities. Prior research has also shown that Icelandic upper secondary 

schools may not be providing students with adequate opportunities to practice their oral 

production skills. A design-based research (DBR) project focusing on the potential of using 

student-created podcasts to support communicative competence for students in upper 

secondary English in Iceland was conducted in response to these issues. Teaching materials 

for supporting oral production and communicative competence were developed and tested in 

an upper secondary English course, and the utility of this educational intervention was 

evaluated. The intervention involved both a teacher-created and student-created podcasts, and 

this thesis highlights some of the main pedagogical theories and strategies used to design the 

intervention. Results on teacher opinions of the intervention were gathered through semi-

structured interviews and results on student opinions and satisfaction were gathered through a 

survey. Results were positive in both instances, with teacher and students reporting high 

satisfaction and a number of perceived benefits regarding the use of podcasts in the language 

learning process. Additionally, all the necessary materials and information for other upper 

secondary English teachers to use the teaching materials in their own classrooms are provided 

in the Appendix. 

Keywords: Podcast, Communicative competence, Task-based language teaching, 

Learner-centered instruction, Motivation, Student satisfaction, Upper secondary school  
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Foreword 

My interest in podcasts emerged in 2018, when I accepted a job offering that required a daily 

45-minute commute, back and forth. Podcasts were my saviour, and although I have parted 

ways with the aforementioned job, my interest in podcasts has only grown. Still, I never 

considered their educational possibilities until the fall of 2020 when teachers in one of my 

classes that semester assigned the listening of a podcast as optional extra ‘reading’. I am not 

ashamed to admit that throughout my time as a student I have never read a single page of 

optional extra reading materials for any of my classes. Although I usually like my subjects 

and find them interesting, the required reading usually feels like more than enough, and I 

would rather do something else with my time than try to decipher an academic text that is 

more often than not an overcomplicated, convoluted mess. When I glanced over the extra 

optional reading materials list and saw a podcast, I got excited and that evening I listened to 

two episodes, each approximately one-hour long. In the next couple of days, I devoured the 

rest of the six-episode podcast and thoroughly enjoyed it. I listened while I did the dishes, 

cleaned the bathroom, and while I was out driving. This short story exemplifies the potential 

of teacher-created podcasts in education. Firstly, that I, who never do any optional reading, 

happily listened to roughly six hours of extra materials in a few days. Secondly, that I did so 

while doing other activities. Activities that one might not associate with studying and often 

require the use of both hands, making it impossible to do while doing what could be called 

traditional studying. 

  As I started researching the topic, I realized another possible use: student-created 

podcasts. Throughout my years as a student, I often wondered why speaking exercises were 

so uncommon and I attribute my own speaking abilities mostly to the fact that I worked for 

years in the tourism industry. As this project grew larger the student-created part became 

more and more prominent, until it became equal or possibly greater than the teacher-created 

aspect and my interest in all things podcast-related has grown to a near obsession. 

I would like to thank my friend Guðný Ósk Laxdal for her invaluable assistance in this 

project, and her students, who were willing to participate and give their honest and sincere 

feedback. I would also like to thank my supervisor Charlotte E. Wolff for her valuable 

feedback and patience. Finally, I would like to thank my wife, Hildur Birna Helgadóttir, for 

encouraging me and supporting me through this whole process. Thank you. 
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1 Introduction 

The status of English in Iceland is rather unique. The average Icelandic person is exposed to 

English daily in various contexts: on the street, in the workplace, behind the computer, and in 

the classroom. English is pervasive enough so that Icelandic children generally acquire 

passive colloquial English from their environment, although their proficiency often varies 

greatly once formal instruction begins (Arnbjörnsdóttir, 2007). What characterizes this 

abundance of input is that it is highly colloquial and contextual, and the proficiency of many 

Icelandic students is captured in that characterization: while they may be competent in terms 

of basic conversation skills, their academic language skills are lacking. Similarly, because 

much of the input is encountered through passive and consumptive media such as television 

and music, their receptive skills are generally much greater than productive skills. This is 

further magnified by the support of visual cues in television, which, while facilitating 

comprehension, may not actually assist the viewer in acquiring the encountered language 

(Ellis, 1994). Instead, it can cause the viewer to think that they have adequate comprehension 

of the language because they can understand what they are watching, when in fact they do not 

comprehend the words spoken and must rely on visual cues to understand the message 

(Arnbjörnsdóttir, 2007). As a result, many Icelandic people are misled by their receptive, 

visually assisted skills into overestimating their proficiency. 

 Evidence of this overestimation is found widely. Arnbjörnsdóttir (2007) connects the 

50% dropout rate of first-year English students at the University of Iceland partially with this 

problem; a statistic that becomes especially interesting when considering that according to a 

2006 survey, 84% of 9th and 10th grade students believed they were adequately proficient at 

English for further study and work (Kristjánsdóttir et al.). To further elaborate on this, 

Arnbjörnsdóttir (2007) mentions a general perception among faculty at the University of 

Iceland that students lack the necessary language skills to master the curriculum. She 

attributes this dissonance of perception versus reality to the generally good conversational 

skills of Icelanders, which do not support the necessary oral or written discourse skills to 

pursue an academic program of study that assumes native-like proficiency. Jeeves (2013) is 

in line with these observations, and she argues that teenage learners may not realise that they 

themselves do not belong to the English-speaking environment displayed on the television 

screen even though they identify with the characters and understand the language used. This 

results in these learners believing that they are similarly proficient at the language as the 

characters they observe, when they are not. 
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Instead of meeting student needs and working towards overcoming this issue in 

formal learning contexts, Icelandic schools may be exacerbating it by overemphasizing the 

same passive comprehension and receptive skills. In a 2006 study, Kristjánsdóttir et al. found 

that a majority of students’ time was spent on reading and translating. Moreover, 

Ingvarsdóttir (2004) observed a discrepancy between textbook instructions and actual class 

work. Even though textbooks included and encouraged practices to improve oral proficiency, 

these practices were not carried out in class and teachers were generally dissatisfied with the 

textbooks. She theorizes that this discrepancy may be due to the fact that the textbooks are 

written with EFL (English as a foreign language) students in mind, while Icelandic students 

in many ways rather resemble ESL (English as a second language) students; students whose 

needs are different (2004), a sentiment shared by Arnbjörnsdóttir (2007) and Jeeves (2013). 

Additionally, Arnbjörnsdóttir (2007) suggests that those students who are already proficient 

speakers are likely to have acquired these skills outside the classroom, but do not receive the 

necessary reinforcement in school.  

 Despite these prevalent discrepancies in perception and usage, there are teaching 

approaches that can support the development of formal English skills. Kristjánsdóttir et al. 

(2006) suggest that English teachers offer more opportunities for students to exercise their 

production skills by speaking English in class and for students to become more active in their 

learning. Jeeves (2013) similarly advocates for an increased emphasis on oral production 

skills, especially those productive skills that students do not develop outside school. She also 

encourages teachers to give students more responsibility in terms of self-assessment, and for 

teachers to provide students with challenging tasks that involve individual choice. Although 

these are just a few of the many proposed solutions, they provide a pedagogical basis one can 

consider when developing teaching materials for English students at upper secondary school.  

 

1.1 Purpose of this Research Project 

With these proposals in mind, this research project presents an intervention for supporting 

communicative competence in the typical Icelandic upper secondary school classroom. This 

involved an ongoing collaboration with Guðný Ósk Laxdal, an English teacher at the 

Flensborg upper secondary school, and together we engaged in design-based research (DBR) 

to enhance students’ formal acquisition of course-specific vocabulary, as well as exercising 

their oral production skills. DBR is a research method that focuses on practitioner-researcher 

collaboration. To prepare for the project, an interview was conducted with the practitioner to 
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establish a classroom problem that she wanted to solve. Her experience regarding students’ 

oral proficiency matched that of the findings discussed earlier in the Introduction, and in 

addition to those considerations, the Covid-19 pandemic had made class and group work even 

more difficult. In 2020, upper secondary school students transitioned to months of distance 

learning, which made group work that focuses on conversation especially difficult. As such, 

we determined that the solution needed to be appropriate for both in-class learning and online 

distance learning,  

 The intervention we co-designed was a classroom podcast project that involved 

creating a joint podcast episode and supporting students’ projects creating their own podcast 

episodes. After several meetings to discuss our plans for this assignment, we created our own 

podcast and published it to Spotify, Apple Podcasts, and various other podcast libraries. 

Students were advised to listen to the podcast, but it was not required of them. Then, we 

implemented the student-created podcast assignment in the school week of March 8th – 13th, 

and in class on March 22nd, students were asked to answer a short survey about their 

experience with this assignment. Finally, on March 27th, a final interview was conducted with 

Guðný and myself, where we discussed our experience with the assignment and the project in 

its entirety. 

Based on the prevalence of overestimation of English abilities, coupled with the fact that 

upper secondary schools do not provide enough speaking opportunities for students, 

appearing in the literature and within Guðný’s upper secondary English classroom, the 

following research questions investigated in this research project were:  

1. How effective are classroom podcasts at supporting students’ oral production skills 

and communicative competence? 

2. What are the challenges in implementing classroom podcasts for the teacher (both 

teacher-created and student-created)? 

3. Are upper secondary English students generally satisfied with the use of classroom 

podcast in their learning process?  

The structure of the thesis is as follows: first, in the second chapter there is general 

information about podcasts, their prevalence in Iceland, both in regard to teaching and 

recreation, as well as a review of previous literature world-wide on both podcasts as listening 

material, and student-created podcasts. Then, in the third chapter is an overview of the main 

pedagogical ideas and approaches that were considered when making the intervention. The 
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fourth chapter describes the details and method of the study conducted and the fifth chapter 

presents the results. The sixth chapter discusses the results in light of the literature review as 

well as the implications of the results. Finally, chapter seven concludes this thesis with final 

remarks. 

  



11 
 

2 Literature Review 

This chapter provides a brief history of the concept of podcasts and their popularity and usage 

world-wide, and specific to Iceland. Also, it provides a background to the usage of classroom 

podcasts, both as learning materials, and student-created podcasts.  

 

2.1 General Information about Podcasts 

Podcasts are a very recent phenomenon. The word itself did not exist until 2004 and is a 

conglomerate, with each half taken from the words ipod and broadcast respectively (Online 

Etymology Dictionary, n.d.). The word was selected as word of the year by the New Oxford 

American Dictionary that year (BBC, 2005). In Iceland, however, podcasts did not gain any 

real recognition or popularity until very recently. World-wide, the popularity of podcasts as a 

medium has grown fast in the past few years. For example, the number of different podcasts 

on Spotify in May 2020 was around 700.000 (Spotify, 2020), but only seven months later 

they were more than one million in total, which is a 42% increase (Perez, 2020). 

 The definition of what makes a podcast can vary depending on who you ask. 

According to the Icelandic Modern Dictionary, podcasts are “recordings, e.g., radio programs 

or audio files available on the Web” (Icelandic Modern Dictionary, n.d.). This is a rather 

broad definition and can be understood to also refer to radio shows that are published as a 

part of a linear program, which are then uploaded to the Web after airing. This definition can 

also apply to something that is already common in Icelandic schools, at least universities, and 

that is when live classes are recorded and then posted as a video or audio file for students to 

review. Within this broad definition, a distinction can be made between media that is 

specifically created and published as a podcast, and different media that is made available in 

podcast form after being published or created under another definition, be it a live class 

session or linear radio show. However, the word podcast is used interchangeably for both 

concepts in literature.  

 Similarly, a difference in definition can also be seen between online dictionaries. 

Merriam-Webster (n.d.) only mentions it being a program of music or talk that is available on 

the internet, while Cambridge (n.d.) specifically refers to podcasts as radio programmes and 

Dictionary.com (n.d.) defines podcasts as digital audio or video files. There is clearly some 

ambiguity regarding the definition of this word. The definition of a classroom podcast in the 

context of this is study refers to audio files that are created and published specifically as 
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podcasts and made available either for streaming or download that involve curriculum 

teaching (Heilesen, 2010). 

 

2.2 Podcasts in Iceland 

No Icelandic research is available on the use of podcasts in upper secondary school English 

teaching, nor for any other subjects. Given the novelty of podcasts and their very recent 

success, it is understandable that they have not been prominent in the educational discourse. 

In his MA thesis Nýr Fjölmiðill Fæðist: Hlaðvarp og notkun þess á Íslandi [A new medium is 

born: Podcasts and their use in Iceland] (2014), Þorsteinsson researched the popularity, 

availability, and use of podcasts on the Icelandic National Broadcasting Service’s (RÚV) 

podcast webpage. This podcast service did not include many actual podcasts, but mainly 

radio shows that were originally broadcasted linearly but then made available online in the 

form of podcasts. Þorsteinsson (2014) found out that the most popular category was 

‘community’ (I. samfélag), which covered a variety of different topics and, according to 

Þorsteinsson, this category could be considered to be educational in nature. It is worth 

mentioning that news fall into another category and ‘culture’ the third, both of which are also 

educational in nature. Thus, overall, educational shows on the RÚV podcast site were the 

most popular at the time, but the second most popular single category was ‘entertainment’ (I. 

afþreying). It is interesting to note that this can be said to reflect the situation today to some 

extent, where the two most popular podcasts are most likely the educational podcast Í Ljósi 

Sögunnar, and the comedy podcast Þarf Alltaf að Vera Grín. 

 At the time of Þorsteinsson’s research, no user analysis had been made by RÚV and 

he inferred that podcasts were not popular enough in Iceland for RÚV to collect any 

substantial or detailed data on public use of their podcast page. Still, Helgi Páll Þórisson, who 

at the time was RÚV’s specialist in all things podcast-related, claimed that those who 

downloaded podcasts from the page were individuals who earned more than the national 

average, as well as being decently technologically able. There is no doubt that this has 

changed today, as the usage of smartphones is common for podcast consumption, and 

smartphones are highly prevalent in Icelandic society. 

 In 2021, the landscape is very different. RÚV’s dedicated podcast site now has over 

200 different Icelandic podcasts and listening to podcasts has become a regular pastime for 

many Icelanders. Articles about the best Icelandic podcasts are regularly published by various 

news sites and other websites and podcasts have quickly become so ingrained into Icelandic 
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society that it may seem strange how recent they really are. In a survey conducted in 

November 2020, teachers in two teacher-dedicated Facebook groups (one group that is 

specifically designated for English teachers, and one that is for teachers of all subjects and 

levels) were asked to answer various questions pertaining to podcast use, both recreational 

and educational.  

 Out of 40 respondents, 75% said that they listened to podcasts themselves, while the 

rest said they did not. No one answered that they did not know what podcasts were. 67.5% of 

respondents said that they knew that their students listened to podcasts, and roughly half, or 

55% of respondents said that they had used podcasts in teaching before. An identical number 

of respondents said that they had asked students to create their own podcasts for school. 

Unfortunately, the overlap between these two questions is unclear. Participant responses do 

not indicate how many of those who said they had used podcasts in teaching had done so by 

asking students to create a podcast, and how many had asked students to listen to a podcast. 

Furthermore, it is not known how many respondents have done both.  

 Continuing, seven respondents, or 17.5%, had created a podcast themselves, four of 

which did so for school, while the other three did so for something unrelated to their work. 

When asked if they were interested in creating a podcast about something in the curriculum 

that would then be assigned for students to listen to, only 17.5% were uninterested, while 

15% said they were interested but did not know how to make a podcast, and 25% said they 

were interested but could not because of a lack of time. 42.5% said that they were interested 

but gave no reason as to why they had not already created one or did not elaborate that they 

had in fact already created one. Finally, all but one of the respondents said that they could 

imagine assigning listening to a podcast as homework for students, 16 of which had already 

done so before. Only one respondent said that they were not interested in doing so (Pálsson, 

2020).  

 In preparation for this project, I contacted both the Þarf Alltaf að Vera Grín podcast 

group as well as the maker of Í Ljósi Sögunnar seeking insight into subjects such as 

demographics and popularity of their podcasts. Í Ljósi Sögunnar did not respond, but on 

behalf of the Þarf Alltaf að Vera Grín group, Ingólfur Grétarsson was kind enough to answer 

these questions. I asked him about the average age of listeners and the most common age 

group. Prior to sending the questions I had heard that the group was regularly hired to host 

celebrations or parties in Icelandic upper secondary schools, so I asked a relatively open-

ended question about their experiences there. Finally, I asked if he had anything else to tell 

me about podcasts and young people or upper secondary students. Ingólfur could not tell me 



14 
 

the average age of listeners, as he did not have that information himself. He told me that 

before the Covid-19 pandemic started, they had regularly performed at upper secondary 

schools and that they thoroughly enjoyed it; they considered this to be the most fun group to 

entertain. For my final, open-ended question, he told me that they also had experience hosting 

for workplaces and university students and that there was a noticeable difference between 

these groups and upper secondary school students, in that the upper secondary school 

students were much more engaged with the group and more willing to participate and listen 

(D. Pálsson, personal communication, November 24, 2020). 

 

2.3 Podcasts as Learning Material 

Although Icelandic research on this topic is non-existent, the same cannot be said about the 

rest of the world. In fact, it was theorized early on that language learning would be one of the 

disciplines to benefit the most from this emerging technology (Kukulska-Hulme, 2006). 

Teacher-created podcasts are probably the most obvious way to implement this new medium 

in teaching. In any case, many of the early researchers tested teacher-created podcasts before 

making any attempts at testing student-created podcasts. This is understandable, as the 

technological landscape 10-15 years ago was very different from today and perhaps difficult 

to expect every student of a class to have access to the necessary equipment to create a 

podcast.  

 Taylor (2009) tested podcasts as the primary means of delivering lectures for his 

political science class and his findings helped me shape the podcast episode developed in this 

research project. Since all lectures were distributed as podcasts, classes were used for group 

work and projects. Such an approach is commonly referred to as flipped teaching 

(Kennslumiðstöð Háskóla Íslands, n.d.). Although it is not connected to the concept of 

podcasts in teaching directly, in this case Taylor used podcasts as a means to implement 

flipped teaching in his course. Taylor’s results were overall positive, with students reporting 

that they enjoyed the new arrangement and that it allowed them to learn at their own pace. 

When asked, a majority of students said that approximately 20 minutes was the most 

convenient length of a single podcast lecture. However, this preferred duration may have 

changed over time, as many popular recreational podcasts shows have a much longer runtime 

than that and students may therefore have more tolerance. Taylor was also positive towards 

the experiment, bringing attention to the fact that the same podcast lectures can be used 

semester after semester, reducing a teacher’s workload significantly over the long term. Still, 
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he concluded that replacing all live lectures with podcasts is not the best way to use this new 

technology and that he feels it is best used in combination with other methods, having the 

potential to make for a more efficient use of class time. 

 Similar results can be found in various other early papers on this subject. Roberts’ 

(2008) results further highlight podcasts’ potential to allow students to learn at their own pace 

and Lonn and Teasly’s (2009) results also underline podcasts’ usefulness when used in 

combination with other teaching methods. Beylefeld et al.’s (2008) experiment in a histology 

course similarly yielded positive results, with a majority of students reporting the learning 

experience of using podcasts to be meaningful and enjoyable and that they would like to see 

the method used in more courses. 

 More recent research provides similar findings in terms of student enjoyment, but 

researchers tend to emphasise student convenience more than in earlier studies. Perhaps this 

is due to the rapid increase of smartphone ownership and the popularity of streaming services 

such as Apple Podcasts and Spotify, where listening on-the-go is significantly easier today 

than it was before 2010. Yeh (2013) experimented with podcasts to enhance students’ 

listening comprehension and increasing students’ independence in their learning. The results 

showed podcasts to be motivating and engaging for students as well as being convenient for 

them, as they could listen at a time and place of their choosing. Student independence is also 

highlighted in Kaouter et al.’s (2015) study on the effect of podcasts on incidental vocabulary 

acquisition. Researchers found that listening to podcasts significantly boosted students’ 

vocabulary acquisition and their autonomy and they conclude by recommending using 

podcasts for all students. A 2016 survey-based study of students of pharmaceutical sciences 

similarly emphasizes the convenience of podcasts and the benefit of letting students choose 

when and where they study (Kratochwill et al.), and a 2017 study of the effect of podcasts on 

Iranian EFL learners’ listening comprehension also found that podcasts were more 

accommodating for students than traditional “chalk and talk” techniques (Bohloulzadeh et al. 

p. 67). Collectively, these studies suggest that assigning podcasts as listening materials for 

students is beneficial because they are motivating and engaging, and students find them 

meaningful, enjoyable, and accommodating. 

 

2.4 Student-Created Podcasts 

Many researchers have also experimented with student-created podcasts. The pedagogical 

benefits of student-created podcasts will be explored in the next chapter, but it is worth 
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reviewing prior research on this idea first. Dale (2007) has stressed the benefits of student-

created podcasts to promote student engagement and their potential to develop deeper 

learning for students and meet the needs of what Dale refers to as the ‘iPod generation’ (p. 

56).  

 Lord (2008) tasked her Spanish students with creating weekly podcasts. Her results 

were that students who created podcasts were significantly more positive towards speaking 

the target language after creating the podcasts and that they also performed better than their 

non-podcast creating peers on a pronunciation exam at the end of the course. Hsu et al. 

(2008) used audioblogs to manage oral assignments, where students recorded themselves 

through their phones. It is important to note that the definition of audioblogs matches the 

definition of podcasts as defined in this thesis: oral assignments that are recorded outside the 

classroom. The authors concluded that audioblogs were easy to use and worked well for an 

ESL course. Student enjoyment was high, and the technology met the instructor’s 

instructional needs. They further emphasized how building a portfolio of audioblogs can 

encourage reflective practices for students and create an opportunity for students to take 

ownership of their learning.  

 Brookes (2010) tested podcasts in his Academic English course in Australia. Twelve 

exchange students from eight different countries shared language learning strategies with 

each other through podcasts. When discussing his findings, Brookes emphasises the influence 

of peers and the benefits of collaboration and peer review and feedback. He also comments 

on the adaptability of podcasts as a resource, in that it can benefit students of various levels. 

Finally, he reminds readers that learning does not only take place in the classroom, especially 

when it comes to language learning. A similar study on the use of podcasts in teacher 

education displays similar results, also highlighting the benefits of collaboration and peer 

feedback (Forbes, 2011). The author also discusses the benefits of reflecting on one’s own 

practices and argues that podcasting can have a wide potential beyond the basic transmission 

of information. 

 More recent papers and studies echo these former results in many ways, although they 

seem to have an added emphasis on student motivation. This can be observed in Phillips 

(2015), where she argues that podcasts provide an opportunity for collaborative learning and 

learner autonomy as well as having the potential to motivate students. She put these ideas to 

the test in a 2017 study, when she introduced student-created podcasts into an English course 

for health professionals in an Austrian university. She mentioned that motivation had been a 

problem in this course before and she hoped that this new technology would help, and that 
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she was trying to meet the needs of these “digital natives” (p. 162). She concluded that 

podcasts were indeed motivating for students and that students were more engaged with the 

materials as a result. As an added benefit, students reported that the podcasts increased their 

confidence in speaking the language and that they supported their fluency and vocabulary 

development. However, she warns that even though students can be said to be ‘digital 

natives’, one should not overestimate their technological abilities. Students may be skilled at 

consuming content through digital means, but that does not mean they are at all proficient 

when it comes to producing content. Phillips (2017) mentioned the importance of teachers 

being able to offer support and guidance for students, despite the task of creating a podcast 

being rather simple, as far as technological proficiency is concerned, and that students may 

need technological guidance and encouragement throughout the process. Despite a few minor 

drawbacks, she concluded that podcasts are a flexible and highly engaging option for 

language learning, both for students and teachers.  

 Finally, it is worth mentioning that although there is a scarcity of published research 

on the role of podcasts in education in Iceland, many teachers in Iceland have begun 

assigning podcast creation as projects for students in upper secondary schools. For example, 

Birgitta Sigurðardóttir and Inga Eiríksdóttir, teachers at the Tröllaskagi Upper-Secondary 

School, have been using student-created podcasts in distance-learning and this was deemed 

successful enough that they decided to introduce the idea to the Icelandic teacher community 

through Fjarmenntabúðir 2020; a web-based seminar about ideas and solutions in distance 

learning. Although they did not present any data, they shared their thoughts on this tool and 

showed various ways to implement it in classes. The upper secondary school at Tröllaskagi is 

known for being top-of-the-line in Iceland when it comes to distance-teaching, and they have 

used podcast-assignments in that regard to decent success. Furthermore, as stated in Section 

2.2, 55% of respondents to a Facebook-survey (Pálsson, 2020) stated that they have tasked 

their students with creating a podcast at some point. 
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3 This Project in terms of Theories of Learning 

In this chapter I am going to discuss the main pedagogical theories and strategies that we 

considered when designing our intervention. Each subsection includes a brief overview as 

well as advice for how to include these strategies in one’s teaching. 

 

3.1 Communicative Language Teaching 

Communicative language teaching has been a household phrase in the subject of second 

language acquisition (SLA) for a long time now, at least since the publication of Dell Hymes’ 

essay on communicative competence in 1972, if not longer. Despite the phrase having now 

existed for approximately half a century, new ideas and avenues through which to consider 

this concept are regularly put forth. According to Brown and Lee (2015) instead of being 

considered a particular method, it should be considered “as a broadly based approach to 

language teaching that interweaves a cluster of principles and foundation stones of SLA” (p. 

30). This is a rather positive way to phrase what other scholars have described as CLT being 

“watered down” due to its popularity and prevalence. Despite that, CLT can still have 

tremendous value as a reminder that language learning is ultimately about students’ ability to 

communicate effectively in the target language (Littlewood, 2011). Similarly, according to 

Ellis (2003) the main goal of CLT is to make students able to function, both interactionally 

and transactionally in the target language. 

 In their book Teaching by principles (2015), scholars Brown and Lee list the main 

characteristics of CLT. Similar to Littlewood, they argue that CLT encourages authentic 

‘real-life’ communication between learners with the aim of developing learners’ linguistic 

fluency, instead of focusing solely on accuracy. They further emphasize this point by 

declaring students’ “flow” of comprehension and production to be of greater importance than 

the accuracy of said production in order to keep students engaged. Brown and Lee argue that 

classroom tasks must equip students with the necessary skills to communicate outside the 

classroom, as that is the ultimate task of language learning and that the role of the teacher is 

simply that of facilitator and guide, as opposed to the almighty and all-knowing authority of 

old (an issue which is discussed in more detail in Section 3.3 on Learner-Centered 

Instruction). Although the concept of communicative language teaching can be rather broad 

and varied, there are specific principles embedded in the concept that were fundamental to 

this research project. 
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3.2 Communicative Competence and Strategic Competence 

As has already been mentioned multiple times in this thesis, effective communication can be 

considered as the core goal of language learning, and this is highly influential in terms of 

teaching goals/objectives. The concept of communicative competence was born in the 1960s 

and has been much discussed within the field of linguistics and language acquisition since. 

According to Canale and Swain (1980), communicative competence can be broken down into 

four sub-competencies: grammatical, sociolinguistic, discourse, and strategic. Grammatical 

competence refers to one’s ability to create and perform grammatically correct speech, while 

sociolinguistic competence refers to one’s ability to speak in a manner that is appropriate for 

the given situation, from a sociolinguistical perspective. This is a broad concept and can refer 

to degree of politeness, register and style, while also involving rules that adhere to specific 

‘modes of speaking’, such as giving a political speech, presenting an academic study, 

narrating a cooking show, etc. Discourse competence refers to one’s ability to speak in a 

coherent and cohesive manner. Lastly, strategic competence is one’s ability to solve 

communication problems that may arise in conversation.  

 Strategic competence is a concept introduced by Canale and Swain (1980) who felt it 

was lacking from earlier discussion on communicative competence. Strategic competence 

bridges the gap when a speaker’s competence is not sufficient to continue a conversation. 

This can be as simple as using filler words while coming up with something to say or 

paraphrasing when a speaker lacks the grammatical competence to say something. This 

regularly happens even with native speakers of any language. For instance, if one forgets 

momentarily how to decline a certain word or name in Icelandic, they may decide to 

restructure the sentence so that it uses a different and easier declension. Strategic competence 

can also refer to one’s knowledge of how to address someone whose social status you are 

unsure of. This is a difficult skill to master, and Stern (1978) (as cited in Canale & Swain, 

1980) mentions that strategies like these are usually acquired through real-life situations and 

can be difficult to replicate in a traditional classroom.  

 According to the Icelandic National Curriculum, students at competence level 3, 

which includes all the participants in our study, should be able to “use the language without 

major problems to take an active part in conversations and discussions on personal, cultural, 

social and multicultural topics” (2011, p. 106). This includes all four factors of 

communicative competence covered above, so a teacher must have strategies to deal with 

each of them. Brown and Lee (2015) offer some guidance on how to successfully teach 
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speaking. They recommend a shared focus on fluency and accuracy and warn teachers to 

avoid providing only content-based, interactive activities that do not involve a particular 

focus on grammar or pronunciation. That said, pronunciation exercises are not particularly 

useful in and of themselves. Considering how widespread English has become worldwide, 

different accents are a reality that cannot be ignored or avoided, and the main objective is to 

be understood; not to sound like a native speaker (Brown & Lee, 2015).  

 Brown and Lee (2015) recommend providing techniques that students find interesting 

and relevant, both to get students to actively engage in class, as well as to encourage them to 

continue focusing on their language skills outside the classroom. They also recommend using 

authentic language and realistic, meaningful situations and exercising speaking and listening 

at the same time. Lastly, they remind teachers to provide appropriate feedback to students; 

feedback that will help students notice future errors themselves, which helps them become 

more autonomous learners.  

 

3.3 Learner-Centered Instruction 

Similar to communicative language teaching, learner-centered instruction has been a 

catchword in teaching for a few decades now, although it stretches across many disciplines 

whereas CLT is understandably limited to language instruction. As with CLT, giving a 

precise definition can be difficult but Barr and Tagg (1995) argue that learner-centered 

instruction occurs when the students have the leading role in the classroom and the teacher 

serves as a facilitator or guide as opposed to an authority figure whose words are law. This, 

although in very simple terms, is what learner-centered instruction is about. Brown and Lee 

(2015) define a few of the main characteristics of learner-centered instruction. Students must 

be given some control and offered choices in both the types and content of classroom 

activities and the teacher must create a supportive atmosphere that allows students to let go of 

fear and defensiveness. Furthermore, the curriculum should be aligned with students’ needs 

and preferences and the teacher must understand students’ individual differences as well as 

focusing on the learners’ needs and goals. 

 The versatility of learner-centered instruction, as well as the fact that it aligns with 

many principles of CLT, means that it can be considered a broadly based approach instead of 

a particular method. There is also a close coupling with the concept of social constructivism. 

Jóhannsdóttir (2009) states in her article on social constructivism that it is important to 

consider human beings as social creatures, and to understand students in that light as well. 
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According to Jóhannsdóttir, good assignments are: (a) creative; (b) require students to 

actively participate; and (c) build on students’ prior knowledge. To get students to participate, 

they must be interested in the subject material and see some purpose in the assignment, and 

she recommends team-projects that involve creating a shared product as a means to this end. 

Creative assignments give students proof of their work and palpable results that are not just 

grades on a paper. Finally, as with CLT, the teacher should ty to keep to the side, allowing 

students to play the main role in the classroom as well as in projects and to further emphasize 

the importance of student agency, she recommends peer assessment, putting actual, tangible 

power into students’ hands. 

 

3.4 Task-Based Language Teaching 

Task-based language teaching, according to Ellis (2003), is one of the best ways to 

implement communicative language practices in the classroom. This idea is shared by Brown 

and Lee (2015), who call it “one of the most prominent perspectives within the CLT 

framework” (p. 46). Task-based language teaching puts the technical aspects of learning a 

language aside and focuses on meaning, making students work on solving a communication 

problem that has some kind of relationship to real-world activities. This makes up what is 

called the target-task, i.e., the task students accomplish outside the classroom. An important 

distinction is made between the difference between target-tasks and pedagogical tasks, which 

are classroom activities. Brown and Lee (2015) argue that pedagogical tasks should teach 

students how to perform the target task and that they are a vital part of task-based language 

teaching. The benefits of task-based language teaching are that a focus is put on learners’ 

communicative goals. They are meticulously designed to meet these goals, and they engage 

learners directly. 

 

3.5 Agency 

Learner agency is a complex term. Essentially, any teacher should strive for their students to 

have agency in their learning; that is, to take control of their learning, have a voice and be 

able to make choices. On the surface this may seem to be the same as learner-centered 

instruction, but agency is not something that a teacher can do but rather something that 

students find within themselves and put into practice. As Brown and Lee (2015) put it, 

teachers should “offer appropriate affective and pedagogical support in their students’ 
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struggle for autonomy, development of identities, and journey toward empowerment.” (p. 

84). This means that teachers cannot only focus on the subject materials but must also give 

focus to students as individuals. This means considering student emotions and regarding them 

as important for students’ development towards the ultimate goal of becoming functional, 

communicatively competent members of their community of practice. The goal of learning a 

language can be extended far beyond the accumulation of knowledge and skills; it can be 

conceptualized as an investment in one’s identity (Norton, 2013).  

 To promote agency, Brown and Lee (2015) recommend that teachers do not become 

too focused on input or output and for students to be correct. It is important to keep in mind 

what the purpose of language is; it is a tool used to engage with others, and in actions and 

activities (Gee, 2011). As such, language teachers must encourage students to actually use the 

language and not merely learn it. This means promoting authentic contexts for language use 

where students can express their own ideas and opinions; once again, the ultimate goal is 

communicative competence. Although agency is a difficult concept to narrow down, these 

concepts and recommendation mentioned above are the most pertinent in relation to this 

research project.  

 

3.6 Motivation 

Motivation is closely linked to agency and is generally regarded as an extremely important 

factor in the acquisition of a second language. Brown and Lee (2015) argue that motivation 

has everything to do with learner agency, so one might expect student motivation to come 

naturally when a teacher promotes learner agency in their classroom. However, it is important 

to note the complexity of motivation, and that the same does not work for everyone. As 

Ushioda (2013) points out, a certain classroom setting, teacher attitude or behaviour and 

strategies may motivate one student but have the opposite effect on another. Furthermore, 

motivation is not only bound to the teacher, but also to students’ personal situation and their 

interaction with classmates and others. Ushioda (2009) argues that motivation is dynamic and 

is strongly related to one’s identity, which in turn can be heavily influenced by others.  

 It can be difficult for teachers to motivate everyone; some might argue that it is 

impossible. There are two types of motivation that learners feel, and which teachers must 

consider: intrinsic and extrinsic motivation. Brown and Lee (2015) argue that “autonomous 

intrinsic motivation is associated with greater engagement, better performance, less dropping 

out, higher quality learning” (p. 92) and the list goes on. This may seem like a dream-come-
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true outcome for teachers and learners alike - striving towards intrinsic motivation is clearly 

an important goal. However, as the name suggests, intrinsic motivation comes from within, 

and it can be difficult to achieve this in the learning process. In order to feel intrinsic 

motivation, students need to be satisfied with their learning and feel competent and 

autonomous (Ryan & Deci, 2000). As for extrinsic motivation, Dörnyei (2009) argues that it 

has no effect on students’ long term learning goals, except for one type: positive feedback. 

According to Dörnyei (2009) positive feedback is the only extrinsic reward that can help 

students, as it can lead to students feel more intrinsic motivation. Brown and Lee (2015) 

agree, saying that sincerely delivered positive feedback can be perceived by students as 

validation of their own abilities, autonomy, and self-fulfilment. 

 As previously mentioned, motivation and enjoyment go hand in hand. In order for 

students to enjoy learning, Alessi and Trollip (2001) advise teachers to focus on challenge, 

curiosity, control, and fantasy, and argue that the inclusion of these four elements will 

promote more successful learning through enjoyment. Sverrisdóttir (2007) warns against 

mistaking student conscientiousness for motivation or enjoyment, and she further argues that 

it is impossible to “train” students to be interested or motivated. However, she mentions the 

importance of selecting materials that fit the needs and interest of students as well as reducing 

students’ fear of making mistakes; something that can demoralize and demotivate them.  

 

3.7 Vocabulary Acquisition 

Vocabulary acquisition is one of the fundamentals of language learning; one cannot converse 

in a language without knowing which words to use. However, Nation (2013) argues that 

whereas it may have been considered one of the most important areas to study in the past, it is 

now often regarded as a less important one. He refers to vocabulary learning as only a sub-

goal when it comes to the language classroom and that after all, having a broad vocabulary is 

not really a goal in itself, but rather something that helps a language user actually use the 

language through speaking, reading, writing, or listening. Nation (2013) mentions a few 

problems with deliberate vocabulary teaching; namely that there are simply too many words 

to teach for it to be logical to spend significant time on single words, especially given the fact 

that there is a lot that can be learned about each word. He highlights the difficulty of 

vocabulary teaching in that research shows that significant time needs to be spent on single 

words in order for students to retain information and effectively learn the words.  

 Instead of deliberate and focused vocabulary teaching, Nation (2013) argues that there 
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are a few conditions that improve vocabulary teaching and acquisition. First off, as 

mentioned earlier, motivation plays a large role. The second condition Nation mentions is the 

concept of noticing. This means giving special attention to new words when encountering 

them and decontextualizing these words to gain a deeper understanding of them. This can 

involve looking up their definition, discussing them with students, or having students discuss 

them among themselves, which segues into Nation’s third condition: negotiation. When 

students negotiate the meaning and use of newly encountered words, they are more likely to 

retain the new information they learn. Finally, Nation mentions the importance of creative 

use. This can include retelling of a story or given input from a different perspective or 

reconstructing texts, essentially paraphrasing. Creative use, much like motivation, can work 

differently for different students, but Nation finishes by stating that role play, taking on 

different viewpoints, and retelling without the use of text can all be creative methods that 

strengthen learning.  

 Although it is important for teachers to consider effective methods for vocabulary 

teaching in the classroom, it is also important to promote student autonomy so they can 

become independent learners (cf. Page 39, Icelandic National Curriculum). The most 

important source of vocabulary learning, according to Nation (2013) is incidental, so 

equipping students with the necessary skills for incidental learning must be vital. This then 

goes back to the concept of noticing, where the best way to learn is for students to look up 

words as they encounter them in their daily lives and not only in the classroom or homework. 

Nation argues that this can be difficult for second language learners, which echoes what 

Arnbjörnsdóttir (2007) has said about the ESL situation in Iceland; students receive too much 

visual and contextual aid to actually acquire the language items, vocabulary included, that 

they encounter. In order to combat this, teachers can encourage students to deliberately focus 

on improving these incidental learning skills. 
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4 Methods 

This project builds on prior research indicating that Icelandic upper secondary school 

students do not receive enough opportunity to practice and acquire communicative 

competence in English. At the same time, it aims to examine the potential of podcast use in 

English classes in upper secondary school, as there is little to no Icelandic research available 

on that topic. The main goal of this project was to evaluate the benefits and challenges of 

using teacher-created and student-created podcasts, with the aim of helping students’ practice 

and develop their communicative competence. To achieve this goal, a collaborative 

podcast in the form of a Design-based research project was carried out in an upper secondary 

Business English class.  

 

4.1 Participants 

Participants in this research project were Guðný, an English teacher; I, a researcher; and 39 

upper secondary school students. 

 

4.1.1 Teacher and researcher 

To investigate benefits and challenges from the teacher perspective was Guðný Ósk Laxdal. 

Guðný is 27 years old and graduated from the English teaching program at the University of 

Iceland in 2019. 2020 marks her first year teaching at an upper secondary school, although 

she had limited previous experience teaching at a primary school. In addition to teaching at 

an upper secondary school, she is currently teaching an English vocabulary course at the 

University of Iceland on business, tourism, and law for the third semester in a row. In other 

words, she has an amassed English teaching experience across primary, upper secondary, and 

higher education, despite being a recent graduate. 

 To investigate benefits and challenges from the researcher perspective, was I, Daði 

Þór Pálsson. I am a 28-year-old student teacher with a BA in English and this thesis marks 

the end of my MA education to become an English teacher. I have preliminary experience 

teaching English as part of the teacher training program at the University of Iceland. 
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4.1.2 Students 

Student participants in this research were 39 upper secondary school students, aged 17-20: 

(26 male and 13 female). The students were comprised of two separate groups taking the 

same course, ENSK3TV05 – Business English, with the same teacher, i.e., Guðný. The 

course itself aims to teach academic vocabulary related to business, international trade, and 

economics at level C1/C2 according to the Common European Framework for Languages 

(Flensborg, n.d.). In Icelandic terms they are at level three, which is the highest level of 

English for Icelandic upper secondary schools. 

 The intervention implemented accounted for 10% of students’ final grade for the 

course and out of 39 students, 35 completed the classroom podcast assignment. Students were 

informed about the study in class on March 8th, when Guðný introduced the assignment. 

However, she had mentioned briefly in class the week before that students would be doing an 

assignment involving The Office (U.S.). Students were allowed one school week (four 

periods at one hour each) to complete the assignment and attendance was optional on 

Wednesday March 10th to allow students to record their podcasts where they liked. Finally, 

students were notified about a post-intervention survey in class on March 22nd and asked to 

complete it at that time. Guðný offered to assist if anyone needed any of the survey questions 

to be clarified.  

 

4.2 Research Design 

Design-based research (DBR) is not well known in Iceland. In fact, there is not yet an 

Icelandic term for this research method. The Icelandic academic community, and especially 

the part of that community that is concerned with pedagogy and progress within the school 

system, has been much more interested in Action Research (AR) in the past few years. For 

example, a rudimentary search for “starfendarannsókn”, the Icelandic translation of action 

research, at www.skemman.is, a digital repository for Icelandic universities, yields 223 

results, over 90% of which have been added to the database in the past decade. In contrast, a 

similar search for design-based research yields zero results. Given the popularity of AR in 

Iceland, it is worth discussing the similarities and differences between these two methods.  

 In terms of pedagogical goals, DBR and AR are very similar approaches, in that they 

both deal with current real-life classroom problems and aim to solve them through theory and 

practice at once (Majgaard et al., 2011). However, DBR differs in the means by which this 

goal is achieved. One of the focal points of DBR is the collaboration of practitioners and 
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researchers at an early stage of research; something that has generally been uncommon in 

educational research (Majgaard et al., 2011). Bringing together practitioners and researchers 

allows both to focus on their own respective parts, without having to invest too much time in 

the other. This way, both the value of the education technology itself is increased, and there is 

potential to influence school technological development directly (Amiel & Reeves, 

2008). When conducting DBR, a researcher, having consulted the relevant literature and 

theories, aims to design an intervention that the practitioner then tests. Ideally, this process is 

repeated multiple times until both parties are satisfied that they have come up with an 

intervention that solves the original problem reported by the practitioner. It is important to 

note that in DBR, the problems should always come from the practitioners themselves, and 

not the other way around (Amiel & Reeves, 2008). This way, DBR does not simply reduce 

practitioners to test-cases and classroom to testing sites for researchers.  

 

For this thesis project, we used Reeves’ (2006) model for conducting design-based research. 

According to Reeves (2006), the DBR process can be divided into four different phases, 

shown in Figure 1. In this section, I will explain the process and work done in each of these 

four phases. 

 

Figure 1 

Reeves’ Model of Design-Based Research 

 

Note. Reeves’ model of design-based research. From Reeves, T.C. (2006). Design research 

from a technology perspective. In van den Akker, J., Gravemeijer, K., McKenney S., & 

Nieveen N. (Eds.), Educational design research (pp. 52-66). London: Routledge. 
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4.2.1 Phase one – Identifying and analysing the problem  

Before starting this project, I had a vague idea of the “practical problem” addressed in our 

intervention design, based both on my own experiences as a student as well as my 

experiences during teacher training in 2019-2020. To further investigate, I reviewed Icelandic 

literature on the status of communicative competence, oral proficiency, and English 

education in Icelandic schools (see Chapter 1). In addition to consulting academic literature, 

an interview was conducted with Guðný Ósk Laxdal, a practitioner at an Icelandic upper 

secondary school, and she further outlined the problem and added a sense of immediacy to 

the issues associated with the problem she identified in her classroom. The interview was 

semi-structured with five pre-defined main questions, conducted by an educational researcher 

with expertise in pedagogy and teachers' professional development along with extensive 

experience conducting research interviews. The main questions used in the interview are 

displayed in Figure 2. 

 

Figure 2 

Pre-Intervention Interview Questions 

 

 

Current challenges. When asked about a current challenge she is experiencing in her 

teaching practice, Guðný responded: “Getting students to express themselves in English.” 
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Guðný tries to promote English use by various means, such as only using English herself and 

repeatedly reminding students to use English, but students always go back to using Icelandic. 

Although Guðný tries to implement a variety of different speech exercises in her classroom, it 

is difficult to monitor all students at the same time and she finds that if students are instructed 

to discuss something, they will switch over to Icelandic as soon as she is no longer present or 

as soon as they encounter any kind of communication difficulties. When asked to elaborate 

further; whether this problem was limited to a certain aspect like formal English, or a more 

general sense with students not expressing themselves at all in English, Guðný said that the 

issue was larger than students simply avoiding a formal register or a certain type of English. 

As an example, if Guðný is going over an exercise that involves alphabetical options (A, B, C 

etc.) and she asks the class for the answer students will respond with the Icelandic 

pronunciation of the letter, despite all of them knowing and being able to pronounce the 

letters in English. Guðný attributes this issue to a lack of confidence, which comes from year-

long neglect of speech training exercises.  

 Assessing communicative competence. When asked about assessment, Guðný stated 

that most oral assessment in her course is in the form of oral exams, where students have 

prepared themselves to answer a set of questions or speak about a predetermined topic. 

According to Guðný, many teachers allow students to bring notes with them and as a result 

students’ communicative competence in the form of spontaneous production is not really 

being tested. In fact, Guðný stated that when she conducts oral exams, she can never properly 

assess students’ fluency until they get to the unprepared questions, where they start using 

filler words and are “actually interested and they are thinking while they were speaking”, as 

opposed to reciting memorized information. Guðný mentioned distance teaching specifically 

here, and that it was very difficult to assess students when they had a computer screen in front 

of them off which they could read. She stated that the most interesting part of oral exams was 

asking students about their personal opinions, because that is where they could no longer read 

pre-prepared material and their actual communicative competence got to shine. 

 Another way to assess and train students’ communicative competence is in the form 

of presentations, which are often slide shows where one or more students speak for a few 

minutes at a time in front of the whole group. Student lectures such as these are poor training 

tools for a student’s communicative competence as they are by definition not conversational 

in nature and only offer a few minutes of speaking time over the course of a whole semester. 

Furthermore, student lectures are very abnormal conditions for language use that can be 

uncomfortable for many students. Even in teacher education, student teachers discussed how 
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nervous they were before their first practice lessons; having to stand and ‘perform’ in front of 

a whole class of students. It is safe to assume that upper secondary students do not feel any 

less stress than student teachers when speaking to a large group. Finally, student lectures are 

often not spontaneous production exercises as students read aloud text that they have already 

written, either in the form of notes or even directly from their slides. 

 Role of technology. When asked about the role of technology in language teaching 

and learning, Guðný stated that everyone has a smartphone and that her students are generally 

highly proficient at using various applications on their phones, but she was surprised to learn 

that many students’ skills are lacking when it comes to using a personal computer. In order to 

cater to students’ strengths, Guðný recently implemented a classroom assignment where 

students used the app TikTok to create and hand in material and she felt the experiment was a 

success. She attributes the success of that assignment to the fact that students were using their 

phones, where they are already experts, and as a result, Guðný would like to try more 

assignments using students’ smartphones. As a final remark on that subject, Guðný 

mentioned that when older teachers ask her how she gets students to not be on their phones 

all the time in class she simply responded: “I don’t.” 

 

4.2.2 Phase two – Developing the intervention 

In order to solve Guðný’s teaching problem, I identified and reviewed pedagogical literature 

on communicative competence, communicative language teaching, task-based language 

teaching, learner-centered instruction, student autonomy, motivation, agency, and vocabulary 

acquisition. The review of the literature in Chapter 3 of this thesis provides a more in-depth 

discussion of these issues. Based on the literature, Guðný and I concluded that the 

intervention should be designed as a student-centered task that students could connect with 

their daily lives outside school. Furthermore, the task should imitate a real-life situation and 

be creative in nature. We selected the television series The Office (U.S.) for this assignment 

and decided that the assignment should be classroom podcast project for which students 

would watch an episode, discuss it, and submit as a podcast. After deciding on these key 

characteristics, we agreed to meet in person to discuss the project and formally plan 

everything. We met three times in total throughout this process. Following is a brief 

description of what we did in each of these meetings.  
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4.2.2.1 Researcher – practitioner meetings 

First meeting, January 29th 

In our first meeting we began planning the implementation of the assignment. We agreed 

upon deadlines, decided that the intervention would be implemented in the second school 

week of March (the 8th through the 13th), and that the assignment would count for 10% of 

students’ final grade for the course. We discussed which recording program would be best to 

use, considering Guðný’s experience with these students and their technological competence. 

We discussed the assignment description and decided to have a vocabulary bingo; something 

that Guðný had utilized in other assignments. We also decided the length of the student-

created episodes – 10-15 minutes – and decided to make our own podcast episode to serve as 

a model for students. At this time, we decided to incorporate self-assessment into the 

assignment; an idea that we later went back on and changed to peer-assessment. Lastly, we 

discussed which episodes of the Office students would watch and how to connect them with 

the material. 

 

Second meeting, February 12th 

In our second meeting we finalized the assignment description and the rubric. At this point 

we decided to utilize peer-assessment instead of the originally planned self-assessment. We 

confirmed which episodes students would watch, and which module (the chapters in students’ 

course book) each episode would be connected to, as well as creating the vocabulary bingo 

activity (see Appendix B). Finally, we confirmed that we would be using the Anchor app for 

our own podcast as well as recommending it for students.  

 

Third meeting, February 23rd 

In our third and last meeting, we recorded our model episode. Before the meeting, we had 

watched the episode separately and each of us had noted down what we felt was interesting 

and/or important in the context of Guðný’s course. We compared our notes and briefly 

planned how to approach our discussion but were careful not to discuss the episode much 

because we wanted our discussion for the podcast to sound natural instead of being rehearsed. 

We did a few “test runs” where we recorded only for a few seconds to check the sound 

quality and volume of our voices, and to find out where it would be best to keep the phone 

with which we recorded our conversation between us. In the end, we recorded our podcast 
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episode in one take and only minor editing was required afterwards. I simply cut out a few 

seconds where we had a slight misunderstanding, which disrupted our flow but did not affect 

the overall content of our discussion. 

 

4.2.2.2 The intervention 

The teacher-created podcast 

I published the model episode that we created to various podcast libraries, applications, and 

websites, such as Spotify, Apple Podcasts, Google Podcasts, and more. Students were 

advised to listen to the model episode, but it was not a requirement and had no effect on their 

final grade. 

 

The student-created podcast 

We wanted the assignment to incorporate multiple pedagogical ideas to achieve the desired 

results. Given our goal of strengthening communicative competence and encouraging 

students’ use of English in the classroom, the assignment would obviously have to be 

communicative in nature. As discussed in Chapter 3 of this thesis, there is a general 

consensus among scholars that using authentic language in realistic and meaningful situations 

is ideal and we therefore theorized that recording a podcast where students got to chat with 

their classmates or friends in their own chosen setting would accomplish this, or at least that 

it would provide a more realistic experience for students than anything that could be done 

inside the classroom. Furthermore, as suggested by Ellis (2003), we decided to implement a 

task (see Task-based language teaching in Section 3.4) that students would take on and solve 

in groups, because we wanted students to focus on the activity itself and not the fact that they 

had to speak the target language. To emphasize this point, we mentioned in our own model 

podcast episode that even we, an English teacher, and an English teacher in-training, as well 

as native-English speakers, make mistakes when speaking spontaneously and that it was 

completely normal.  

 By making the assignment a task to be completed in groups outside the classroom we 

also wanted to make it as learner-centered as possible (see Section 3.3 on Learner-Centered 

Instruction and Social Constructivism). Jóhannsdóttir (2009) states that creative assignments 

encourage student engagement and autonomy and, similarly to the CLT approach, 

emphasizes that the instructor step aside and let students take the lead. For that reason, we 
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made the instructions and requirements for the podcast minimal, dividing students into 

groups of two to three and assigning them which episode to watch, how long their podcast 

episode should be, and awarding two points out of 10 for completing the vocabulary bingo. 

We recommended a podcasting software called Anchor and provided students with links to 

two instructional YouTube videos for Anchor; one that shows how to record with all speakers 

present, and one that shows how to record together remotely. However, students were free to 

use any other recording program if they wished.  

The assignment description was introduced to students as a PowerPoint slideshow (see 

appendix A). 

 

4.2.2.3 The vocabulary bingo 

Each group received a list of 10 words that are connected to both their designated module and 

episode. The vocabulary bingo (see appendix B) made up 2 out of 10 total points for this 

assignment, as explained on the rubric (see Figure 3). Students received 0,5 points for 

mentioning 2-4 words in their discussion, 1 point for mentioning 5-7 words, and 2 points for 

mentioning 8-10 words in their discussion. Students were not required to define the words 

any details about their use or appearance in the episode, they were only required to use them 

in their conversation.  

 

Figure 3 

Rubric 
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The idea behind the vocabulary bingo came from Guðný, who has used it in prior 

assignments. However, it fits many of the pedagogical ideas put forth in Chapter 3 of this 

thesis. For instance, Nation (2013) recommends training students to notice words as they 

encounter them, instead of focused and deliberate teaching of isolated words. This is exactly 

what we wanted to accomplish with the vocabulary bingo: to encourage students to take a 

more focused look at some of the vocabulary, in this case business-related vocabulary, that 

they may already be encountering when watching television recreationally. This aligns with 

Arnbjörnsdóttir’s (2007) concerns about students typically encountering highly contextual 

input. By asking students to pay special attention to these words we wanted to encourage 

them to look at the words beyond the immediate context, with the objective of deepening 

their understanding of the words.  

 

4.2.2.4 Peer assessment 

Students were asked to listen to and assess another group’s podcast episode and complete a 

survey to review the episode. Students completed three questions/items, the last of which was 

to give the other group a grade for their podcast. 30% of students’ grade for the assignment 

depended only on completing the peer assessment. The survey items students were asked to 

answer were the following: 

1. Name two things that were especially good about the podcast you listened to. 

2. Name two things that could have been better in the podcast you listened to. 

3. What grade would you give the group you listened to? 

 

With these questions/items, our aim was for students to think critically, but positively about 

their peers’ work. Peer-assessment can be an important part of learner-centered instruction 

(Jóhannsdóttir, 2009) and research has shown that it can have a positive effect on student 

autonomy and motivation (Brown & Lee, 2015). Furthermore, we guaranteed positive 

feedback in the peer assessment by asking students to name two things that went well, as 

receiving positive feedback can be highly motivating for students (Dörnyei, 2009; Brown & 

Lee, 2015). 
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4.2.3 Phase three – Implementation 

Guðný introduced the assignment to students in class on Monday, March 8th. During the 

week of March 8th – 13th, students worked on the assignment before handing it in in the 

evening of the 13th (at the latest). As part of the assignment description, students received a 

work schedule with recommended dates for when to complete certain parts of the assignment. 

For instance, attendance to class on March 10th was optional so that students had time to 

record their podcast, and the class on March 11th was reserved for editing. I went to class on 

that day to observe and assist students in case it was needed. My observations can be found in 

Section 4.3 on Data Collection.  

 

4.2.4 Phase four – Reflection 

Phase four of Reeves’ model is to reflect on the process and prepare to reiterate. Reiteration 

was not possible due to the relatively small timeframe of an MA-project. The first full DBR 

cycle was completed within one semester, allowing insufficient time to repeat the iterative 

DBR cycle. However, with the publication of this thesis, all the tools and data have been 

made public and another cycle in the DBR process can be completed in subsequent school 

years. 

Our findings are presented in the subsequent Results chapter, and our reflections on the 

project as a whole and the intervention we created can be found in the Discussions chapter. 

4.3 Data Collection  

In this section I will discuss how data was collected for this study, in relation to each research 

question.  

 

4.3.1 Research question one – Effectiveness of classroom podcasts 

To gather data for this research question, an in-depth semi-structured interview was 

conducted with Guðný Ósk Laxdal, a practitioner at an Icelandic upper secondary school, as 

well as with myself, as the researcher in this project. The interview was conducted online 

through Microsoft Teams, as recent Covid-19 restrictions made it unfeasible for us to meet in 

person. The interview was conversational in nature and we made no attempt to give short 

answers, but rather explore how our experience was by discussing it. The interview included 

eight main question (see Figure 4) and was approximately 40 minutes long. It was conducted 
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on March 27th by an educational researcher with expertise in pedagogy and teachers' 

professional development and extensive experience conducting interviews.  

 In addition to the interview, I attended class on March 11th and observed students. 

According to the schedule, students were expected to have recorded their podcast episode at 

this point and were scheduled to edit it and preferably hand in, although the submission 

deadline was technically the following day. I sat by the teacher’s table and announced that I 

was available to help if anyone needed. A few students asked for my help and they all spoke 

English to me the entire time, only diverging into Icelandic for individual words or phrases 

they could not produce in English at that moment. Students mostly requested help adding 

background music or removing swear words from their episodes. Many students seemed 

eager to turn in the assignment and leave class. 

 

Figure 4 

Post-Intervention Interview Questions

 

 

4.3.2 Research question two – Challenges in implementing classroom podcasts 

Data for this research question was gathered in the same post-intervention interview as well 

as my class observations on March 11th (see Section 4.3.1). 
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4.3.3 Research question three – Student satisfaction with classroom podcasts 

To gather data for this research question, an anonymous and optional student survey was 

implemented in class on March 22nd. We chose this date because it was after everyone had 

turned in their assignment and completed the peer assessment, but before anyone received a 

grade, as we did not want the final grade for the assignment to have any potential effect on 

students’ perception of the assignment. 

 Out of the 39 students in the two groups, 35 completed the classroom podcast 

assignment. Out of those 35 students, 27 answered the survey. The survey consisted of 14 

questions in total (see Appendix C). The first three questions were simply to gather 

information about the student group, 10 questions were about various aspects of the 

assignment, and the 14th question was an optional one at the end where students could 

express their thoughts about anything related to the assignment. The first half of the survey 

was focused on the project as a whole but emphasized the student-created podcast and 

students’ experience with that while the second half of the survey was more focused on the 

podcast episode that Guðný and I created. The survey had a mix of Likert-scale questions 

where students were asked to rate their experience from one to five, one being positive and 

five being negative, and open-ended questions where students were asked to describe their 

experience with short, written responses.  
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5 Results 

In this chapter, I will discuss the results of our study in relation to each research question. 

Additionally, I will include the results from the peer assessment in a separate section, as they 

do not provide data that is specific to any of the research questions, but enrichen our findings 

nonetheless. 

 

5.1 Research question one – Effectiveness of podcasts 

How effective are classroom podcasts at supporting students’ oral production skills 

and communicative competence? Results for this research question were gathered via post-

intervention interview (see Section 4.3.1). The interview included eight question in total, four 

of which provided results for this research question. Here, I will list each question with the 

corresponding answer. 

When asked the post-intervention interview question, Do you feel like this experimental 

project was a success?, Guðný responded: 

 

Definitely. The point of this was to get students to express themselves in English, 

using some of the vocabulary they have been learning; seeing their fluency and that is 

exactly what I got out of it. I got to hear almost every single student in my class, there 

were two that did not hand it in, but for every other student I got to hear how they 

express themselves; what level their fluency is at…  

 

…also, [it was successful] in ways that I did not really anticipate; because this sort of 

assignment managed to get them enthusiastic about their homework and I got students 

that have not been active during this semester that have been missing classes a lot... I 

have one that has not handed anything in yet… they actually did the 

assignment. When I listened to it… they did their best effort… they could have been 

more prepared, but it really managed to make students more active in class.  

 

 … they were really proud of their work… they were really excited about finishing 

up.  

 

When the same question was directed to me, I mentioned student autonomy and that the 

assignment seemed to have had a positive effect on that. Guðný agreed, and had this to add:  
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…what surprised me a lot was that I had a group that did not work; there were 

problems and a bit of drama, so we split the group. I had people that were sick and 

could not participate so I had to change up the groups a bit. Out of three people 

that were without a group, two of those students got their friends involved, one of 

them got two friends even; friends outside the class, speaking English in the podcast; 

doing it as a favour for their friend… it was sort of amazing to actually see that.  

 

Finally, when I mentioned that these problems: group-work challenges, and students missing 

class, can happen in any kind of group work project, Guðný added: 

 

…it was actually less problem-solving that I had to do when those problems came 

up [compared to earlier assignments].  

 

In response to the post-intervention interview question, Will you repeat this assignment in 

your future teaching?, Guðný answered:  

 

Definitely. I really enjoyed how enthusiastic they were. I really enjoyed this compared 

to presentations or oral exams where they are reading from a paper. I hate listening to 

that. It is much nicer listening to them have a 10-minute conversation instead of 

reading from a paper.  

 

…I definitely think that I will take this to all courses that I am teaching. Doing that 

oral activity that each course has. Even if it is not mandatory, then make it an option. 

If they have to do some kind of project, I can definitely see allowing them to create 

podcasts… they are really into it. It is something where they can tap into their 

interests.  

 

…and you get that flow and that fluency from them, which you are always trying to 

get in an oral exam or a presentation, and you do not really get it because of the 

situation. You do really get that [in podcasts]. In language teaching I think that is very 

valuable, so definitely, I think I will try to implement this in other courses that I 

teach.  
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When the same question was directed to me, I expanded on Guðný’s answer by clarifying 

that although I cannot say if I will repeat this assignment exactly, given the fact that it was 

specifically made for a business English class and not all schools have those as part of their 

curriculum, I will utilize student-created podcasts in my teaching because they imitate real-

life situations. At this point Guðný interjected.  

 

…I think this is a natural thing that we have created. They have that space; they are 

just having a conversation with other students. I think it is something that language 

teaching really needs to implement more… Giving students space to speak naturally. 

 

In response to the post-intervention interview question, Do you plan to continue creating 

teacher-made podcasts to support learning? And if so, for what purposes will you be using 

them?, Guðný responded:  

 

I would with other teachers. But I do not think I would do this by myself because it is 

sort of the same as doing a lecture. But if I could get other teachers involved, I think it 

would be a great opportunity… Daði and I sat down and did this in one take; it only 

took half an hour.  

 

…I am teaching a course that is for the first semester and is mandatory. There are four 

of us teaching it together, and each person has two groups. Imagine if we sat down for 

half an hour and recorded a podcast that could be used for all the groups. That would 

save so much work for each of us.  

 

Guðný also mentioned that she had thought about creating podcasts for literature. She has 

found that it is often the case that students do not all read at the same pace and when they are 

instructed to read a certain book some will lag behind while others will be further along than 

instructed.  

 

Instead of having lectures in class, I can imagine having podcast episodes. Once a 

student has read 20 pages they can listen to a certain episode and once they have done 

this many pages listen to that episode etc. They can control where they are at because 



41 
 

their reading speed is not the same… I really have ambitious ideas on how to use this 

for future classes.  

 

In response to the post-intervention interview question, Do you intend to use student-created 

podcasts more in your future teaching?, Guðný said that she felt that she had already 

answered as part of her earlier answers. However, she added: “Definitely, I can see myself 

using this a lot more, and I am amazed that this is not used more. This is so easy, and they 

enjoy it.”  

When the same question was directed to me, I agreed with Guðný and said that I 

would definitely use them again but would prefer for them to be bigger projects that did not 

only involve students creating a single episode but rather a continuous assignment that sees 

students creating multiple episodes and preferably reviewing each other’s work along the 

way. Guðný agreed with this and added: “And repeating it, I love that idea. They are doing it 

every week so each and every student is practicing their competence each week, which you 

cannot guarantee in class. There is always one or two or more that is not speaking.”  

 

5.2 Research question two – Challenges implementing classroom podcasts 

What are the challenges in implementing classroom podcasts for the teacher (both teacher-

created and student-created)? Results for this research question were gathered via post-

intervention interview (see Section 4.3.1). The interview included eight question in total, two 

of which provided results for this research question. Here, I will list each question with the 

corresponding answer. 

 

In response to the post-intervention interview question, What do you think could be 

improved regarding this experimental project?, Guðný mentioned problems that can happen 

in any kind of group- or oral assignment, such as a student who had been sick and whose 

throat was too sore for recording, as well as the previously mentioned group drama. Guðný 

mentioned that our main problem had been with regard to the vocabulary bingo.  

 

Going over everything, we had that vocabulary bingo. It was really hard to actually 

assess whether they had done it or not because you had to listen so carefully. It took a 

long time to go over it, so the instructions could have been more… that they had to go 

over the words at the end or something.  
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Another problem that Guðný pointed out was that it could be problematic to group 

together too many students whose communicative competence is lacking or significantly 

varied.  

 

… I had a group that was three students, and they are not confident in their speaking 

skills and one of them barely speaks during the podcast. When [this student] tried, the 

others sort of take over the conversation, which is of course natural, but I think 

[this student] would have done better in a two-person group.  

  

…you cannot have those students who lack confidence with students who are going to 

speak over them, even if they are best friends. You have to be a bit careful of that in 

this sort of an assignment.  

 

In response to the post-intervention interview question, Were there any prominent challenges 

or problems you encountered?, Guðný said that there were not. The minor problems we ran 

into already having been discussed in the answer to the last question, but Guðný mentioned 

one failure on our part that could have been avoided. We accidentally assigned the wrong 

episode to two groups, so the vocabulary in the episode did not connect to the groups’ 

assigned modules. Thankfully, the students realized this when watching the episodes and 

brought this to Guðný’s attention. When she asked students if they were willing to watch the 

correct episode, essentially doing double the amount of homework for this part of the 

assignment, they did not frown or argue, and everyone responded positively. In Guðný’s 

words:  

 

…what kind of student says “Yeah, sure.” What kind of student says “Fine, I’ll do 

more homework Guðný, that’s fine?” 

 

…I did not get a single complaint about it. They teased me about it, maybe, in the 

next class. But nobody properly complained.  
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5.3 Research question three – Student satisfaction with classroom podcasts 

Are upper secondary English students generally satisfied with the use of classroom 

podcast in their learning process? Results for this research question were gathered via 

student survey (see Section 4.3.3), as well as in the post-intervention interview (see Section 

4.3.1). 

 

5.3.1 Student survey 

27 students completed the survey, which consisted of 10 questions about various aspects of 

the assignment, with one additional question where students could express their thoughts 

about anything related to the assignment. Six questions referred to the part of the assignment 

where students created their own podcast episode, and four questions referred to the teacher-

created podcast episode.  

 

5.3.1.1 Student-created podcasts 

Below, I list each question from the survey which relates to the student-created podcast and 

students’ experience with the learning process. 

 

Did this project make it easy to converse in English? Briefly describe why or why not.  

The answers are mostly positive, with 23 out of 27 respondents beginning their answer with a 

simple “yes”. The most common reasons for why students felt it was easy were that students 

felt it was easy to talk with their friends. In their own words:  

 

Yes it’s easy to talk to your friends  

 

Yes it was easy because I knew the person.  

 

Yes because we were talking to each other. 

 

Yes, because it was just making conversation.  

 

I think it’s just because of my partner, I have known her for so long so it was easy 

talking to her. 

 



44 
 

Answers from students who did not feel that this project had made it easy to converse in 

English also showed a pattern.  

 

Yes and no, I usually have a good vocabulary but when I was supposed to freestyle I 

sometimes experienced difficulty, I think that is just because we do it so little in class 

and just in general in the Icelandic school system.  

 

I think English words in my head easily, but they come out different. So yes and no.  

 

It was harder than I thought it would be. To speak freehand.  

 

Was this project inspiring to you? Briefly describe why or why not.  

In this question, answers were also largely positive. 22 students answered that they were 

inspired, and the most common reason seems to be that students liked it and thought it was 

fun.  

 

Yes, I learned very much talking about this show.  

 

Yes, I liked doing the project and think it is very clever.  

 

It made it more fun so you wanted to do better work.  

 

It was a fun way of doing an oral assignment and it helped that it was about such a 

good series.  

 

Yes, I think it was fun to record a podcast and make my own for the first time.  

 

I think it helped me realise that I love talking English.  

 

Did you find this project more or less enjoyable than oral exams or doing PowerPoint 

presentations?  

For this question, we implemented a Likert scale, where 1 was “much more enjoyable” and 5 

was “much less enjoyable”.  
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In this assignment, you were given instructions and other information outside of class 

by listening to a podcast while class time was used to work on the project. Did you find 

this learning approach enjoyable, and would you like to have more projects like this in 

the future? 

For this question, we again implemented a Likert scale, where 1 was “much more enjoyable, 

would like to see more in the future” and 5 was “I did not like it and would not like more in 

the future”. 

 

These results indicate that students were satisfied with the configuration of this assignment, 

and the learning approach. 

 

Do you feel like this project helped you take more responsibility for your learning? 

Describe why or why not.  

Once again, a majority of students’ answers were positive and those who answered 

negatively generally either did not give an explanation or said that they were always 

responsible and therefore this assignment had no particular effect on that. Notable answers to 

this question include:  
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Yes, I think it gave me self-confidence to talk in English in front of people 

I don’t know well.  

 

Yes a bit, because we had to do everything ourselves and I think that is much more 

fun.  

 

Yes I think so, I liked that we could sort of manage when we did it.  

 

Yes because I had to kind of lead the conversation and that gave me some more 

confidence in my English.  

 

Did this project make it easy to be actively engaged? Describe why or why not.  

Similar to earlier questions, a majority of students answered positively. Those who answered 

negatively offered no explanation that referred to the assignment itself, except one respondent 

who said that “… I had to do most of the talking and it was not easy to engage in a 

conversation”. However, it is possible that students did not fully understand this question, and 

very few respondents offer any explanation as to why this project made it easy for them to be 

actively engaged. Many students gave a simple “yes” as their answers and that they were 

active. The few answers that actually came with an explanation are the following:  

 

Yes it was fun so it was no problem to do it.  

 

Yes. It was well arranged by the teacher and that made it easier to be engaged.  

 

Yes it was easier to just start working instead of doing it the last day since we 

had steps each day.  

 

 

5.3.1.2 Teacher-created podcasts   

Here I will list each question from the survey which relates to the teacher-created podcast and 

students’ experience with that. 
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Did you enjoy listening to Guðný and Daði’s episode?  

For this question we implemented a 5-point Likert scale where 1 was “I enjoyed it a lot” and 

5 was “I did not enjoy it at all”. 

 

 

Where were you when you listened to Guðný and Daði’s podcast episode?  

This question highlights the uniqueness of podcasts as listening materials, and although a 

majority of answers was simply “at home”, a few responses stand out that highlight the 

versatility of an assignment like this.  

 

Was on a walk with my dogs.  

 

In the car, in traffic, on my way home from the dentist.  

 

I was at home cleaning my room.  

 

I was driving home.  

 

In the shower actually.  

 

How was listening to Guðný and Daði’s podcast different from typical classroom 

assignments?  

Answers to this question were overwhelmingly positive, with seven respondents 

mentioning specifically that they found our podcast episode fun to listen to. Many students do 

not offer any further explanation, but here are some of the more notable answers:  
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I had more attention listening to the podcast because I have never got project like this 

before, it was very fun.  

 

I thought it was fun to try something new and it was much more fun than usual 

homework.  

 

Other students highlighted the comfort of the format.  

 

Just a lot more fun, it was very nice to just lay down and listen.  

 

It was more relaxed. You could listen to it when it suited you.  

 

It was nice to just be at home and listen to them.  

  

Do you prefer listening to podcasts versus traditional homework? Describe why or why 

not.  

Once more, results were overwhelmingly positive, but many students offered no description 

as to why they prefer podcasts. However, many students gave their thoughts on the 

matter. Similar to earlier answers, some students value the versatility of podcasts.  

 

Yes!!!!!!! Because I can go for a walk and not be sitting behind a desk and getting 

back problems.  

 

Yes, you can listen to it while doing other stuff. I like listening to podcasts.  

 

In some cases yes. Because it is very easy to follow podcasts and you can do it in your 

own time when it suits you.  

 

Other students compared it to reading books:  

 

Yes, I learn more listening to stuff than if I have to read it in books.  

 

Yes absolutely, it is much more fun and I would much rather use my time on listening 

to a podcast instead of sitting with a book.  

 

Yes because it’s easier than to read.  
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Finally, some students compared it to typical homework, without specifying which kind.  

 

I hate homework but podcasts make it more bearable.  

 

I prefer listening to projects because it is less work.  

 

Podcasts, it’s more fun and more engaging.  

 

Yessss, it gives more creativity to the students in a fun way.  

 

In the last question, students were allowed to say anything they would like about this 

assignment and were promised total anonymity. 12 students responded to this question but 

seven of those did not offer feedback and simply stated that The Office was funny or that 

they had nothing more to say. However, a few students had feedback to share.  

 

I liked this assignment and I think we should be doing more assignments like this. 

Because every class is the same. Read this and do these exercises every day.  

 

I think it was a fun assignment and would definitely want to do it again sometime and 

would also recommend doing it in future classes.  

 

I did like it a lot. I was stressing me but in the end it was very nice and fun.  

 

One student was not as fond of the assignment and mentioned the stress of the peer 

assessment specifically.  

 

It was okay but I would not want to do it again, it made me very stress to send it in 

and then when Guðný told us another group would hear it.  

 

5.3.2 Post-intervention interview 

In response to the post-intervention interview question, In terms of student behaviour and 

classroom interaction based on what you observed and experienced, how was this assignment 

different from previous assignments?, Guðný stated that for the most part this question had 

already been answered earlier in the interview (see Section 5.1). However, Guðný added 
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that she was surprised, and she enjoyed seeing that no one gave up on this project. Every 

student followed through and seemed to make an effort. 

 

5.4 Peer Assessment Results 

The final set of results in this project are the peer assessment results. All students who 

finished the assignment completed the survey and peer feedback was generally positive. 

 

Question 1: Name two things that were especially good about the podcast you listened 

to. 

The most common compliment was that that students used English well, particularly in terms 

of pronunciation and clarity of content. 

 

 …they talked clearly, they are easy to understand. 

 Their English is good, and they were well prepared [Author’s translation]. 

 I found the accent very good and the use of words. 

 [a student] was really good at “taking control” and her English is good. 

 Good analysis of the episode and the boys used great English. 

 They spoke good English and you could hear them clearly. 

 

Another common compliment was that it was enjoyable to listen to and the talkers seemed to 

be enjoying themselves. 

 

 It was free flow and not strict. It was just like they were chatting together. 

 It was funny and you laughed a lot and made it fun. 

 I thought they had a cozy and comfortable voice to listen to. 

 The humor around these boys, they talked clear. 
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 It was well structured and it was entertaining. 

 

Question 2: Name two things that could have been better in the podcast you listened to. 

The most common responses to this question had to do with the sound quality of the episode, 

its length, the background music in the episode, and that some students spoke more than 

others. Very few answers were personal or mentioned speakers’ styles and there were no 

negative or “mean” comments.  

 

Question 3: What grade would you give the group you listened to? 

Although we did not set any specific parameters for the grades and allowed students to 

choose whether they graded according to the rubric or by their own judgment, only two 

students used the opportunity to write in joke answers. No one gave their fellow classmates 

below 5, and the most common grade was 10. Out of 35 responses, only eight assessed their 

peers with a score below 8. 

 

5.5 Summary of Results  

Our objective was to create an intervention that supported students’ communicative 

competence, while being enjoyable for students and which made it easy for them to speak 

English with each other. The results indicate that the classroom podcast intervention was 

successful in this regard, as a majority of students report that they enjoyed all parts of the 

intervention: listening to the teacher-created podcast, creating their own podcast episode, and 

listening to their peers’ podcast episode. The opinions of the teacher support this conclusion, 

as she found students to be more motivated and autonomous when completing the 

intervention, compared to former assignments.  
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6 Discussion 

As explained in the Introduction, prior research has shown that Icelandic students are stronger 

in terms of receptive skills such as listening and reading, than productive skills such as 

speaking, and students tend to overestimate their abilities in general (Arnbjörnsdóttir, 2007). 

One explanation offered is that current English courses in upper secondary schools often lack 

an effective oral component that aims to train students’ communicative competence 

(Ingvarsdóttir, 2004; Kristjánsdóttir et al., 2006; Arnbjörnsdóttir, 2007). As well as being 

evident in the literature, this issue was also identified by the teacher during her pre-

intervention interview as part of the preparation for this research. Guðný mentioned that it 

was difficult to provide students with effective classroom speech exercises, and in 

many cases, students would simply speak Icelandic to each other as soon as they 

encountered difficulties, and the teacher was no longer around. Seeing as students are 

unlikely to have received much speech training throughout their education, minor 

communication difficulties are common and thus this problem persists and becomes its own 

cause and effect.  

 Students’ answers to a post-intervention survey indicate that they experienced 

difficulties that match what is discussed in the literature, as some students reported that 

although they find it easy to think in English and they can picture what they want to say, they 

have problems putting their ideas into words. Our results indicate that the classroom podcast 

intervention we developed was successful in exercising students’ oral production skills and 

communicative competence, while also being enjoyable and inspiring. 

 In this chapter I will reflect on our research in relation to each research question and 

put my findings into context with the literature discussed earlier in this thesis. The research 

questions were: 

1. How effective are classroom podcasts at supporting students’ oral production skills 

and communicative competence?  

2. What are the challenges in implementing classroom podcasts for the teacher (both 

teacher-created and student-created)?  

3. Are upper secondary English students generally satisfied with the use of classroom 

podcast in their learning process?  
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6.1 Research Question One – Effectiveness of Classroom Podcasts. 

As we implemented two types of classroom podcasts in this intervention, first I address the 

effectiveness of student-created podcasts, followed by the effectiveness of teacher-created 

podcasts. 

 

6.1.1 Student-created podcasts 

Our results indicate that classroom podcasts are an effective way to exercise students’ oral 

production skills and communicative competence, as they can inhibit many qualities that 

enhance learning. For instance, literature shows that motivation is one of the most important 

aspects in language teaching. According to Guðný, the teacher involved in this research, 

students seemed more motivated than during typical assignments. For example, she 

mentioned that no one gave up on this assignment, and specifically mentioned a student who 

had yet to hand in a single assignment this semester but gave this assignment their best effort 

and completed it. This is also reflected in students’ answers to the post-intervention survey, 

as a number of students stated that they were motivated to prepare adequately because they 

knew they would have to take part in conversation, and that they wanted to do well because 

they found the assignment fun. 

 Student engagement and autonomy were important concepts for us to incorporate in 

the intervention and results were positive in that light. We gave students relative freedom as 

to what they discussed in their respective episodes and how they distributed the workload 

among group members. We mostly provided students with recommendations and Guðný was 

surprised to see students dealing with unexpected problems without her assistance. Such as 

two students who ran into problems with their respective groups, so they got their personal 

friends involved and finished the assignment with their help although they were not a part of 

the student group or the course. Guðný mentioned that she found it amazing to see students 

take matters into their own hands like this and concluded that she had to do less problem-

solving than usual in this assignment as students handled problems on their own, which 

speaks to the influence this assignment had on student autonomy.  

 We provided students with a workplan where we suggested when each part of the 

assignment should be completed but allowed students to decide for themselves when to do 

which part. The only deadline in the assignment was for when to hand in and most groups 

completed their assignment the day before the deadline. Students’ responses to the post-

intervention survey suggest that they liked this autonomy, as many reacted positively to a 
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survey question in which we asked whether they felt like they had to take more responsibility 

for their learning in this project. At least two students mentioned specifically that they liked 

having to “do everything ourselves” and that they could “sort of manage when we did it”. 

One student was not as concerned with the framework of the assignment but rather spoke 

about the speaking-part of the assignment and said that they had to take the role of leader in 

the conversation, giving them more confidence as a result. 

 The results of the peer assessment were almost entirely positive, with students 

generally praising each other for their language skills and humour. When it comes to 

speaking a foreign language, confidence can be important, and we conclude that this 

assignment had a positive effect of students’ confidence in their language skills. In the words 

of a student: “It gave me confidence to talk in English in front of people I don’t know well.” 

Our results match former research on teacher-created podcasts that were discussed in the 

Literature Review chapter of this thesis. Our findings are similar to those of Phillips (2017), 

in that we conclude that podcasts are motivating for students. Our findings also echo those of 

Lord (2008), in that creating podcasts seems to make students more positive towards 

speaking the language, and the enjoyment expressed by students that participated in our 

assignment matches the results of Hsu et al. (2008). Finally, the positive nature of the peer 

assessment component in our assignment echoes the findings of Brookes (2010) and Forbes 

(2011), who both discuss the benefit of peer feedback and collaboration. 

 As for the teacher’s perception, Guðný´s response when asked if she would repeat the 

assignment indicates that the intervention was successful, as she said that she would 

definitely do so. She particularly mentioned students’ enthusiasm and that she felt like their 

conversations were natural. Guðný had mentioned in the pre-intervention interview that a 

common problem with current speech exercises was that they did not emphasize spontaneous 

production and as a result, she felt that she could not effectively assess students’ 

communicative competence. In this assignment, however, she felt like she could do so.  

 Guðný’s classroom problem that she discussed in the pre-intervention interview was 

that she found it difficult to get students to speak English in the classroom. In the post-

intervention student survey, students were asked whether they found that the assignment 

made it easy to converse in English. Responses to this question were largely positive, with 

85% of students reporting that it did. When asked to explain, one student mentioned that the 

small group size, coupled with the conversational nature of the podcast “broke down the 

barrier of feeling anxious of talking in English”. Another student mentioned that they found it 

difficult to speak spontaneously, even though they usually have a good vocabulary, because 
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“we do it so little in class and just in general in the Icelandic school system”. The former 

answer highlights the benefits of task-based projects that take place in groups outside the 

classroom while the latter answer echoes the literature on the status of English in Iceland 

discussed in the Introduction to this thesis. 

 

6.1.2 Teacher-created podcasts 

Our results indicate that teacher-created podcasts provide an effective way to deliver 

information and reach students in a comfortable and convenient way. In our model episode 

we discussed learning strategies and encouraged noticing (see Section 3.7) and provided 

students with practical information about how we set up the space in which we recorded the 

episode, such as recommendations to increase sound quality. This configuration fits Brown 

and Lee’s (2015) recommendations for effective task-based language teaching, in that 

pedagogical tasks, such as listening to our teacher-created podcast, should ultimately teach 

students how to perform the target task, i.e., the student-created podcast. In addition to 

making the podcast informative, we hoped that it would be enjoyable, since we were 

discussing a comedy, and we emphasized being conversational and relaxed in our discussion.  

 The benefit of teacher-made podcasts to student comfort is highlighted well in the 

responses to our post-intervention student survey question of whether students would prefer 

podcasts versus traditional homework. Most students responded that they preferred listening 

to podcasts to traditional homework and many students specifically mentioned the comfort 

and versatility of the podcast format. Our question of where students were when they listened 

to our podcast underlines this quality further, as it yielded answers that few other types of 

homework could replicate, with student responses varying greatly; from being out on a walk 

with their dogs, to driving, or cleaning their room, and one student was even in the shower. 

 As for the teacher’s perception, Guðný’s answer to whether she would continue 

creating podcasts for students indicate that this part of the intervention was successful. She 

felt that teacher-created podcasts can provide an opportunity to give more control to students 

and that she has ambitious ideas on how to further implement this idea in her teaching, 

especially in regard to literature. However, Guðný also stated that she would not create 

podcasts alone and would prefer collaborating with others for future podcasts. This is in line 

with students’ answers to what made our podcast different from traditional homework, where 

many students mentioned the relaxed, conversational nature of our podcast. This is not 

surprising, as many popular recreational podcasts are essentially conversations between two 
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or more speakers. 

 Guðný’s comment about wanting to collaborate for more podcasts is a topic worth 

exploring further, especially considering her feeling that it can be difficult for young teachers 

to collaborate with older teachers because there can be such a significant difference in their 

technological abilities, as she stated in the pre-intervention interview. Joint podcasts can, for 

the most part, avoid this problem. The production of a podcast by a single talker compared to 

two or more talkers is not significantly different or more complicated. Therefore, if a younger 

teacher is interested in recording a podcast to share with students, it may be valuable to 

collaborate with a more experienced teacher who has taught the material for a long time and 

may be able to offer insight or knowledge that younger teachers might miss. The older 

teacher does not have to be familiar with the technology, but rather just show up and speak 

into the microphone. This way, teachers can collaborate to create an authentic, enjoyable, and 

reusable product that can possibly be used year after year, across classes, and even across 

schools. 

  Furthermore, in addition to creating valuable resources to use in teaching, 

collaborating like this can also strengthen the familiarity and friendship between teachers and 

bridge a gap that can exist between teachers who, apart from working at the same place, do 

not have much in common. Guðný mentioned that during her tenure as a primary school 

teacher, she worked closely with two older teachers and simply meeting with them regularly 

and chatting was very valuable for her. Creating opportunities for younger and older teachers 

to meet is clearly beneficial for all parties and collaborative podcasts can facilitate that. As a 

final note, podcasts can also create an opportunity for collaboration between teachers in 

separate schools. 

 

6.2 Research Question Two – Challenges in Implementing Classroom 

Podcasts 

The challenges we encountered in the implementation of the intervention were varied. First 

off, there were sick or absent students whose groups had difficulties contacting. This is a 

common problem for any kind of group project and ours was no exception. However, most 

students were able to solve or circumvent these problems without Guðný’s assistance, which 

surprised her.  

 Another challenge we faced was getting distance students to participate. We made a 
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point of making this intervention suitable for distance learning, but only one of the three 

distance students in Guðný’s student group completed the assignment. We planned for the 

distance students to form a group, but due to the inactivity of the other two distance students, 

this student recorded and handed theirs in alone. It is difficult to say what hindered this 

collaboration, as the recording program we recommended includes an intuitive distance-

recording feature, which other groups used without problems, even though they did not 

include any distance students. Furthermore, we provided students with a tutorial video on 

how to use this distance-recording feature. All the resources, such as the assignment 

description and our model episode, were available online and Guðný made numerous 

attempts to contact the distance students by email to offer assistance or council. For these 

reasons, we are hesitant to attribute this to our intervention design. However, distance-

learning accessibility is clearly something that could use more care if reimplementing the 

intervention.  

 A third challenge we faced was the design of the vocabulary bingo, and more 

specifically assessing the effect it had on students’ vocabulary acquisition. First off, because 

of the conversational nature of the student podcasts, and the fact that our instructions were 

that students only needed to utter each word included in the vocabulary bingo, we found it 

difficult to be sure which words students uttered in their conversations. Second, we 

implemented the vocabulary bingo with the aim of encouraging noticing, which Nation 

(2013) argues is an effective way to acquire new vocabulary items. However, Nation (2013) 

also underlines the importance of negotiation: that students discuss the meaning of the words, 

making it more likely that they retain the newly learned information (i.e., the words). 

 If we were to reimplement the intervention, we would redesign the vocabulary bingo, 

as we are not confident that it fulfilled its purpose. Many students did not negotiate the 

meaning of the words in the vocabulary bingo at all, and as a result we are not confident that 

they will retain the information. Instead, we suggest that students would have to provide a 

brief definition of the words as they come up in their conversation, as well as putting them 

into context with the events of the episode they are discussing. This would make it more 

likely that students would retain the information, while simultaneously making it easier for 

the teacher to assess whether the vocabulary bingo part of the assignment was completed. 

 The final challenge we faced is that students’ communicative competence in Guðný’s 

classes is varied, and as a result some students spoke more in their respective podcast 

episodes than others. In Guðný’s description, more confident and proficient students spoke 

over those who are not at the same level of communicative competence. According to Brown 
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and Lee (2015) this is a common issue in language classrooms, and they provide 

recommendations for teachers who want to respond to this issue. For instance, they 

recommend that teachers should aim to get to know each students’ individual needs and 

provide them with techniques that cater to those needs. Guðný mentioned that if she were to 

reimplement this intervention, she would assign the groups more carefully, based on students’ 

competence level. 

  

6.3 Research Question Three – Student Satisfaction with Classroom 

Podcasts 

As we implemented two types of classroom podcasts in this intervention, again we first 

address student-created podcasts, and then discuss teacher-created podcasts. 

 

6.3.1 Student-created podcasts 

Previous studies on student-created podcasts have highlighted student enjoyment (Dale, 

2007; Lord, 2008; Hsu et al., 2008; Phillips, 2017, Alarcón et al. 2017). Our findings are 

similar, as a majority of students reported that they were more positive towards this 

assignment than typical school assignments. When asked whether they found the project 

inspiring, the fact that students found it fun seemed to play the biggest role. As was discussed 

in Section 3.6 on motivation, enjoyment is key when it comes to student motivation, and a 

majority of students reported that they found this assignment ‘more’ or ‘much more’ 

enjoyable than oral exams or PowerPoint presentations, which are the most common methods 

of exercising and assessing students’ communicative competence currently, according to their 

teacher, Guðný. 

 Similarly, Guðný felt that students were generally positive towards the assignment 

and many were enthusiastic. She emphasized this positivity in that it is normally not common 

for students to be willing to do more homework to make up for teachers’ mistakes, but for 

this assignment they had no problem with that, when we accidentally assigned the wrong 

episode of The Office (U.S.) to two groups. Furthermore, a student who had not completed 

any other assignment this semester gave this assignment their best effort, and Guðný 

mentioned that students seemed proud of their work. 

 Enjoyment is further highlighted in students’ responses when asked if the project was 

inspiring to them. Students mentioned that they found it enjoyable to create their own 
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podcast, and that this was a fun way of doing an oral assignment with one student saying that 

the project helped them realise that they love speaking English. Lastly, Guðný mentioned that 

she felt that students were proud of their work and were eager to receive feedback. 

 

6.3.2 Teacher-created podcasts  

Previous studies on teacher-created podcasts and podcasts assigned that are assigned as 

homework indicate that students enjoy listening to podcasts as homework (Taylor, 2008; 

Beylefeld et al., 2008; Yeh, 2013; Kratochwill et al. 2016). In fact, as was mentioned in the 

Foreword to this thesis, my own enjoyment of listening to a podcast series as homework in a 

course at the University of Iceland was what sparked my interest in this subject in the first 

place. Our findings are similar to those mentioned in the Literature Review, as students 

described the experience as more relaxed, easier, and more fun when asked if they prefer 

listening to podcasts versus traditional homework. Many answers to this question emphasize 

the versatility of the podcast form, and students mention that they can go for a walk or “do 

other stuff” while listening, while others say that they enjoyed “laying down and listening”. 

 When given a chance to state their opinion of this assignment anonymously, two 

responses stand out in terms of student enjoyment. One student mentioned specifically that 

they thought they should be doing more assignment like this one, as school was repetitive, 

and they enjoyed doing an assignment that was different. Although no other response 

contrasts the novelty of this assignment with other typical schoolwork so directly, many 

responses to other questions include that students found it enjoyable to try something new. 

The other response to the optional question that stands out was by a student who said the 

assignment was fun and they would want to do it again sometime and recommended that we 

use it again in future classes.  
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7 Conclusion 

This design-based research project aimed to identify the advantages and challenges of 

implementing podcasts assignments in an Icelandic upper secondary English course. The goal 

was to create an intervention to solve a real-life classroom problem; one reported both in 

literature over the past two decades, as well as by the teacher/practitioner in the field in 2021. 

The intervention that was developed and implemented was successful, and accomplished the 

set goals, according to the practitioner that tested it. In a post-intervention interview the 

practitioner praised the intervention and said that they would be interested in using more 

podcasts assignments in their courses. 

 We encountered only minor and rather typical teaching challenges throughout this 

process, both in our researcher-practitioner collaboration, and when implementing the 

intervention. According to the practitioner, this assignment made it easier than normally to 

manage issues that can regularly come up when students engage in groupwork outside of the 

classroom. The largest fault in the intervention lies in the vocabulary bingo and its 

implementation.  

 In terms of student enjoyability, a post-intervention survey distributed among students 

showed promising results. Students enjoyed the assignment and rated it much more highly 

than typical oral assignments and homework. A majority of students felt motivated and 

engaged by the assignment. As for the listening part of the assignment, students valued the 

convenience and versatility of the podcast format. Furthermore, when allowed to speak freely 

and anonymously students stated that they would like to do more assignments like this one. 

 As a final remark, we recommend classroom podcasts for English teachers, given all 

the benefits discussed in this thesis. They can be motivating, engaging, and fun for teachers 

and students alike. 
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Appendix A 

Assignment description 
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Appendix B 

Vocabulary bingo 

 

Module Episode Vocabulary Bingo 

1. Working life Season 3, Episode 7: Branch 

Closing 

Absorb 

Regional 

Marginalize 

Integration 

Accurate estimate 

Dysfunctional environment 

Severance 

Manager 

Contrary 

Memo 

2. Growing the 

company 

Season 3, Episode 16: 

Business School 

Foundation 

Modern 

Adapt 

Regional 

Business model 

Manufacture 

Proceed 

Obsolete 

Resources 

Merger 

3. Communication at 

work 

Season 3, Episode 12: 

Traveling Salesmen 

Corporate 

Tax forms 

Transfer 

Undersell 

New York Stock Exchange 

Resources 

Pitch 

Fully stocked 

Fiscal 

Efficient 

4. The art of selling Season 3, Episode 12: 

Traveling Salesmen 

Corporate 

Tax forms 

Transfer 

Undersell 

New York Stock Exchange 

Resources 

Pitch 

Fully stocked 

Fiscal 
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Efficient 

5. Money and finance Season 6, Episode 11: 

Shareholder Meeting 

Shareholder meeting 

Board of directors 

Branch manager 

Investment 

Condense 

Stock symbol 

Going under 

Profitable 

Crisis 

Streamlined 

6. Purchasing power Season 3, Episode 20: 

Product Recall 

Debatable 

Recreate 

Customer relations 

Product recall 

Quality assurance 

Interact 

Credentials 

Non-transferable 

Valid 

Accounting 

7. Managing people Season 2, Episode 21: 

Conflict Resolution 

Conflict resolution 

Mediate 

Negotiation 

Dispute 

Standing appointment 

Committee 

Redact 

Malfeasance 

Conference room 

Sales manager 

 

8. Being responsible Season 5, Episode 2: 

Business Ethics 

Ethics 

Seminar 

Policy 

Misconduct 

Corporate 

Policy 

Branch 

Submit 

Preclude 

Expense report 
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Appendix C 

Student survey 

 


