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Abstract: The present study was conducted to assess the effestorytelling on
I[ranian EFL learners’ motivation and general Endlisproficiency level. 102
homogenized secondary school students at elemelatesl/ of proficiency randomly
were selected and assigned to experimental andralogtoups. Data of the study
were collected within one semester period througbrexposttest design. While the
control group was instructed through traditional @pach, the curriculum of the
experimental group was accompanied by storytellifg.investigate the influence of
storytelling on students’ motivation, Attribute/ NMation Test Battery (AMTB)
guestionnaire was administered after the term. dofiom the results of quantitative
data of this part, a semi-structured interview wasducted. Comparing the results of
the tests and questionnaire of both groups, it veamd that although experimental
group outperformed at proficiency measure, the graups did not show significant
difference in motivational level. However, this clusion was in contrast with
pertained research literature and interview resuiltdich showed that applying
storytelling would greatly motivate students inrteag a foreign language. All these
findings imply that storytelling can be used asedfective pedagogical tool in EFL
setting, but choosing appropriate stories along hwisuitable implementation
approaches is a key point in achieving its educeti@ims.
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Chapter One
Introduction

1.1. Introduction

While the experience of language learning is somgtlinteresting and attractive for some

learners, for some others it is a boring activitatt makes them wish to get away from it.

Teacher domination over the classroom, having &arto do what they are told to, lack of

creativity, learners not having any room for th&arying and being bound by their benches for
over an hour, and following a monotonous schedtdesame of the factors augmenting this
boredom. The problem with traditional monotonoulsestule is the assumption that what goes
on in the classroom is appropriate for all learnghdle there are so many varieties among the
students in terms of their personal characterist&zgning styles, and foreign language learning
needs. Besides that, the activities that learne¥seagaged in traditional classrooms are not
authentic because they are specifically designedefaching purposes, so they don’t have any
similarity to their real life situations.

One of the important issues in designing a syllabwgnether it is flexible enough to account for
all the learners with different personality andrfeag types. While the assigned materials and
teaching resources might be suitable for a grouptwdents, they cannot be adaptable to other
learners’ preferences and learning styles whichltr&s compulsory continuance or if possible to
dropping out the course. The syllabus should atewige this opportunity for the learners to
show their capability in language learning so tinaty can stand out, receive feedback, and get
encouragement.

Among many techniques and strategies availablddi@ign language educators to encourage
students and help the acquisition of a language,etmormous benefits and applicability of
language literature in foreign language learningehdistinguished it from the other techniques
that can be used in a language classroom. Literatuthe language classroom can change the
monotonous schedule, create a much more motivatingonment and provide wide variety of
language input which is adaptable to every learsigte.

Stories as one of the important elements of litgeatire full of enjoyable events and characters
that bring fun, creativity, enjoyment and authetyito the language classrooms.

Having a language classroom supplemented avifarent stories, a change of atmosphere
would be created which brings a feeling of camanademong students who then will be able to
communicate their ideas freely without being bobgdheir psychological drives. Stories have
been found to be so efficient in increasing languegmpetency, and also motivating learners
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and reinforcing positive attitudes toward langusegening (Ellis & Brewster, 2002). They have
the potential to increase learners’ enthusiasm fvi@nguage learning, foster creativity and
create an enjoyable classroom atmosphere in widamérs do not feel afraid of language
learning task and enjoy their learning experieridariner, 2001). Krashen (1982) utters that a
weak affective filter triggers language learning an stress-free environment. The variety
introduced through the story lowers the affectiVef, minimizes the stress, and creates a non-
threatening classroom atmosphere that greatly he#psing and retention of the material.

It needs to be pointed out that when we &lut storytelling, we mean the use of stories in
language classroom as teaching aids that are talgmg with the main instructional materials
rather than introducing them as a source of mare fu
In addition to their potential benefits in changimtassroom atmosphere that have been
mentioned so far, stories have been reported t@ Ipositive effects on learners’ language
proficiency. Depending on how they are used indhssroom and what areas are the main focus
of teaching, stories help to improve different Iskigrammar, vocabulary, and pronunciation.
They expose students to so much amount of vocabalad structure in an authentic context
which can be beneficial for their proficiency ineie areas. According to Scott and Ytreberg
(1990), introducing stories in language classropnesides much comprehensible input that can
contribute to more effective acquisition of thegtetrlanguage.

1.2 Rationale of the study

According to Murphey (1992), language literaturaisaluable tool in language classroom due
to its flexibility, making students culturally avearof the target group, and motivational
capabilities. He sees increasing proficiency asotier byproduct of introducing stories in the
classroom. Stories when regarded as an assistémtelign language classroom and an element
that trigger language acquisition, are regardedeashing aids, so the need to examine their
impact on language proficiency comes up. There ar@aumber of studies proving the
effectiveness of stories in enhancing learners’ettgpment of the four skills, vocabulary,
grammar, pronunciation, and also empowering sleon and long term memory (Wright, 2003).
Young learners benefit from literature since theg do valuable resources of linguistic,
affective, cognitive, cultural and social aspedtalkina, 1995). The need to examine the effects
of stories on young learners’ proficiency and mation becomes evident when we see that there
is scarcity of major investigation on this issueilesmany studies have provided theoretical
justification for it.

1.3 Purpose, Research Questions and Hypothesis

In the first phase of the study, we are going toen® the role of stories in language classroom as
an instructional aid for foreign language educatetsether as a tool for developing the
proficiency of the students or as a motivationatmment that arouse interest and encourage
learners. Two research questions are proposed.
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Q1. What is the effect of storytelling on young leasidanguage learning motivation in
foreign language learning classroom?
Q2. What is the effect of storytelling on young leasidanguage proficiency in foreign
language learning classroom?
Based on these research questions, the followitidgnyypiotheses are proposed:
H1: Implementing stories in language classroom do¢snodivate learners in learning a second
language.
H2: Implementing stories in language classroom dodshawe any significant influence on
learners’ second language proficiency.

1.4 Definition of key terms

" 1.4.1 Language proficiency

When learners are able to speak or perform in ajuieed language, they are regarded as
language proficient individuals. Classificationlahguage proficiency is a controversial issue
because of the existence of various theories anpamigjgogues. Bachman (1990) describes
language proficiency as follows:
“Language proficiency whose distinguishing chamaste is its recognition of the
importance of context beyond the sentence to tipeogpiate use of the language.
This context includes both the discourse, of whinbividual utterances and
sentences are part, and the sociolinguistic s@oatihich governs, to a large extend,
the nature of that discourse in both form and fiomctAlong with this recognition
of the context in which language use takes plaes, dome a recognition of the
dynamic interaction between that context and tkeddirse itself, and an expanded
view of communication as something more than thapk transfer of the
information”.

= 1.4.2 Motivation

Motivation is an inner device that stimulates lemsntoward better accomplishment of their
learning task. It influences how and why peopledess well as how they perform (Pintrich &
Schunk, 1996). Based on Gardner’s (1985) theontjvation is a kind of central mental
‘engine’ or ‘energy-centre’ that includes cdgre aspects, effort, want/will , affective factprs
and task-enjoyment.

In case of learning a foreign language, L&iwation is a complex, multi- faceted construct
involving instrumental and integrative motivatidntegrative motivation refers to a desire to
learn the language in order to acculturate, meab@upming part of the target language culture,
while instrumental motivation refers to a deswelearn a second language to get a prize or
promotion (Arnold & Brown, 1999). In addition todbe, there is another type of motivation in
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language classrooms which is referred to as stm@atimotivation. The motivating factors in this
case involve learning context like classroom coodjt materials used, teacher and student
characteristics and their relationship.

. 1.4.3 Storytelling

The process of presenting texts by teachers irfioifme of telling stories to smooth the progress
of comprehension and developing integrative skils students’ retelling texts in a new
construction is defined as storytelling. Storytedliis carried out either by the teacher or by an
audio program, and it emphasizes a positive, cotlive, and supportive classroom climate in
which students could develop skills in listeningeaking, reading and writing. The theme of
stories are from general interesting topics which taken out from leveled books, their
grammatical complexity are modified based on tellef the students and their vocabulary are
limited to those of the textbook.
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Chapter Two

Review of Related Literature

2.1 History

Until the 1970s in the United Kingdom it was bebdvthat students participated in selective
method schools , should study the ‘classics’ inrthative language as it was a requisite for a
well-rounded education. The principles of grammnanslation method of teaching Latin and
Greek was followed for the teaching of moddoreign languages. Classical Latin and
Greek were considered as the cultural anduistig foundation of current English language
and society and not taught for their communieacapability. The emergence of
comprehensive (non- selective) secondary educataupled with applying technology like
language laboratories and video recorders in taesobom contributed to the emergence of
communicativeness and practicality as the main eomeg factor in curriculum development,
hence big changes in pedagogical principles ofhiegcforeign language. Moving the focus
away from grammar/translation resulted in usingréiture in the foreign language classroom.
However, some contended that since literature ha obvious practical use in terms of
structured EFL language training, it cannot pprapriate for language classroom. Regarding
this, Henry Widdowson (1984), in his ExploratiomsApplied Linguistics said that “literature
(G ) has a way of exploiting resources in a largguarhich have not been codified as correct
usage. It is therefore misleading as a model’. €quently, using literary texts were less
emphasized in language classrooms, and extracteigazine-style articles got the place of full
length works. But in the 1980s, some books andlastiwere published in arguing against this
movement. Among the academic community, Widdowsdrumfit, Long and others
advocated the value of teaching literature class. In that time, Carter and Long (1986)
offered the Cultural, the Language and the Pals@rowth models as three benefits of using
literature in language classroom.

The Cultural Model

Carter and Long (1987) introduced literature a® ‘dlecumulated wisdom, the best that has been
thought and felt within a culture” (p. 2). Valdek9g6) states that “It is simply accepted that
literature is a viable component of secomdjiage programs at the appropriate level and that
one of the major functions of literature is $erve as a medium to transmit the cultofe
the people who speak the language in whicls iwritten”.

The Language Model
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According to Carter and Long (1986), literature BFL classrooms is mostly utilized in a
‘language-based approach’ which can enhance vomgbahd structure learning and can also
improve other creative aspects of language in siigde

The Personal Growth Model

This is the place for the students to express thwim ideas on a text, and intellectually and
emotionally respond to what they are experienciiigs is based on the theory of reading which
believes in the interaction between the readerthadext. “Text itself has no meaning; it
only provides direction for the reader to stoact meaning from the reader's own
experience”.

2.2 Theoretical background

According to Vygotsky (1962), children constructokviedge through other people, through
interaction with adults. Adults/teachers work aely with children in the Zone of Proximal
Development (ZPD). Since we are working with a graf young learners, this necessitates
devising activities and tasks which create intevacactivities between children and peers and
also children with the teacher.

Piaget (1972) called the intellectual stateéhef young learners as “concrete operations” that
are limited in some way. At this point since thteation span of the child is so short and they
just can focus ohereandnow, the activities used in the classroom should [s#gded in such a
way that capture learners’ immediate interest (Brow®001). Incorporating stories in the
language classrooms can meet this need becauskahealways been interesting for the young
learners. Stories can keep learners’ attentionsiedland have the ability of making even the
most abstract ideas so tangible for the students.

Cultural transmission includes curriculum the® that explain individual development as a
process of enculturation or initiation into thetbigcal practices and achievements of a given
society (Oxford et al., 1996). The literature ofaaguage opens the doors to the variety and
cultural complexity of a language. When learneestaught through stories, they are exposed to
some cultural and historic elements that familariearners to the target culture which is so
motivating for the students when learning anotloemdry’s language.

Dornyei (2001) sees a pleasant and suppartagsroom atmosphere as one of the factors that
is motivating for the learners. There are a nuntbdactors that make the students motivated to
continue learning a foreign language. These fachmtsde instrumental, integrative, intrinsic, or
extrinsic motivation. Apart from these motivatingcfors, learners can also be motivated by
classroom factors such as tasks, learning acsvdied instructional materials (Dérnyei, 1998;
Ellis, 1985; Julkunen, 2001; Pinter, 2006). Theksaassigned, activities carried out in the
classroom, and the materials introduced to thenéxarcan either make the students so eager in
the process of language learning, or adjourn ibéyng so dull. The inherent fervor of young
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learners in stories is an efficient tool to makenthmotivated in learning another language either
instrumentally or socially.

Stephen krashen theories are fulfilled iarggliage classroom that stories are an integral part
of it. Krashen believes that acquiring a languagenbre successful and longer lasting than
learning it. Language is incidentally acquired tigh natural exposure to the language whereas
language is learned in language classroom by eix@iplanation. When incorporated into
language classrooms, stories increase the chandaecioiental learning by turning learners’
attention to understanding and keeping the trackhefstory rather than language form, thus
acquisition happens. Krashen also believed thdormg as comprehensible input is provided,
learning takes place. Literature in language ctasarprovides as much input as needed because
stories specially are rich source of input whichynb@ below, at, or beyond the level of the
students. Finally, Krashen regards learning to thigsaoptimal state when the affective filter is
low, that is, the level of anxiety of the learnexsow, and their motivation is high. As mentioned
before, incorporating stories in language learrglagsroom can be motivating for the students
and bring an enjoyable atmosphere into the classroo

The Neurological Aspect

The anatomic structure of the brain brings enougtesmce that in most of the people, the left
hemisphere is responsible for language tasks. Hewescent studies show that the right
hemisphere too plays an important role in someipdanguage tasks. The left hemisphere
analyzes the details and the relationship betwéenwords while the right one deals with
semantic information. Anton (1990) asserted “whelearning activity combines both left and
right hemispheres simultaneously engaged in aqodati activity, an ideal learning situation is
established and the most productive learning otc(ps 1170). A learning situation that
combines both left and right hemisphere would fadté flexible thinking and have several
positive consequences for the process of languagmihg. This tells us much about the
importance of using stories along with actions asld plays in language classroom due to the
integration of oral reading and action and thenagigy both left and right hemisphere. To
clarify the point we think it is necessary to makelistinction betweemxplicit and implicit
modes of learning that are two different types edrhing process. Conscious attention and
analytical learning such as learning some linguistements is referred to as explicit learning.
On the other hand, implicit learning happens wherodcurs incidentally without much
awareness like learning first language or learrsgaoggs. It can be said that applying literature
can be so beneficial for implicit learning which sguated in the right hemisphere. Then for
raising the learners’ awareness about the lingu@tiimponents and more detailed information,
the explicit mode of learning and thus the left igahere would be of great help (Forster, 2006).

Gestalt theory
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Psycholinguistic approach stresses the personalcksg contact between a learner and a
counselor and this is a key feature of this apgro#c humanistic approach callguerson-
centered counselingis developed by Carl Rogers, in which he stipglatieat three core
conditions must be present in a counselor teacheeffectively carry out the process of
teaching/learning: unconditional positive regardngruence, and empathic understanding. In
this view, the subjective experiences of the learrshould be emphasized. Self-actualizing
tendencies are client/learner’'s actualizing inclora that Roger postulated they will lead to
growth and empowerment (Rogers, 1974, p. 120).

In 1910 some psychologists whose pioneer Wréz Perls developed the Gestalt approach
to counseling and therapy from a psychological theof perception known as Gestalt
psychology, that was founded by May Wertheimer, ffoig Kohler, and Kurt Kofka in
Germany. The main idea behind the Gestalt psyclolsgthat human experience must be
understood and considered as an organized whdlerrditan separate components. Since Gestalt
theory and therapy supports learners with gettmgouch with unexpressed feelings such as
resentment, rage, hatred, pain, anxiety, grieff gnd abandonment, it is evident that the theory
views people as capable of directing their own tgreent. Thus, when people feel the sense of
responsibility for their lives, they tend to setftaalize, and the final empowerment will be
achieved as a result of this self-actualizatiorsoAlGestalt approach has introduced an approach
to teaching a second language to counseling amdpheand its idea is presented by Curran
(1976).

From Gestalt point of view, teachdreidd account for students’ whole person in which
in addition to students’ intellects, instructorsnsmler the relationship between their feelings,
psychological reactions, instincts, and desiree&or.

Implementation of stories in languatgssrooms can create situations in which students
are exposed to much comprehensible input, inteigdbpics that arouse students’ intellect,
feelings and emotions, and reading aloud and testhdent talk which results in more
interaction. Stories are capable of attributingglzage learning to the students’ instinct because
human being is raised in situations where stonied@d and recite from person to person so the
desire of an individual to listen to and reciter&@® is an instinct knack born with human.

2.3 Story telling in classroom

Stories have always attracted people and have dmewe of inspirations and enthusiasm. Over
the centuries epics, myths, legends, and folk théese excited, inspired, and entertained and
story teller have had special recognition among gheple. In most cultures storytelling is
considered as the most frequent joint activity leemvadults and children. It is also the motive
for longer conversation holding verbal interactioetween children and adults. Stories have
always been the bed time friend of the children #edextent of speech addressed to children is
a predicting factor in language development. Sorysteading can be viewed as a tool for
language improvement. In classroom, storytellimgpag all different options of activities and
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literary material, is really helpful in learning daise it appeals to learners’ imagination,
increases motivation and, above all, create aaiwh meaningful context. It is one of the most
frequently used activities, with beginners andddisginners. In most countries storytelling is an
established part of the curriculum, and they aresitered as a first-rate resource in child’s own
language teaching. Based on recent studies, Vibileyear-old children generally can tell
stories in snatches (the type of story in which ¢hdd passes randomly from one event to
another, leaving out key facts as understood),ysa-olds are able to tell stories including
cause and effect relationship between differenuoeaces. The main features of storytelling
such as the location of the action in space and,tthre main plot and the final outcome can be
implicitly recognized by six-year-old children. Gvimg up, children little by little will be more
able to produce stories. As their age increasefjreh’'s ability to follow and enjoy stories
improves too. Sometimes, children’s desire todedtory is the best indication of how much they
enjoy it.

2.4 Story telling in language classroom

The texts based on traditional structural approacre the newer, integrated, communicative
courses are not considered efficient for the irgirepdemands of the academic classes. On the
other hand, a motivating medium for language legyralassrooms is to implement a syllabus
based on authentic children’s stories, which allps$hfostering the development of the thinking
skills that are needed for L2 academic literacyadidition, stories are powerfully capable of
bringing about change in language classroom by ldpiey pupils’ intercultural awareness
while at the same time nurturing empathy, a tolegaior diversity, and emotional intelligence.
Children’s stories are defined here narrowly asietotaken out from authentic sources, but
simplified for the sake of teaching some grammatcants and vocabulary though the theme is
tried to be as close to the real life situatiorpassible. Basal readers, or reading scheme books
are perfect example of developing such storiesrat@pecific vocabulary. According to Ghosn
(2002), authentic stories are regarded as a gderhative to the traditional bottom-up approach
in EFL classroom. She proposes four reasons fagugerature in EFL classrooms:

First, authentic literature provides a motivatingganingful context for language learning, since
children are naturally drawn to stories.

Second, literature can contribute to language legriit presents natural language, language at
its finest, and can thus foster vocabulary develeqnin context. As Collie and Slater (1987)
have pointed out, it stimulates oral language ardlves the child with the text; it also provides
an excellent medium for a top-down approach to uagge teaching. Language materials
contained in literary text can foster languagerieay because they are interesting, integrates the
four skills, offer predictable natural languagetthan develop word recognition. Also literary
texts promote reading and writing ability and tlaeg not grammatically ordered. While in most
classes of primary EFL teaching, course books facusimple present tense, literature provides
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opportunities of working on all tenses. This isrsgpful because children’s lives are mostly
organized around narratives. “It seems to me thaties, with their often familiar ‘story
grammars’, provide an ideal context for verb teasquisition. Literature may also help L2
learners to internalize the new language by progdiccess to a rich variety of linguistic items
and a context for their communication efforts” (Ghp 2002). Literature provides the
opportunity of exposing learners beyond the “w@rig&in” level of the language which includes
dialogues about mundane daily activities. Storiesligely to generate much more “pupil talk”
than artificial language text. This kind of langeamotivates the students and creates more
interaction between the students and the teachiehwsults in meaning negotiation.

Third, literature can promote academic literacy #ndking skills, and prepare children for the
English-medium instruction.

Academic literacy also requires critical thinkisgills, and literature offers a natural medium
through which students can be introduced to the typthinking and reasoning expected in
academic classes. In case of storytelling, theskide looking for main points and supporting
details; comparing and contrasting; looking for seeffect relationships; evaluating evidence,
and becoming familiar with the type of languagedeekto express the thinking. Also, being
highly generative, good literature allows the teadio expand the themes while making use of
the new language in different contexts, and accodates to student needs and interests.
Fourth, literature can function as a change aggoud literature deals with some aspects of the
human condition, and can thus contribute to thetemal development of the child, and foster
positive interpersonal and intercultural attitudegerature can play a very significant role in
developing empathy and tolerance based on dataradated from research on multicultural
literature and peace education, though the oppdiganfor communicating these sorts of
socially beneficial themes have not been exploitedEFL programs so far. Literature helps
learners gradually understand themselves and thilel vaoound them (Bettelheim, 1986), as a
result learners better find out about the behavarg feelings of others that is necessary for
empathy, tolerance, and conflict resolution.

Contemporary literature sets the stage for theesitsdto gain insight into the target language
culture. Stories have the ability of reflectingg@t language culture by showing the characters in
contexts of foreign language culture. In choositggiss for the classroom, the teachers should
consider the fact that stories be related to tlevaling cultural value of the time rather than
being about out dated costumes.

2.5 Storytelling and motivation

Motivation, as a psychological term, usually referghe initiation, intensity and persistence of
behavior. The static and dynamic conceptions ofivatbbn were synthesized in a short

definition by Dornyei (1998): “(motivation) is aquess whereby a certain amount of instigation
force arises, initiates action, and persists ag Es1no other force comes into play to weaken it
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and thereby terminate action or until the plannedca@me has been reached”. In another
definition posed by Slavin (2000, p. 327), motigatiis defined as “an internal process that
activates, guides, and maintains behavior over’titnéensity and direction of motivation may
vary though they are difficult to separate. In &ddito getting students engaged in learning, it is
important to determine how much they will learneNalue placed on motivation for learning a
foreign language is emphasized by some scholarivdimn “provides the primary impetus to
initiate second or foreign language learning arndrl¢he driving force to sustain the long and
often tedious learning process” (Guilloteaux & Dgen) 2008 p. 55).

Doérnyei and Clement (2001) classified almost adl thotivational constituents of the selected
models/frameworks into seven broad dimensions:

1. Affective/integrative dimensiorefers toattitudes, beliefs and values associated with the
process, the target and the outcome of learningwduie a general affective “core” of the
L2 motivation and it includes variables such agéfnativeness,” "affective motive,"
"language attitudes,” "intrinsic motivation," "#&tiiles toward L2 learning," "enjoyment”
and "interest".

Gardner (1985), in his landmark account of a secioeational model of language
acquisition, wrote that motivation to learn a fgreilanguage can be described as a
complex of constructs, involving both effort andsile, as well as a favorable attitude
toward learning the language at hand. This modapted the notion that self identify
and identification with the foreign language comityins important to the language-
learning process. For example, a student may feedrhshe does not “fit in” with the
target language speakers (a demotivating facterjpay want to “fully integrate” and
become, perhaps, completely passable as a nateakespof the language (a highly
motivating factor). Where one is along this contimuis described as one’s integrative
motivation, or how much one wants to integrate \lih target language community.

2. Instrumental/pragmatic dimensioreferring to extrinsic, largely utilitarian factossich
as financial benefits. Learners who are instrumbntaotivated may want to learn the
foreign language to achieve a practical goal, sagch job promotion or to obtain course
credit (Gardner & Macintyre, 1991).

Arnold and Brown (1999) explain: Extrinsic motivati comes from the desire to get a
reward or avoid punishment; the focus is on somgtleixternal to the learning activity
itself. With intrinsic motivation the learning exjence is its own reward (p. 14).

Intrinsic motivation comes from the joy or pleasuaerived through language learning
itself, while extrinsic motivation results from theesire to obtain some particular
outcome.
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3. Macro-context-relatedlimension, refers to broad, societal and sociadcaltfactors such
as multicultural, intergroup and ethno linguisttations.

4. Self-concept-related dimensiomefers to learner-specific variables such as self-
confidence, self-esteem, anxiety and need for aehient.

5. Goal-related dimensiorinvolves various goal characteristics. Provided tharners set
realistic goals for themselves, they are motivatedchieve and follow their specified
goals. Goals provide the direction people neeceéahn their destination, the motivation
to sustain them on their trip and a way to meathe® success.

6. Educational context-related dimensiamfers to classroom setting and school context
which are the immediate learning environment.

7. Significantothers-relateddimension, refers to the effect of students’ paremtd friends
on their motivation in language learning.

Human motivation to learn is a complex phenomemenlving a number of diverse sources and
conditions. Some of the motivational sources aeaton specific, that is, they are rooted in the
student's immediate learning environment, whereasesothers appear to be more stable and
generalized, stemming from a succession of theestigl past experiences in the social world
(Dérnyei, 2000).
The conceptual framework of children at a young agstill in the process of development
which will make it possible for them to processdaage as an abstract system (Thornbury,
2006). Also, children’s attention is so short aneytare highly probable to lose concentration on
activities that need full attention or analyticrtking. So during every kind of learning especially
language learning, they need frequent changestioftgcthey need to be provided with kinds of
activities that they enjoy and activities that stiate their curiosity and capture their attention;
also they need to be kept active themselves (Harr®J1). When children encountering an
activity, they interpret it and find it meaningfoih their own terms. So when designing materials
for young learner courses, we should bear in minad &ctivities need to be child-centered and
communication should be authentic (Peck, 2001,38).1Limiting class activities on daily life
and routine work may create boredom in languagesekasince they lack variation, do not sound
enchanting, and are unlikely to create an animatadsroom atmosphere. Communications
occurs when there is a free and light-hearted gthwre while a nervous and unbending
atmosphere builds invisible obstacles in commuinoat The solution is to plan for strategies
that interest students and make them motivatededearning task. Nowadays, motivation, and
in general anything to do with factors which afféoé emotions are considered crucial in all
learning processes. Ddrnyei and Csizér suggest ithatrder to make language learners
motivating, material developers should strive for:

» Create a pleasant, relaxed atmosphere in the otaasr

* Teachers should bring in humor, laughter and smdesfun things in class, and have

game-like competitions.
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» Present the tasks properly.

* Make the language classes interesting

» Encourage creative and imaginative ideas, encougagstions, and share responsibility

by having students help organize the learning.

» Personalize the learning process.

» Familiarize learners with the target language caltu
Young learners really enjoy stories because théiyade children’s imagination and sense of
enjoyment, are interesting for them, meet their @nal, cognitive and psychological needs and
bring variety and change (Malkina, 1995). Also,rigt® provide a context that holds students’
attention (Cooter, 1991).
Stories increase interactional opportunities amthreg students because the lively atmosphere
and real life environment created by stories ermges the students to talk and discuss with each
other. Besides that, stories can decrease nervesiseeause learners who are fully attending to
stories are not in stressful situation. Stories @apable of bringing reality to the language
classroom because children can actively take paitamatizing the stories they hear, extending
and adding more details to them (Ji, 199®arners come to language classroom with varying
needs and it is unlikely that a single course boolkld address these varied needs. Cameron
(2003) offers using differentiated tasks, provisafiremedial literacy skills, increasing learner
autonomy and adopting a different approach altegetWe hypothesize that introducing stories
to the curriculum can create such condition anddsria different approach.
Stories can be motivating because children readirggory in their L2 use all the resources
available to them to try to make sense of it, anfind out what happens in the end. When they
reach that understanding, they experience thefagtisn that comes from using a foreign
language to achieve a real goal: “Motivation becegyonymous with a process of engagement
through which the learners begin to feel a sensénwaflvement with the target language”
(Sivasubramaniam, 2006, p 262). This kind of mdibrais resultative motivation which refers
to the case in which one who experiences succeksining may become more motivated to
learn. Resultative motivation can reflect Cookisw (1996) that motivation goes in both
directions. “High motivation is one factor that sag successful learning; successful learning,
however, may cause high motivation” (p. 99).

2.6 Storytelling and proficiency

There are a plethora of models proposed for larguyagficiency since it is not easy to
straightforwardly determine the skills and competelearners need to speak a second language
and also to act appropriately in second languatyatsan. The following is one of the models
that claim to account for all the components ofjlsage proficiency developed by Bachman and
Palmer’s (1982).

Componential model of strategic competence
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Bachman and Palmer empirical study (1982) resuitdatie development of the most important
models of language proficiency which has been usedany contexts and defining proficiency
in many areas related to second language teachinegmodel consists of linguistic competence,
pragmatic competence and socio-linguistic competehanguage competence components are
made of two broad categories namely organizatiooapetence and pragmatic competence.

Language competence

T~
| s

Grammatical Textual illocutionary

Sociolinguistic

Competence Competence Competen

Competence

J g J 0

Vocabulary Cohesion Ideational ( Sensitivity to

Morphology Rhetorical functions dialect or vayiet

Syntax orgatian Manipulative Sensitivity to

Phonology/ functions register

graphology Heuristic < Sensitivity to

functions naturalness

Igwaative | Cultural References
rfetions \ & Figures ofSpeech

Fig. 1: Components of language competence (BacHrfga:87)

Organizational competenamnsists of “abilities involved in controlling tHermal structure of
language for producing or recognizing gramoadlty correct sentences, comprehending
their prepositional content, and ordering theanform texts” (Bachman, 1990:87). It also
includes grammatical competence that is vocabpulamorphology, syntax and
phonology/graphology and textual competence that kaowledge of rules of cohesion and
rhetorical organization.

Bachman defines (1990: 89-9@ragmatic competenceas  “the relationships between
utterances and the acts of functions thagalsgrs (or writers) intend to perform through
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these utterances, which can be called the illonatipforce of utterances, and the characteristics
of the context of language use that detegntime appropriateness of utterances”. Pragmatic
competence and also illocutionary competence iateél to knowledge of the pragmatic
conventions which are required to have an acceptaelformance of language functions
[1990:90]. It comprises ideational, manipulativeeuristic, and imaginative functions and
sociolinguistic competence which refers to theidowuistic conventions that are needed to
perform appropriately in a social context (1990.%urthermore, sensitivity to differences in
dialect or variety, sensitivity to differencas register, sensitivity to naturalness, atine
ability to interpret cultural references and figsirof speech falls under the category of
sociolinguistic competence.

Bachman (1990:84) describes Communicative Laggu Ability “consisting of both

knowledge, or competence, and the capacity fmplementing, or executing that
competence in appropriate, contextualized comcative language use.” It consists of three
components: language competence, strategic congegtend psycho-physiological mechanisms

(Fig.2).
Knowledge Language
Structures Competence

Strategic
Competence

Psychophysiological
mechanisms

Context of
Situation

Fig.2 Components of communicative language abiliigommunicative language use (Bachman
1990:85)

Bachman (1990:107) describes psychophysiologicahnechanism as the auditory/visual
channels and the receptive/productive mode, whielemployed in language use.
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On defining strategic competence, Bachman (199G8%)arks with redefining the relationship
between competence and performance, claiming thaas dynamic qualities. This dynamic
quality is shown in Fig.3, where strategiompetence plays the central mediating role
between knowledge structures, language comgetesnd context of situation.

Strategic competence is central to all communicatidt achieves its orchestrating role by
carrying out a mediation role between meaninggntions (the message which is to be
conveyed), and underlying competences, backgr&nowledge and context of situation.

= 2.6.1 Teaching Proficiency through Reading Stogs
(TPRS)

Incorporating TPRS in language classroom accoumtslf aspects of the language competence
needed to achieve proficiency based on what isqaeghin Bachman and Palmer (1982) model.
Created in the early 1990’s by a High School Spaneacher named Blaine Ray, TPRS
combines aspects from a wide variety of foreigngleage teaching methods to create an
innovative and effective means of training students second language, which, if employed
exclusively, presents an important departure fré/a way languages are generally taught
currently.

The method combines Dr. James Asher's Total PHyBieaponse (TPR) with Dr. Stephen
Krashen’s language acquisition strategies, allowisgto teach grammar, reading and writing
along with vocabulary. The traditional TPR evolweith the feedback of the teachers by the year
2000, there was a much larger emphasis on readohtha spoken class story.

The basic principles of TPRS are providing lotxomprehensible input in context, motivating

students with personalized, comical stories thhtas# conducted in the target language. In
teaching through TPRS, target vocabulary and gramaisstructures are repeated many times
by using various questioning techniques. Fluen@aclieved by implementing activities that are
common in the first language acquisition case saghepeated words, telling stories, reading
stories, etc. TPRS lessons begin with the intradoatf vocabulary and complex structures. The
teacher then assigns a story containing new voaapahd structures which is read orally in the
classroom. The first two steps are followed up wiading. In such a learning situation, as
envisioned by Dr. Krashen, students rapidly acquive target language effortlessly and

involuntarily. The method relies heavily on thedfilhypotheses of The Natural Approach of
Stephen Krashen: the acquisition hypothesis, thatihypothesis, the natural order hypothesis,
the affective filter hypothesis and the monitor besis.

We can make sure that the method based on TPR#8desothe necessary amount of
comprehensible input because it contains a lotasfes during a course so it is possible for it to
hypothesize that learners acquire all aspects ddnguage through comprehensible input.
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However, this view has been criticized on the gdsuthat input is not sufficient for language
acquisition, and that learners need also to prodiacguage. According to Swain’s
Comprehensible Output Hypothesis, it is not requtgefocus on especially syntax, or grammar,
rather input can be understood purely in termseafantics and pragmatics, or the raw meaning
of the utterance. Although some syntactic strustweuld be learned through input, output is an
important factor in the development of a syntactiogrammatical understanding of the target
language. Although teaching through input is thenpry means of instruction, it is not the only
channel. When asking the students to produce laggira the form of retells, free writes,
discussions and answering questions during theestaran we claim that TPRS students are able
to experiment with the language on their own; hosveit is not a whole class activity for them.

The other discussion that focuses on language biggateraction Hypothesis, which basically
states that acquisition arises from the negotiattwrmeaning that occurs during any language
interaction. Stories taught by TPRS provide oppuotyufor interaction between teacher and
students and among students themselves. Storieepeated many times and the teacher is
supposed to constantly check for comprehensiomugirohe process of questioning so there will
be much interaction in the classroom due to thpuiyiroduced.

As Communicative Language Teaching has become th&t midely accepted approach to

language pedagogy, the practices of any new methodld match up with this approach, unless
it can provide a valid argument as to why it does MPRS adhere to most of CLT’s principles

though it does not discuss CLT explicitly. CogratiPrinciples, affective principles are the

common principles shared by both TPRS and CLT. @nlyhe cases of certain principles does
TPRS deviate from CLT. In the case of “Strategiecelstment,” TPRS does encourage a wide
range of learning styles, though not all of them.

Cognitive Principles

Issues related to the way brain process languageederred to as Cognitive principles. The
components of cognitive principles are briefly eledied here.

“Automaticity” refers to the ability of simply comghending or producing language without
having to think about what they are hearing or g, it is the “feel” for a language that fluent
speakers exhibit (Brown, 2001). “Meaningful leaqinis the process of “subsuming”
information into existing structures and memorytsyss in addition to creating links between
these various systems which promote maintenanctheofindividual forms (Brown, 2001).
“Strategic investment” that refers to learner’s divivestment” in the language learning process
is an essential aspect of language learning. dhes of the areas where one might find fault in
TPRS.

The main shortcoming of TPRS is its fairly monotosochoice of techniques. Howard
Gardner’s theory of multiple intelligences is beéd to be a good response for this criticism.
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Claiming that all humans have 8 different typesntglligence, the theory says that people vary
in displaying greater aptitude in some intelligerac®l less in others. The intelligences are as
follows: Linguistic, Logical-Mathematical, SpatidBodily-Kinesthetic, Musical, Interpersonal,
Intrapersonal and Naturalistic. According to Dr.oftas Armstrong, TPRS teaches the various
intelligences. Students come to the language dassrwith varying learning styles and
storytelling, which sometimes is accompanied bylatt actors portrayal, caters to the needs of
students with strong linguistic, spatial, bodilyx&sthetic and interpersonal learning styles. Even
auditory learners are encouraged through TPRS wbegs as mnemonic devices are used in the
classrooms (Webster, 25). Intrapersonal or intrathpe intelligence is satisfied when the
learners are encouraged to personalize the stahesgh this is less obvious. For naturalistic
intelligences, Armstrong also claims that storiagecfor this type of intelligence because of the
involvement of animals and exotic places. Finallging numbers in stories and grammatical
patterns stimulates the logical-mathematical iigetice (Armstrong). While it would be
challenging to find any method that completely aqdally satisfies all of the intelligences, this
also holds true about Gardner’s theories becausebthe major drawbacks to TPRS is that it
may not fully supply the needs of all students largguage classroom.

Affective Principle

Anything that may affect students’ anxiety and tredtitude towards the target language fall
under the category dfaffective principles. The “Language Ego” states that students will
develop a second ego when learning a foreign laggyaad that ego causes the creation of “a
sense of fragility, defensiveness, and a risinghbibitions” (Brown, p. 61). “Self-Confidence”
refers to the learners’ beliefs in themselves, ibaif learners believe that they can accomplish
language learning tasks and activities, their chaoic actually accomplishing them is much
greater. Based on the “Risk-Taking” principle, “Sessful language learners should attempt to
produce and to interpret language that is a bibbéytheir absolute certainty” (63). The final
principle in Brown “affective” category does notpiyp to TPRS as well as the others. “The
Language-Culture Connection” principle refers te ifiterconnectedness of language and culture
and that teaching culture should be an integral phthe language classroom (Brown, 64).
Although in the methodological layout of TPRS, thain focus is on language acquisition and
culture is not discussed, TPRS does take accouheahstruction of culture.

Linguistic Principles

The issues learners encounter while learning setdamguage which arises from the language
itself are “linguistic principles”. The first prif@e is “Native Language Effect” which states that
the native language can both interfere and fatlisecond language learning. “Interlanguage
principle” discusses the fact that, regardlessefdrder of the structures that are taught, trere i
a general, natural order in acquiring a language.
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= 2.6.2 Storytelling and Grammar

The grammatical structures included in the stogusthbe seen mainly as formulaic expressions
which do not need grammatical analysis but whighlmalearnt in an ongoing way because they
appear frequently in stories in appropriate costeithas always been argued that grammar is
best acquired through comprehensible input whicmase pleasurable than learning grammar
through instruction. Rodrigo (2006) found thatefiners be exposed to a great deal of input
through listening and reading, grammar can be aeduncidentally. When acquiring grammar
through listening and reading, learners do not rieeattend to language forms and are able to
apply it intuitively in the actual language eus Not only does conscious attention to
grammatical rules take up massive amounts of stesdéme and mental energy, but also the
students may not be able to perform apprtogyian the real life situation. As long as
learners can use the instructed rules of grammacinal language use, can we say that they
have acquired the rules properly. Grammar instoacshould be in such a way that learners can
apply them in reading and writing. Ray (2005) miaithat repetitive exposure to comprehensible
input results in the acquisition of language suues. Therefore, learners need to be given a
great deal of input for acquiring a language.

= 2.6.3 Storytelling and Vocabulary

Most of the new language in stories is perfectlytertualized and it is usually repeated more
than once, therefore the listener has more thanoppertunity to understand the meaning. If
additional information is also given to help leasith the comprehension of the story (as with
visual aids for example), the introduction of newrds need not be a huge task. There are a few
reasons why stories can help memorization. Dd-danta (2002) found that learners exposed
to input during negotiated interaction with or lwatit production of pushed output will attain
higher levels of L2 receptive and productive vodabyu acquisition than learners exposed to
non-negotiated, pre-modified input. Graesser an@tiOf1995) and Wood (2003) assert that
stories have a structure that helps retrieval f@rmation. They report that in a study from 1969,
Bower and Clark showed that participants who amredngpcabulary words into story form were
five times more able to remember new vocabularg theticipants in the control group.

Similarly, in his theory of multiple intelligence&ardner (2006) advances the notion that
students are more effectively taught when theyivecestruction that addresses their different
kinds of intelligences. Furthermore, by engaging s8enses more actively and creating an
emotional reaction through the telling or writinfystories, people are better able to retain new
knowledge, including vocabulary (Willingham, 2009¥illingham further declares that stories
are easy to comprehend because the audiences ahthbestories often know the structures of
those stories. In addition, stories are easy toereber due to the causal structure of stories
where a part of the plot in a story helps peopfeember other parts of the same story. It follows
that by comprehending and remembering stories pampi better retain vocabulary from stories
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as well. In fact, according to Schank and Abelsb®96), people remember by telling stories
especially when the telling of stories is rehearsdttough the act of storytelling, memory is
constituted, and conversely, the stories we tellb@sed on the memories we have.

Storytelling has many benefits regarding the improent of memorization as follows: First, it
can help in the understanding of concepts and tietenf information (Casey, Erkut, Ceder, &
Young, 2008; Hutchison & Padgett, 2007). Secondgaih improve literacy skills such as
building vocabulary and enhancing speaking, listgnreading and writing skills (Collins &
Cooper, 1997; Egan, 1986). Third, stories are § effiective method of memorization (Egan,
2005; Schank & Abelson, 1995; Willingham, 2009).

= 2.6.4 Storytelling Critics

Although literature shows many advantages aboutdlgeof storytelling in classroom, there are
some drawbacks about it which impede its applicafreely in language teaching. TPRS is a
growing movement among foreign language teacharsicplarly in the United States, but it has
established little coverage in academic world. TR®&ytelling is unusual in that it has received
little support on the part of publishers or academstitutions. It is an ordinary movement
among language teachers who tried to apply it with desire of reaching more students and
achieving better results in comparison to the mnevimethods. To this end, they have published
their own materials and teaching manuals, and tegcim TPR Storytelling is commonly
accessible at workshops by existing TPRS teachénsirthan at Teacher Education College.

Furthermore, there are some obstacles in the wésaching language through TPR story telling
at classroom level which are as follows:

Time
Regarding the length of the class, in comparisopr&vious methods, a curriculum involving
story telling may need much more time.

Tests

Language instructors are not sure if TPRS-taugidestt would exceed on a standardized test.
Especially in case of grammar point questionsa# been found that TPRS-taught students excel
when it comes to reading comprehension, writing, speaking.

Another worth mentioning point here is that somelshts are very good at learning language.
Those who would do weakly on a traditional gramr@rébulary test will probably do the same
on a similar test even after being instructed tgloiPRS. However, true TPRS teachers don't
apply traditional tests to assess the ability efrtstudents. These teachers would do their best to
meet the ACTFL proficiency guidelines.
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Preparation for college courses

TPRS-taught students would be unfamiliar with bé@ag techniques and expectations of the
instructors of foreign language classes in college.

Articulation

As the goal of TPRS is acquiring language rathantmemorizing grammatical concepts and
rules, the students may be unfamiliar with the iexpgrammatical terms.

Grammar Instruction

TPRS only teaches "pop-up grammar”, by which #dseher only gives a simple and concise
explanation for why a phrase means what it doedevehteacher in grammar-based approaches
teaches all possible forms of a grammar point @adtices some activities to make sure if the
students have learnt it or not. On the other h@RiRS teachers do not cover much grammar and
the material they teach is not in a linear mansey students do not learn how to conjugate verbs
or learn other grammar that will place them in adyposition to advance or the next level of the
course.

Difficulties aligning TPRS lessons with textbook

For determining the levels of instruction, schoailsstitutes and districts need particular
curriculum and syllabus and textbooks, especiallyenv the next level of articulation is
concerned. This will expose TPRS teacher with stim#ations because the teacher will be
obliged to come up with very contrived stories where focused on particular grammar and
vocabulary points in the course book. In sum, tregemial taught under TPRS can be at odds
with the material taught under other teaching stiass. Thus, there are many teachers who see
TPRS only as a complementary teaching strategyctirabe used together with other strategies.
Such teachers do not defend nor reduce the valliPRS, but put it into practice as they see fit.

2.6.5 Review of Literature

According to Mello (2001), storytelling has beeredisas a method of teaching since ancient
times. In all cultures, storytelling has paved thay of transmitting important knowledge.
(Gordon, 1978; Collins & Cooper, 1997; Leeming &i8g 1997).

Using a standardized Second Language Proficieneynthation, Varguez (2009) compared four
beginning high school classrooms with differentctéag methods and socioeconomic status.
She found that the TPRS classroom performed bétien the traditional classroom when
socioeconomic status was held constant, and undérged students who were taught with
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TPRS equaled those students who were taught iititcrzel method in the more prosperous
school district.

Administering a final and an oral exam, Watson @00ompared two
beginning high school TPRS classrooms and onetitvael classroom.
Results demonstrated that the TPRS classes outpexdothe traditional
students on both tests, and that the distributronarmal curve was wider
pan o in the traditional classes. This documents thé ttaat when taught with

= traditional methods, some students failed and stlseicceed, whereas
more students can succeed with TPRS.

100

50

0

Spangler (2009) found that middle school and highosl students in TPRS classrooms
significantly outperformed classrooms using Comroative Language Teaching on speaking,
and that the two groups of students performedahgeson reading and writing.

Davidheiser (2001) listed some benefits of TPRShsas improving pronunciation and
vocabulary memory, reducing anxiety, promoting \atiearning, providing a natural way to
learn language, and being appropriate for differgqtes of learners. He argues for the
integration of grammar instruction with TPRS at tlodlege level.

Braunstein (2006) asserted that even adult ESLleatsdwho expected more traditional way of
teaching and learning, had a positive reflectiomai@ TPRS. Students showed more enthusiasm
about learning and reported that the methods hetpeth in remembering vocabulary, and
understanding English as a whole.

“[Webster's] research found unusual success onmAtheanced Placement exam by students of
TPR teachers” (p. 271), and “[Webster] conclud@®RS students are more than prepared for
college.

Kariuki & Bush (2008) in another TPRS study, “Thieets of total physical response by
storytelling and the traditional teaching stylesaoforeign language in a selected high school”
,found similar results to Webster’s findings.

The results from a summative test following theckéag of a unit in Spanish | to both the
experimental and control groups are as followsstFistudents taught using TPRS strategies
scored significantly better overall than studertsght using traditional strategies. Secondly,
students taught using TPRS strategies scored isigmify better in vocabulary acquisition than
students taught using traditional strategies.

Every empirical research study on TPRS to datefbasd that TPRS students outperform
traditional students on some measures of langulais—sparticularly on speaking. No study
has found that TPRS students underperform traditistudents.
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There are some studies which have shown the pesfiect of stories in language classroom,
however they have not used TPRS as the way of iygpsyories. Here we have referred to some
of these studies.

Dombey (1995) did a case study in which he examieahd 4-year-old children’s experiences
with storytelling and the potential effects of tha=sxperiences on the children’s future success in
learning to read. Subjects were students attendinggof two nursery school classes held at a
large primary school on the south coast of Englahidese children came from families
experiencing financial, social, and physical praofde Results indicated that: (1) storytelling
helped to gain the students’ attention; (2) thraugtthe school year, the children began to move
toward more explicit, individual self-expression daraway from dependence on shared
observations; (3) some children had substantialsged learning language styles very different
from those found in their prior conversational exgace; (4) in October, only 21 percent of
teacher-child dialogic interactions were initiateg students, but by May, this number had
increased to 54 percent; and (5) children expeei@meany positive gains, in various areas.
Phillips (2000) in a 4 week storytelling-based peog for preschoolers (3-5 year olds) explored
the value of storytelling in early childhood educatand on developing the children’s listening
comprehension and storytelling skills, enhancingirtimagination, and fostering a sense of
community, through creative exploration of stori€se stories were accompanied with a variety
of variety of extension activities that includedpoptunities for children to tell their own stories,
draw stories, and act out stories, which were aesigo match different interests and styles of
expression. It was concluded that through the tbinyg program, the children readily absorbed
the storylines. Moreover, the program was a soofaaspiration for children’s exploration of
knowledge. The researcher argued that storytelinganced children’s awareness of story
structure and that they could recall and comprelmeoi effectively.

Tsou (2002) investigated the relationship betwetmytelling and language learning at the
primary school level. The researcher compared tlasses -in one, the teacher incorporated
storytelling into her teaching method, in the otlsbe did not. The result indicated that the
teacher talks in the storytelling classroom wefeetgnt from that in the non-storytelling regular
English classroom. In the storytelling classroom tisacher used more open questions, prompts
and student volunteers.

Groce (2004) tried to describe how elementary temchsed their experiences in a storytelling
training to teach lessons in language arts, scjesgeial studies, and bilingual education.
Storytelling was found to be a valuable tool fortivating students to listen and engage in
content area lessons, improve reading skills ahdrstin the content areas, and as a springboard
for beginning units and skill development.

Lordly (2007) in a study examined the impact ofrgielling in the classroom and what
motivates individuals to engage in storytellingstrytelling methodology was introduced in an
undergraduate nutrition course as an opportunityetthance the teaching and learning
environment. A 28-item, multi-part, self-adminigtdrsurvey was distributed to the class. Survey
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responses indicated that educators’ and studetasytslling could positively influence the
learning environment. This occurs through the deabf a greater focus on personalized
information, glimpses of real-life experience, awection with a topic as participants recognize
similarities in their own personal experience andwledge, and connections between different
topics and through the emphasis on key concepts.
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Chapter Three

Methodology
3.1 Participants

We have selected two types of English classes,obwehich has story telling in their regular
schedule while the other class follows the tradaiomethod of teaching without employing
stories for teaching. The classes of stories ardreatment group which consists of 60 students
while those not having stories are the control gratnich consists of 42 students. First of all we
have tried to make sure the two groups are homagemno terms of their age, gender and
proficiency level. The students were all from tlzene school that we could homogenize them
and distribute them to different classes basedein proficiency level. All the students are male
with age range of 11 to 14 and proficiency levekt@mentary level that we have proved it by
administering a pre-test. When administering thestjonnaire, the students were not informed
about the purpose of the study and just were askethswer the questions honestly so their
answer would not be affected by their prejudgméouathe study.

3.2 Instrumentation

In order to carry out the study, two proficiencgtteand a questionnaire were used.

Pretest

A proficiency test consisting of grammar, vocabyland reading comprehension designed by
the researchers themselves was used to both de&th@ proficiency level of the learners and
to make sure they are homogeneous before condutingtudy. The test was pilot tested by
being administered to 15 students whose charatitsrisere similar to the sample subjects.

Story

The researcher did not have complete freedom dosghthe story books so the stories used in
the treatment classes were those specified bydheos English department. After completing
each unit of the main course book, a part of aystaas taught. The stories are so rich in the
amount of vocabulary and the structures that haen llaught are repeated many times during
the stories. Stories mostly set around cartooni®mes in which cartoon characters create
interesting events that usually have a happy ending

Posttest
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The test used at the end of the study is a pesfay test consisting of vocabulary, grammar, and
reading comprehension that is administered tolseeesult of the one-term treatment. Since our
subjects were at elementary level for whom examnginpragmatic category of language
proficiency was not feasible, we decided to assd#sse important elements of their
organizational knowledge which include their vodabys grammar and reading knowledge that
are also regarded as the determinants of Engliejubsge proficiency across schools in Iran.

The Attitude/Motivation Test Battery (AMTB)

In order to assess the initial motivation of tharteers, a motivation questionnaire callHae
Attitude/Motivation Test Batterwas used. The questionnaire (AMTB) has been usedany
different forms. The original formulations of theajor concepts as well as the original items
were developed by Gardner (1958; 1960) and extebgeGardner and Lambert (1972). Full
scale item development and concern with internakistency reliability of the sub-tests which
led to the present version was initiated by Gar@mer Smythe (1975a). A summary of the initial
cross validation is presented by Gardner and Smit#81), and they reported the Cronbach’s
alpha of 0.89 for the test. The composition of #gitude/Motivation Test Battery varies
somewhat from form to form depending upon the psepand the cultural group for which it is
intended. For the sake of the present study, we daleted some questions and have also made
some changes in a number of items considering dgleech the participants and the context of
Iran. Almost all forms of the questionnaire corsief 12 subscales that are: Attitudes toward
English speaking people, Interest in Foreign LaggsaEnglish Course Evaluation, Attitudes
toward Learning English, Integrative Orientatiomstrumental Orientation, English Class
Anxiety, Parental Encouragement, Motivational lisign Desire to Learn English, Orientation
Index, and English teacher evaluation. The modWedion of the questionnaire that we used in
this study included 39 items consisting of 5 cohtmeas that are Interest in Foreign Languages
(9 items), Attitudes toward learning English (1Bhglish Class Anxiety (5 items), Motivational
Intensity (9 items) and Desire to Learn Englistigi@is).

3.3 Design

The design of the study is Randomized PretesttéxtsLontrol group design. Since the age and

gender of all the students were the same, we toiddmogenize the groups through a pretest by

considering their proficiency scores and randondyign two classes as control group and two

classes as experimental group. The effect of #ertrent is assessed at the end of the study by
comparing the posttest scores of the control agatrtirent groups.

3.4 Procedure
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The study was carried out during one semester i1-2012 educational year in Iran among a
group of young EFL learners. First, we administeted pretest to know about learners’
homogeneity and their proficiency. In the samesises AMTB is given to determine the
students’ initial motivation in learning a secoatduage. Students are encouraged to choose the
best answer based on their own preferences, tleeglso assured that the answers would not be
revealed to anyone.

To conduct the treatment, that is, applying stdliyig in language classroom, the three steps
proposed by TPRS approach is used as our framewdek.will not stick closely to the
framework but will try to follow its general stepEhe steps are as below:

Step oneEstablish Meaning

In this step the students are introduced to thve vi@gcabulary phrases for the lesson. Teacher
presents the lesson as the way it is in other &tasd Iranian schools so there is not any
significant difference between the treatment gran@ control group in this phase.

Step two:Spoken Class Story

In step two, students hear the new structures amdvocabulary of each unit of the course book
many times in the context of a spoken class stdhys story is usually short, simple, and
interesting, and will contain multiple instances tbé target structures used in context. The
number of times the structures are heard is furihereased by thesircling questioning
technigue. Depending on the class conditions atiditaes of the story, students are asked to do
some post-story activities like story writing, amsimg some comprehension questions, and role
plays.

Step threeReading

Step three is where the students learn to realdtigeiage structures that they have heard in steps
one and two. There are four basic types of readuityities used in TPRS. The first, and most
common, is the class reading, where the studeat$ aed discuss a story that uses the same
language structures as the story in step two. Ex¢ most common activity is free voluntary
reading, where students are free to read any bmkdhoose in the language being learned. The
other activities are Kindergarten Day, and homewedding. For Kindergarten Day, the teacher
brings in a children's picture book, and reads ithe students in class. Homework reading, like
the name implies, means assigning specific reagingtudents to do at home.
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Chapter four
Findings

This chapter puts forward the statistical analydithe data collected through the study. The
present study aims to investigate the effect ofysttling on proficiency and motivation of a
sample of school children at secondary schoolsra. lIn this chapter we discuss both the
guestions and the hypotheses and answer the queasdhey posed before.

First, we have provided some information about ectisjto avoid any marginal interference and
prove that the two groups are homogeneous in tefrtteir age, proficiency level, and gender.

Table 1: Participants characteristics

Group N Gender Proficiency level Age
Experimental 62 Male Elementary level 12.40
Control 48 Male Elementary level 12.38

The students were all in the first grade of secondducation, that is why their age averages are
so close. We obtained their personal informatiorabling some ethnographic questions whose
answers were proved by investigating the relatdda files. T-test was used to measure the
statistical differences of their age and proficiehevel. The results of table 2 demonstrate that
there is not a sharp age difference between sgbgecit is quite justifiable to have such groups
as our control and experimental groups.

Table 2: T-test result for controlling age variable

Std. Sig. .
Scope Group N Mean Deviation t value Sig. level
experimenta 62 12.40 495
Age P 298 766 | Not Sig.
48 12.38 .489
control

As was mentioned before, we ran a pre-test tolustudents at the same level of proficiency in
the same classroom at the start of the educaty@aal Results of table 3 confirm the fact that
subjects are all at the same level of proficienefpte the study.
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Table 3: T-test result for controlling proficiency variable

Std. Sig. Sig.
Scope Group N Mean | peviation t value level
experimenta 62 87.76 9.204
Proficiency 1.882 .063 Not Sig,
control 48 84.08 11.276

To answer the major questions, the researcherresbityvo groups (experimental and control
group). Pre-test was the instrument used to coltate about learners primary level of
proficiency and also to make sure that the two gsoare at the same level of language
proficiency, and then storytelling program was ierpénted and finally post-test shows the level
of achievement after our treatment .

To answer the first question:

1- Does implementing stories in language classroone laay effect on learners’ motivation
in learning a foreign language?

After having stories in experimental group for osemester, we administered a motivation
guestionnaire called The Attitude/Motivation Testtidry (AMTB) to both experimental and

control groups to gain information about their raation. As it is shown in table 4, we

calculated the means and compared them.

Table 4: Group mean for motivation

Group N Mean Std. Deviation
Motivation _
Experimental 62 3.4638 .69382
Control 48 3.5896 41638

Table 5 shows the motivation means of the two gsanpletail along with the total mean.
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Table 5: Motivation data

Experimental Group Control Group

1

2 3.56 4.08
3

4 3.72 3.05
5

6 3.18 3.69
7

8 1.77 3.71
9

10 3.80 3.72
11

12 3.53 3.95
13

14 3.05 3.84
15

16 4.08 3.90
17

18 3.23 2.47
19

20 3.75 3.87
21

22 3.44 3.51
23

24 3.63 3.58
25

26 3.33 4.10
27

28 3.98 3.38
29

30 3.82 3.38
31

32 3.28 4.15
33

34 4.05 3.77
35

36 3.80 4.03
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37 2.43 4.05

38 3.45 4.08
39 3.97 3.13

40 4.05 3.74
41 3.40 3.74

42 3.95 3.69
43 3.98 4.18

44 3.73 3.56
45 3.63 3.28

46 3.55 3.55
47 3.28 3.82

48 4.00 3.87
49 3.82

50 3.10

51 3.70

52 3.20

53 3.48

54 3.85

55 3.75

56 3.74

57 3.98

58 4.05

59 3.97

60 3.23

61 3.45

62 3.93

Mean 3.4638 3.5896

Looking at the results of the motivation means,cae see that the mean score of control group
is a little more than the experimental group (3t683.45). There is not a sharp difference
between the two means, however this result shoaits tifose classes having storytelling in their
schedule are not more motivated in learning anddmguage compared to those who don’t have
storytelling as part of their schedule. Contraryoat we claimed in the literature, findings of
this part do not support the studies that have daumpositive effect of storytelling on learners’
motivation in second language learning. Since weé hamogenous groups at first and the
syllabus, context, and text books were the sameptxor the use of stories in experimental
group, we expected to see motivational differertmetsveen the two groups resulting from the
use of stories in the classroom. The motivationmaaaf the two groups are not very different
and we can claim that both control group and expemtal groups are motivated enough, but
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storytelling does not have any significant effenttbeir motivational behavior. Therefore, the
first hypothesis of the study is accepted and wkrndit see a more motivation mean for the
experimental group whose English classes have &smmpanied by stories during a term.

For the second research question:

2- Does storytelling in the language classroom have significant effect on young
learners’ general language proficiency?

To answer this question we have administered aatsstssing the general language proficiency
of the students after the term that the study washied. The scores of the students are shown in
table 6.

Table 6: proficiency data

Experimental Group Control Group
1 90 77
2 80 98
3 76 60
4 91 94
5 100 93
6 88 56
7 89 79
8 100 88
9 72 45
10 69 99
11 88 100
12 84 99
13 92 77
14 95 69
15 78 96
16 94 77
17 99 88
18 82 99
19 87 77
20 98 59
21 100 100
22 90 87
23 89 99
24 78 78
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25

26 77 88
27

28 100 66
29

30 92 99
31

32 97 88
33

34 92 91
35

36 65 88
37

38 90 55
39

40 79 73
41

42 90 78
43

44 88 97
45

46 91 76
47

48 93 87
49

50 95

51

52 89

53

54 88

55

56 81

57

58 89

59

60 100

61

62 98

Mean
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Results of tables 6 and 7 show that the mean fperaxental group in post test is 86.76 with
standard deviation of 11.876 while this is 81.2thwdtandard deviation of 14.535 for control
group. The participants in experimental group odtpened those in control group in post test.
To see if this difference is significant at .05déwf significance, we have run a t-test.

Table 7: Group Statistics

Group N Mean Std. Deviation | Std. Error Mean
Post | Experimental 62 | 86.76 11.876 1.508
Test group
Control group 48 81.21 14.535 2.098

Table 8: independent sample t-test for post test ses

Levene’s test
for equality of

t-test for equality of means

variances
95%
Confidence
Interval of the
Difference
Sig. Mean | Std. Error
F Sig. T df 2- Differenc | Differenc | lower | upper
tailed e e
Equal variance
assumed 4770 | 03122 | 108 5550 | 2519 | .558| 10.54
4 .030
Equal variance 2141 6967 .034| 5550| 2584 416 106
not assumed 8

Reporting on the results of the second row of t&8dhere equal variances are not assumed, we
can see that the t value is 2.148 and the signifigcalue is less than (.034). This indicates that
the observed difference between the experimentalpgand control groups is significant at .05
level of significance. Therefore, the second hypsit of the study is rejected and we can claim
that the use of storytelling in the language clamsr had a significant effect on language
proficiency of first graders in secondary schodlgan.
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Chapter Five
Conclusion

Based upon the collected data and the resultsabitstal analysis, this chapter focused on
summarizing and discussing the findings gained fribis study. Next, some pedagogical
implications of storytelling teaching in secondaghool are presented. Lastly, the limitations of
this study are illustrated and the suggestionspaoposed for teachers and researchers who
intend to conduct further related studies.

This study investigated whether using storytellinganguage classroom has any influence on
language proficiency and motivation of secondaryost students in Iran. The program was
designed to maximize language proficiency and natibw of the students through practicing
storytelling activities. In the hypotheses of thedy, the researcher suggested that storytelling
technique would bring positive changes in the tasgadents’ language proficiency and would
make them more motivated in pursuing their goal$earning a foreign language. Statistical
analysis demonstrated that the mean score for alogtoup was a little more than that for
experimental group meaning that motivation of tthedents in experimental group did not
change after the one-term period of the study wiibrytelling. Since stories have always
attracted people especially children, it was supgdbat stories in a foreign language classroom
will motivate the learners by introducing joy, etecnent, variety and fun to the classroom.
Perusing the literature critically, we have seennynatudies which proved the increased
motivation of the students as one of the by-prosludtusing stories in the classroom. Being
aware of the fact that stories are not just intergsand enjoyable to a specific group of people,
rather they are usually attractive for every indal, we assume that the type of stories chosen
and the way they were put into action for the saikhnis study were not conducted in a way that
could be motivating for the students. As was membbefore, researches could not choose the
stories for the experimental group and the teabhdrto introduce those stories that have been
issued by the institute authorities. When askinglents what their opinions are about using
stories in language classroom, beside the advamtdge were raised, the main limitation
reported by the students was about the topic ofstbaes. Most of the students said that the
topics are not interesting at all because they dedwe so childish for them. The students at such
age are more interested in adventurous genreshmse twhich contain action and sensational
themes. However, the stories could not satisfyr theeds because they were mostly very simple
cartoon characters which make learners bored #salts in the loss of excitement on the part of
the learners. The students in such classes, whed deir ideas, mostly believed that stories
can have positive effects on their learning as lasaghey follow a story in such a way that they
wish it never ends. The program developers of tisétute seem to have provided a couple of
story books for all graders without paying enoughrdion to the students’ age and their interest.
Although the main reason for the ineffectivenes®waf treatment in motivating learners is the
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dull stories which made both teacher and studeriigygvto finish them soon, the way the
storytelling was carried out in the classroom hagéred the motivation problem. The teachers
were trained on how to use stories in their claaselshow to make the students to play roles, but
the results of the study cast doubts about the auaytraining was carried out. So we can blame
our training and report it as one of the major tations of the study because whatever the story,
the training should enable teachers to carry olRS Bequence in the classroom in a way that
arouse the interests. A very serious restrictiosegaupon the teachers is lack of sufficient time
for all activities, then it does limit their freeahan following the TPRS sequence as we expected.
Teachers usually hasten to catch up to the schédgi@use what is important at the end of the
course both for teachers and school heads is whethematerials dedicated to the course are
covered or not.

This study also tried to find the effect of usin@rges in language classroom on learner’s
proficiency level at secondary school level. Weadly defined the concept of proficiency which

helped us take account of the important issuesdittarmine the level of language proficiency in
our post test. We found that stories did have atipeseffect on learners language proficiency
when the results of the post test showed that tilndests in the experimental group gained a
better average than those in the control groupwAs mentioned in the review part, stories
provide huge amount of comprehensible input forldaners which can familiarize them with

language structure, introduce new vocabulary, andextualize the structure and vocabulary.
Being in an EFL context, Iranian students do natehauch contact with language use outside
the classroom since there is almost no native gpeako multimedia sources in English, no
English magazines or so, therefore, we shouldarmyrovide this opportunity for the students to
work on their English and examine it when they arg# in the classroom. The inherent

stimulating features of stories make learners fresdger to continue reading them at home,
therefore we have given them the chance of beiognar English while they are away from their

language classes. This is one of the reasons thde rstudents proficiency increase over the
period of study.

Stories also benefit the vocabulary knalgke of learners since students face a lot of new
vocabulary which are not just seen and forgottather they are used in TPRS phase. Then the
new vocabulary is put into practice and student® hlae chance of applying the new learnt word
which can turn it to an active vocabulary resultinghe long term storage of the vocabulary.
Using vocabulary in TPRS phase make them muchrimitemitted to memory because learners
would be in a situation that they need to retrigigt those vocabularies that they learned from
the story. The opinion poll showed that many steslere stories as the strongest supplier of new
vocabulary and believe in enriching their vocabylamowledge as the main advantage of the
stories in language classroom.

This study confirmed the claim that storytellinghaaprove the language proficiency level of
the young learners. When thinking of the ways tprimme reading skills, vocabulary knowledge
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and designing ways to make the newly taught straatnderstood, teachers cannot overlook the
important role of stories. They are highly recomdeshto set a specific time for reading stories
in the classroom, and if possible to follow themthwactions so that learners can make
connection between the story and the created plibte classroom which is especially helpful in

case of having young learners. Teachers and calesgglopers should bear in mind that stories
should be at learners’ age, their interest, anal theguage proficiency. All the three factors are

highly important and as soon as one of the faasrsot carefully considered when designing

syllabus materials, can we expect the inefficientyur use of stories in the classroom. Dull

stories that are not adapted to the level and &gkeostudents could not bring any change in
motivation and proficiency of the students and dling such stories in the classroom is futile and
ineffective. Only being aware of the fact that ssrare valuable resources available for the
language teacher is not enough, the teacher sloouisider all in force factors when choosing

the story and also apply the most appropriate wayse them in the class.

Suggestions and Recommendations

We have recently seen the use of stories as aesupptary material beside the main course
book in some language classes across distinguishétitutes and schools in Iran. However, the
stories are usually assigned as homework and dsidem asked to read the stories at home and
answer some comprehension questions in the cl&RSTaccompanies the stories with actions
where students feel they are acting a play in arodnguage which is both interesting and
helpful for their learning. When having stories time classroom, the atmosphere should be
changed, it is suggested that the traditional aiess/be replaced with techniques that include
more actions.

It is concluded that using stories in the languelgesroom is so much beneficial for the learners
because it activates learners’ imagination, in@dasir textual knowledge, and make students
more interested in learning the language. Howdherway the storytelling activities are carried
out in the classroom is important because it mightl to opposite results if stories are not
chosen and taught appropriately. For teaching egom the classroom we proposed TPRS
method that is a very effective method of makirggies a useful teaching aid. Depending on the
community norms of the learners and their contéxdiiaation, stories could be localized so as
to become more interesting and familiar since thegome closer to their cultural values. On
way of making storytelling more stimulating is tocampany them with multimedia resources
such as power point slides that show the text,diitures related to the story shown on the
screen, and playing music or the voices of charsccédthough TPRS strongly supports the role
of actions in learning, it can be more interestamgl memorable when stories are not just read
and done; rather they are read, watched, listenddiane.

One problem that we faced in this study was theenatf authenticity. The stories that were
used during the period of the study were all pedagdly designed stories because the learners
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were not at a level that could read authentic esorAuthentic materials always arouse the
interests and make learning activities so meanlrgfthe students, but it is not always possible
to succeed in applying such materials in langudagses because most of the time learners are
not at a level of understanding texts that natpeakers easily make sense of. As a suggestion
for further studies, a TPRS method with more prefit learners who can be assigned authentic
stories could render more functional results.
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