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l. INTRODUCTION

The purpose of this study is to determine the athgas and disadvantages
connected with the practical application of thengtlling technique in the context

of foreign language education. The conclusion gtterto synthesize the practical
and theoretical aspects of the research to prédsemealistic drawbacks and qualities
of the storytelling technique. The thesis doesat@mpt to determine if the
technique is more effective than other techniqumegleyed in foreign language

classrooms.

Generally, storytelling in the foreign languagessiamom refers to an oral
presentation of a story from memory by an individoaa group of language
learners, with a help of a (picture) book, in whmbvements, sound effects and the
use of various properties often accompany thealeamhents of the story presentation
(Wright 2003,4-15). However, to be able to underdtahere the storytelling
technique stands in the foreign language educaternintroductory chapter defines

the termgechniquemethodandapproach

An approachas seen by Anthony is a “set of assumptions dealitigthe nature of
language, learning and teaching” (as cited in Rith& Renandya 2002, 9). He also
definesmethod the next hierarchical element, as “an overalh fta systematic
presentation of language based on a selected ayréanally, thetechnique
represents “specific classroom activities conststetihh a method” (as cited in
Richards & Renandya 2002, 9). According to Browa tdérms approach, method and
technique are rather obsolete in the twenty-fiesttary language pedagogy,
especially the term method as viewed in the lasturg is “over-generalized” and
happens to be “too prescriptive” for the teacheus laarners involved in the learning
process (as cited in Richards & Renandya 2002,5)0-1

It is now generally accepted that the term apprasehcombination of teachers’
beliefs, assumptions and theoretical rationaleeratian just acceptance of
assumptions of the authorities involved in foreigmguage education (Richards &
Renandya 2002, 11-12). Consequently, tHéchtury language pedagogy does not
search for the perfect method but rather focusegtie development of classroom

tasks and activities which are consonant with vedaicationalists know about



foreign language acquisition” (Nunan 1991 as citeRichards & Renandya 2002,
11-12).

In addition to that, it is necessary to say thatttieoretical section also takes into
account the Teaching Proficiency through Readirtg@torytelling (TPRS) which is
in the literature treated as a method (Ray & S26034), however in the practical
application of the storytelling my approach was engeneralised and accepted only
certain aspects of TPRS. This is further explaingtie chapter 2. ‘The Structure of

the storytelling lesson’.

Nevertheless, to reflect the current practice neiffn language pedagogy, the thesis
treats the storytelling as a technique or a proeethat can be applied in what
Brown calls a “multiphase” approach to a languam#rse (as cited in Richards &
Renandya 2002, 15). The introduction of the stdiigtetechnique in a foreign
language classroom means that it could be usddreign language teaching and
learning in balance with the variety of the eclecti “multiphase” approach in

which according to current practice themmunicative competerids the goal.

The theoretical part examines the developmenteétarytelling technique and the
theory that assisted the development of the tecienilg also deals with the practical
application of the storytelling and how it refleatsa lesson while integrating the
technique in a larger context of developmental att@ristics of a young learner as
well as considering the teacher’s roles in theysétiing lesson. Finally, the
theoretical part examines the contributions ofgtoeytelling from the cultural

viewpoint.

In order to simplify the structure of this theslshave decided to use the
reference words consistently. Therefore, wherectirgext did not allow to use plural,
the teacher is referred to as “she”, the pupil l3&".“ In the practical part | refer to
myself as “the teacher” or “the researcher” usihg personal pronoun “she”. This
decision was made without any racial or genderugieg. Besides that, the sources

cited in the thesis include English written and €ewritten sources; in the case of the

! Communicative competené the ability not only to apply grammatical rulesa language to form
correct utterances, but also to know when to useutterances appropriately, taking into account the
relationships between speakers and their cult@akdround (Zelinkova 2005).



Czech sources | translated the quotations ancettehem as paraphrases. Furthermore,
italicised words are used for names of books, lagi@and generally accepted terms;
double inverted commas are used for literal citetiand finally, single inverted

commas are used for the words | denominated.

.  THEORETICAL SECTION

1. Storytelling in ELT and its development

This chapter deals with the origins of the stofiigl technique in English
language teaching (ELT), briefly discussing the twajor influences from which the
storytelling technique arose: the Natural Approacdid the method of Total Physical
Response (TPR) (Garvie 1990, 9). The following $apters ‘Second Language
Acquisition’ and ‘Brain research’ examine the thearal background behind the
approach and the method while relating them tcstbgytelling technique.

In the history of the language teaching methodoldlggre were several
significant turning points that rejected methodspoévious decades and influenced
language teaching methodology for a next decad® gRichards & Renandya 2002, 5,
9). A significant turning point occurred during th®70's and 1980’s relating to the
development of ELT storytelling with a collectiorf what Brown and others calls
“designer methods”(Richards & Renandya 2002, 5). Furthermore, Celceel
distinguishes between Comprehension-Based and tAiéekElumanistic approaches
(1991, 7-8).

The Comprehension-Based approaches focused omgwtance of providing
learners with an abundance of comprehensible exedsuthe target language before
the learners are asked to produce any languageséhess, where as the Affective-
Humanistic approaches are focussed on making #made feel more at ease in the
learning environment (Celce-Murcia 1991, 7-8). Bdik Natural Approach and TPR
correspond with the Affective-Humanistic and Conmenesion-Based approaches.

The Natural Approach is a product of Stephen Kmashe applied linguist at the
University of Southern California and Tracy Terralteacher of Spanish in California.
Krashen's work, particularly his concept of sectardjuage acquisition hypothesis and
Terrell's teaching experiences form the bases ®fNhtural Approach. However the

most important assets are those of Krashen heheefotlowing chapter analyses in



detail Krashen'’s hypotheses including their crétgias well as Asher’s theoretical and
practical contributions to the storytelling techungq

Asher’s contributions are more important becauséefbrain research theory
lying behind his method. Asher stresses particyltre importance of employing the
right brain hemisphere in the foreign language stcta@m. Consequently, the topic of
brain research is closely discussed in the subehap ‘Brain research’.

1.1 Foreign language learning versus foreign langge acquisition

The previous chapter mentions that the storyteli@apnique relies primarily on
Stephen Krashen’s Natural Approach and James Asfietal Physical Response. Both
educationalists significantly influenced this teicfue with their insights into foreign
language acquisition. In order to examine the $&lligg advantages and disadvantages
closely this chapter deals with the differencesooéign language learning and foreign
language acquisition.

Krashen's ideas of foreign language acquisitiortreeswround a system of five
hypotheses about how humamequire a second languagécquisition-Learning
Hypothesis, Input Hypothesis, Affective Filter Hyysis,Natural Order Hypothesis
and Monitor Hypotheses(Krashen & Terrell 1983, 26-39). For the purposéghe
thesis, this chapter examines in detail the ActaisiLearning Hypothesis, Input
Hypothesis and Affective Filter Hypothesis.

Krashen’s ideas have received considerable cnticis recent years, many
linguists questioned the validity of Krashen’s cgpicand discussed its implications in
the classroom. Among his critics are for examplesEGregg, McLaughlin or Skehan.
They declared that his concept lacks empirical @wig and is not precisely defined.
McLaughlin rejects his theory outright, he clainf&rashen's theory fails at every
juncture ... Krashen has not defined his terms weitbugh precision, the empirical basis
of the theory is weak, and the theory is not cleats predictions” (1987, 56). Skehan,
on the other hand, recognizes the impact of Krdshemrws in foreign language
education and he adds, “not surprisingly, thereftiie theory has been subjected to
searching criticism, which now seems to be impdsdibsubstantiate” (1998, 12).

The criticism of Krashen’s concept is a part of teason why | do not consider

the storytelling a method, but rather view it ag ah the techniques that could provide



balance in the versatile eclectic approach in wiihehcommunicative competence is the
aim. A full consideration of the criticism is beybthe scope of this thesis; therefore the
following paragraphs deal with criticism of Krasherconcept in relation to the
individual hypotheses.

Even though not all Krashen’s views are universaltgepted, his hypotheses
provide a combination of influential aspects ineign language education. The first and
most influential hypothesis recognised among madycators is the Acquisition-
Learning hypothesis. The idea of language acqoisiin contrast with language
learning is that learners acquire a foreign languaga similar way they acquired their
mother tongue. Ray and Seely define it as subcouslyi “picking up” the language or
elements of language, without thinking about tHesuwithout drilling or memorizing
lists of vocabulary (2004, 217). While languagerm@ag is “a process in which
conscious rules about a language are developadfingsin explicit knowledge about
the forms” (Richards & Rogers 2005, 181). The ddfeces between language

acquisition and learning can be summarized asvisliKrashen 1982, 27):

Language acquisition Language learning
similar to child's first language acquisitign folrkaowledge of language
"picking up" a language "knowing about" a language
subconscious conscious
implicit knowledge explicit knowledge
informal teaching formal teaching

Krashen’s concept of the supposedly separate |lesthtacquired systems has
been widely attacked (for example McLaughlin, Giedgven those who accept that
there may be such distinction have argued thaétisemo justification for seeing them as
entirely separate: “Ellis favours both and suppdines idea that learnt knowledge can
transfer to acquisition, provided that the classramfers communicative opportunities”
(as cited in Garvie 1990, 6). McLaughlin believieattthe conscious explicit knowledge,
which Krashen associates with learning, can besteared to subconscious implicit
knowledge, which Krashen links to acquisition. fexample learners may move from
controlled processing language forms to automatmcessing, largely by repeated

practice (McLaughlin 1987). | share a similar viewth Garvie, who concluded that a



language teacher should accept “the best of bottds/o concern both structure and
communicative function, in order to create the bedain the diverse eclectic approach
(1990, 23).

The second hypothesis closely linked to developmeitthe storytelling
technique is the Input Hypothesis. This is, acaggdo Krashen the key to successful
long-term language acquisition, to provide whatchks Comprehensible InpuiCl). ClI
is the target language that students hear or reddsaunderstandable to them. Despite
this, the comprehensible input has to be a litdgdnd the learner’s current competence
(i+1) so that acquisition would take place (Krasi®82, 21). As stated within the Input
Hypothesis the pupils must have built up a ceraimount of comprehensible input
before they are required to speak within a clasards the initial provision of this input
there is a “silent period” when students do noagpat all (Ray & Seely 2004, 7). With
relation to the storytelling technique this silgggriod can last from a few hours to
several weeks (Ray & Seely 2004, 7).

There has been a debate over how a teacher camgst learner's competence
since there is a great variety of learners (faatet slower learners). Krashen explains
that the input should be “rough-tuned” and the cmhpnsibility can be achieved
through external contextual clues such as gestdiaesl expressions, pictures, flash
cards, mime and so on (Richards & Rogers 2005,. 8rh of the language used in
stories includes many of the features that Kragleéers to as comprehensible input —
simplified utterances that are made comprehenbipliie use of the external contextual
clues.

In the earliest stages of the acquisition in sthytg classroom the input should
be highly believable as well, not just understahelgRay & Seely 2004, 218). The
Storytelling teacher achieves this via so-caltsonalized Mini-Situation@PMS) in
which all the new vocabulary is taught and mosttled aural comprehensible input
occurs. To make it believable these Personalize-Siations centre around learners,
their lives and experiences (Ray & Seely 2004, &)ch a story can for example
revolve around two best friends in the class, thelsbies, success in the class etc. It is
therefore vital for the storytelling teacher totdis to the pupils and observe them
carefully in order to be able to create engaging®telised Mini-Situations.



The Input Hypothesis has again received harslcismti; for example concerning
its lack of empirical evidence (see McLaughlin, @dg. However, from my observations
during my clinical year practice | have learnt tlatraditional lesson frequently lacks
teacher provided input. Therefore | view the Inplypothesis as a valuable and relevant
theoretical perspective provided by the storytglliechnique in the eclectic approach.

The following Affective Filter Hypothesis is an agral part of Krashen's
acquisition concept and again influences the ppiesi of the storytelling class. Krashen
views a learner's emotional state and attitude rasdjustable filter that either freely
passes or blocks the comprehensible input necedsarfanguage acquisition (for
example pupils who are relaxed and learn English stress-free environment will learn
more effectively and enjoy their lessons more).réfoge it is desirable that the affective
filter was low in order to block less of this vala input. (Krashen & Terrell 1983, 36-
38) In order to lower the affective filter the dasom activities should focus on
meaningful communication (on conveying the messagtjer than on the form and

error correction, Krashen argues:

The best methods are therefore those that supphypiehensible input' in low
anxiety situations, containing messages that stadeally want to hear. These
methods do not force early production in the sedanduage, but allow students
to produce when they are 'ready’, recognizing thmgrovement comes from
supplying communicative and comprehensible inpat] aot from forcing and
correcting production (as cited in Schitz 2005).

The storytelling technique uses this concept orererpl basis; the emphasis is
on listening, speaking comes when the learner fesdsgly and has acquired enough
comprehensible input to produce some language elksm&he teacher focuses on its
meaning rather than on the form. Anxiety is alsedced, for example by what Susan
Gross, a storytelling teacher from Colorado Highdad, refers to as “kindergarden day”
(Ray & Seely 2004, 271), when students sit on therfand listen to a story, “some
students get stuffed animals to hold while listghior the teacher allows them “to bring
in a treat for the class to munch on” while listep{Ray &Seely 2004, 271). This clearly
facilitates in creating the positive classroom dieand therefore does not block the
valuable input the teacher is providing. The Kirgdeden Day is of course more suitable
for younger learners and during the practical aailon of the storytelling technique this
aspect was present in every storytelling lesson.



As well as the previous hypotheses, many scholage hchallenged the
Affective-Filter hypothesis and criticised it faisilack of standard definition of terms
(for example Brown, Gardner and Tremblaypwever,a detailed analysis of the terms
connected with anxiety theories and motivation &/dmnd the scope of this thesis,
therefore the following paragraphs focus on theeg@nacceptance of Krashen'’s theory
of the Anxiety Hypothesis.

It is generally accepted that for example lack aftiwation or high levels of
anxiety play a major role in influencing languagarhing and acquisition. For example
high anxiety levels can prevent pupils from achmegvtheir full potential in foreign
language education. From my experience as a leaandr a teacher, pupils are
particularly anxious in oral or aural situationlilde reading or writing, which allow for
contemplation and correction, listening and spagkinemand high levels of
concentration in a time frame that pupils cannetticd. Pupils also worry about looking
foolish in front of their peers or about being faliy evaluated. | believe that it is
therefore essential for the language teacher telddnese anxiety levels in the classroom
by providing more comprehensible input (for exampiéh the help of the storytelling
technique) and that way raise pupils’ confidenceammunicative situations. | consider
the following two hypotheses of Krashen’s concegipplicable in the discussion of the
storytelling technique thus they are discussed bnbfly.

The monitor hypothesis also distinguishes betwesmmguage learning and
acquisition. It states that conscious learning ny auseful for monitoring (checking,
correcting or editing) pupil’'s output and that che a result of the subconsciously
acquired language input. Such “monitoring” can dmdydone when a pupil has sufficient
time to do so and no longer focuses on conveyiagriassage (Krashen 19883).

In the natural hypothesis, Krashen claims thatethgra certain order in which
pupils acquire certain grammatical structures; Isinto the order children acquire these
structures in their mother tongue (Krashen 19886 3)1

As mentioned previously, James Asher, the foundehe Total Physical Response, influenced the sttityg
technique with his insights into foreign languagejuasition. He shares similar views with Krashensigcond language
acquisition. As well as Krashen, Asher compares dequisition to the mother tongue acquisition ehéd. Asher based his
consumption on observations of children acquirlrgrtmother tongue; these observations led himrtotable conclusion:

1) Listening skill precedes speaking, with childreften able to comprehend
many complex utterances before they produce aelligible speech.



2) Many of the utterances that are directed antant relate to actions, and more
than fifty percent are in the form of commands sagsh"'Come here!" "Hold onto
my finger!" "Look at Daddy!"

Through action and observation, the child's whaldybis involved in decoding
the "noise” of speech into language.

3) Listening seems to produce a "readiness" foalgpg, but it appears that the
process cannot be rushed. When the child has aliged an adequate cognitive
map of the language through listening, s/he wilrggneously begin to produce
utterances (Asher 1984, 35).

Asher meets Krashenlsews particularly in stressing the importance loé silent period, lowering the anxiety in the
classroom and providing a sufficient amount of coehpnsible input to achieve real language acaqoisiti

In the case of Asher's TPR, the comprehensibletihpppens in a form of commands and pupils dematestheir
understanding through actions. Some critics hageeat that providing the input in a form of commatalachieve real language
acquisition does not teach pupils to succeed imyeday situations in the target language countny.te other hand, Asher’s
proponents believe that teaching the survival teghes is not the appropriate aim in the early stagieforeign language
education (Celce-Murcia 1991, 344). Celce-Murcisuages that teaching the comprehension skills dess to real language
acquisition, which probably provides the basistfa natural acquisition of developed communicaskitis (345).

As mentioned previously, Krashen’s and Asher's wevegarding foreign
language acquisition and foreign language learrpngvide valuable insights into
language education, however its criticism sugg#sts the contrast between the two
does not have to be so extensive and English lgegteachers should consider both;

acquisition and learning in their teaching.

1.2 Brain research

The purpose of the brain research in this thesi® iBnd out how the brain
learns, remembers, retains and recalls informatdtats best and how foreign language
teachers can implement these findings with the bethe storytelling technique in their
classrooms.

However, the brain research is such a broad tdmt ¢annot be embraced
thoroughly; therefore this chapter deals with thestirelevant terms of the brain and
memory research as regards the storytelling tedenidhese terms includerain
lateralization split-brain researchbrain compatible educatioand the role of meaning
and emotions in memory research. Further, morailddtinformation about the brain
research can be found for example in David A. Ssudaw the Brain Learn®r Mark
F. Bear’s et alNeuroscience: Exploring the Brain.

The brain research has been going on for many decddying to answer
questions like how exactly does the brain commueiedath its environment or how

does it help humans acquire new information? Thewvanis as complex as the organ



itself and requires a detailed look. The complexifythe human brain surpasses all
other hardware known to a man; it is therefore alnnmpossible to detail its functions
and abilities in this chapter.

The brain splits into two halves, into the two mpebminent structures called
the cerebral hemispheres, which lie above the isragntral coré, one on the left side
(left hemisphere) and the other on the right sidgh{ hemisphere). They are involved
in the processes of learning, memory, language raadoning (Wortman & Loftus
1988, 72) (Halonen & Santrock 1996, 81). Howevieeré has been some speculation
about what roles each of them plays in these pseses

Each hemisphere is said to have some specialiratidns the other hemisphere
lacks. Most of the psychologists agree that fomgpla the left hemisphere is
responsible for such skills as perception of wolelsers and speech related sounds
and the performance of math calculations, whileritjet hemisphere’s abilities are
for instance perception of complex geometric paiehuman faces, non-linguistic
sounds as well as the sense of direction and mtatispace (Wortman & Loftus
1988, 78-79). Asher and others have concludedlledeft hemisphere is
responsible for language and verbal performancévite right hemisphere is
verbally mute but communicates through physicabbeiur such as gestures,
pointing, touching or drawing (Asher 1984, 35). Ash conclusion is not entirely
inaccurateput nowadays the opinion that brain functions ategrated prevails
(Gardner 1999, 79-81).

However, the term used to describe these spedidiizections that take place in
each of the brain’s two hemispheres is referregstaorain lateralization(Brown
1994, 53). The research dealing with this lateasilim is calledsplit-brain research
(Halonen & Santrock 1996, 81).

One of the earliest scientists involved in the tdmlain research was Roger
Sperry, Nobel Prize winner, who experimented widiscand later on with stroke
patients and who “actually proved that each henasphof the brain can think
independently” (Asher 2005, 4). Nevertheless, thudit-Brain research involves
separating theorpus callosurh which connects the two sides of the brain. Many
scientist consider Asher’s conclusion too simglisthd argue that it would be more
accurate to say that, “each hemisphere has sorceakped abilities at which it excels”
(Wortman & Loftus 1988, 80), but at the same titme two hemispheres communicate

with each other with help of the corpus callosunal@den & Santrock 1996, 82). In

2 Central coreincludes several structures that together cartyt@ifunctions most basic to survival (e.g.
sleeping, waking, breathing or feeding) (Wortmahftus 1988, 70).

% Corpus callosunis a large bundle of axons that connects the Israivo hemispheres and carries most
of the communication between the cerebral hemigsh@ialonen & Santrock 1996, 81).



other words, brain activity entails both localisatiand integration that is why the brain
is able to perform the multi-faced functions it do@Vortman & Loftus 1988, 80)
(Halonen & Santrock 1996, 82).

How do these findings translate into foreign lamgguaacquisition and most
importantly into the storytelling technique? Despihe criticism of Asher’s simplified
left/right brain theory, it does not disprove wtilhine Ray suggests in hiduency
through TPR Storytellinghat storytelling is based on the idea thateating is mind-
body related; it is a complex, multi-modal procekat incorporates the mind (for
example visualisation, imagery), emotions (intengstexaggerated, bizarre stories) and
body (gestures, mime). Such incorporation of thevabis referred to adprain
compatible educatiamAccording to Leslie A. Hart, the author ldbw the Brain Works
and Susan Kovalik, the developer Iotegrated Thematic Instructipthese terms
reflect “the dynamic and integrated involvementtloé entire human organism in the
learning process” while corresponding with “theuratand function of the human brain
as currently understood” (McGeehan 2001, 8). Tlanlkrompatible education elements
include absence of threat, meaningful content, ceed environment, choices,
collaboration, immediate feedback, adequate timasteny learning and movement to
enhance learning (Barnes 2003, 1-2).

The storytelling classroom employs seven of thésments at all times. They
include absence of threat, meaningful content,ceed environment, adequate time,
immediate feedback, mastery learning and moventeahhance learning. Storytelling
activates the kinaesthetic sensory of the indiMiqugil (mime, gestures) in a non-
threatening manner (low affective filter) while grding meaningful content (stories),
enriched environment (acting out, songs, rhymesy gtictures, story itself), adequate
time for language acquisition (silent period) anastery learning.

The storytelling teacher provides feedback regylafter each activity and at
the end of the lesson while keeping in mind the artance of stressing pupils’
achievements rather than their weaknesses. Witlg@rstorytelling classroom mastery
learning takes place in the form of providing lessobjectives and a required

performance level, the relationship between knogdednd experience, descriptive

* Integrated Thematic Instructiomplements in the classroom the body-brain corbjitgi (teaching to
all intelligences), provides life long guidelines.d. trustworthiness, personal best etc.) and é=atite
life skills (e.g. responsibility, cooperation et(Barnes 2003).



content of the lesson, pupil's responsibility dgrieach activity, the different
components of the lesson, discussion of the lepsocedures and most importantly,
making sure pupils comprehend the story (Ray & \5@004, 109). The storytelling
teacher achieves such comprehension for instancegh so-calledbarometer checkr
questioning technique

Barometer check refers to a teacher checking tihal @amprehension of the
pupils with the lowest ability in the class; thadber can then use this as an indication
of which areas to focus on more within the classy(B Seely 2004, 217). Questioning
technique refers to the teacher asking questionke wdading the story to make sure
pupils comprehend meaning of the story (Ray & S&€94, 71). The following two
brain-compatible learning elements, choices anthlsofation, can of course be also
implemented into the individual activities preceglor following the storytelling.

The above analysis only serves to re-enforce tip@itance of storytelling in a
language classroom when attempting to create wanadample Gardner (1999, 364)
calls “modern education”. In modern education, beeatuates the importance of
kinaesthetic, spatial, interpersonal intelligertbe,importance of context and
meaning so often underestimated in every day dasss, be it language or not.
Gardner also stresses the importance of soundtsiceasearch in education, which
is what the storytelling technique is based ondfoge it can provide the needed
balance in the language teaching (1999, 365).

1.2.1 Memory research

Before analysing the issue of memory researcharyt#lling it has to be said
that the storytelling technique attempts to tathetlong-term memory The research
has proved that meaning and emotions play a sogmifi part in achieving this goal.
This subchapter examines why scientists believéhenimportance of emotions and
meaning in learning and how the storytelling teasheplement the research findings
in their lessons.

1.2.1.1The Role of meaning in memory research

Owing to long-term memory learning and intelligeree possible, however
scientists do not completely understand how inféiwnaenters the long-term memory
and how it remains there. This process is partiyeddent on the amount of time of

pupil's practice; the length of the practice isedity proportional to the long-term

® Long-term memorgtores information for an indefinite period of érto be used over and over again
(Wortman & Loftus 1988, 543).



storage, but more importantly it is dependent antjipe of practice used (Wortman &
Loftus 1988, 157-158).

Information may be stored in an individual's sherth memory by simply
repeating something to themselves, but it's likilynot be stored in their long-term
memory. Conversely, individuals can mentally prsces piece of information, for
example mentally store an image of the informatrefate it to other things or assign it
to a problem; it is then more likely that this infaation will be stored within their long
term memoryWortman & Loftus 1988, 158) (Craik and Lockhartcited in Halonen
& Santrock 1996, 222).

Those different activities can be defined sisallow processingor deep
processing(Wortman & Loftus 1988, 158) (Halonen & Santroc896, 22). Many
scientists stress the importance of meaning aneeagieaning is “especially conducive
to deep processing” (Wortman & Loftus 1988, 15%s&arch has showed that when
humans store information in long-term memory, “tladso create aumber of retrieval
pathways to it” (Wortman & Loftus 1988, 159). Thewdrieval pathways typically
involve sounds, associated facts and meanings (idal&Santrock 1996, 222-224).

The storytelling assists the deep processing becdugses various kinds of
external cues to facilitate the long-term storabe.achieve more effective long-term
storage it is necessary to employ as many extetwresd as possible (Wortman & Loftus
1988, 161).This can be done in a number of different ways, deample aurally,
visually or semantically. Storytelling can be aywpowerful acquisition tool because it
enables pupils to create mental scenes that hava, aisual, sensory and semantic
associations and later on pupils are able to rélcaih in their memories (Ray & Seely
2004, 34-37). Consequently these associations geowieaning; they change unclear
lexical items or sentence constructions into somgtmeaningful.

Visual associations or in other words visualisat@minmental images using
imagery in storytelling help pupils in later recalf new lexical items or sentence
constructions. With the help of visualisation tlewnlexical items are meaningful to the
pupils, consequently they are remembered and eecalith less effort. Many studies
have documented how visualisation of mental imagas improve memory. For
example, a psychologist, Allan Paivio “argued tihare are two ways a memory can be

stored: as a verbal code or as an image code”itf@s io Halonen & Santrock 1996,



224). While there has been some criticism aboutnigatwo separate codes for words
and images (e.g. Polyshyn 1973) most scientistsatmept the hypothesis that forming
mental images enhances memory and aids later (@tallbnen & Santrock 1996, 224,
238) (Wortman & Loftus, 161-162). Ray and Seely omnt on the usage of

visualisation in storytelling:

We encourage students to visualize both vocabulkams and story lines.
Besides often helping learners to remember languinge practice may help
some individuals to better their ability to viszali and thereby help them
improve in some or all of the following areas: auramprehension, reading
comprehension, oral expression, written expresdmlowing directions, sense

of humour, critical thinking. (2004, 263)

While claiming that visualisation leads to improvarh of aural and reading
comprehension, speaking and writing skills or ewventical thinking may be
challenging, it should be plain that “in the cortexf language teaching, high
imageability may be a desirable feature of sentehedng presented to the learner, as
there is some evidence that they are easier tomée (Crystal 1994, 181-182).

The reasoning behind why visual imagery plays saghowerful role is not
entirely clear, but Paivio believes that by endrypinformation in two different ways —
visually and verbally — pupils are more likely mmrember that information (Halonen &
Santrock 1996, 162). Visualisation is another tbat enables to include more external
cues whilst attempting to store the new informafiofong-term memory and make the
language learning meaningful.

Within the storytelling classroom sensory assooieti include not only the
above-mentioned visualisation but also the kinaggtlsensory since the storytelling
attempts to employ the entire body in the learnprgcess (sedrain-compatible
educationp. 11-12) and that way provide another type oéel cue in order to aid the
deep processing of information.

Semantic associations in the storytelling classroosually include aural
associations. When pupils practise words aurallg itnperative that they are able to
audibly register the sound of the word within tlsaciation, thus the clue needs to be
something they can hear (Ray & Seely 2004, 36).mFnmy experience when

implementing the storytelling technique in practices often more effective to involve



pupils in creating the associations and such sitogtoften serve as the source of
humour in the class, making the association evere m@morable.

The above-mentioned associations serve as usearisnie making the telling of
a story meaningful to pupils. The teachers in tioeyselling lesson become actors and
through their movements, gestures, facial exprassior costumes they provide
meaningful comprehensible input for their pupilhefefore the storytelling helps to
create a stimulating and enriching learning envitent, which can lead to pupils’

considerable retention of a foreign language.

1.2.1.2The Role of emotions in memory research
The purpose of discussing the role of emotionsemary research in this thesis is to
demonstrate how the storytelling technique enhanmmasory via employing
learners’ emotions in the foreign language clagsrothere are several theories of
emotions that differ and penetrate at the same (ioneexample James-Lange theory,
Cannon-Bard theory etc.). In order to understaeddle of emotions in memory

research lucidly the teremotionhas to be classified.

According Robert Plutchik, professors at the Alligrtstein College of Medicine,
emotions are positive, negative or mixed and tleyvary in intensity. Positive
emotions such as ecstasy, enthusiasm or joy reisestseem and improve
relationships among people; on the other hand,tivegamotions such as fear, anger
or disgust lower self-esteem and reduce the quailitglationships among people
(Halonen & Santrock 1996, 468).

As stated in the first paragraph several theomeserned with emotions differ but
one aspect they have in common is that emotiamggered by stimuli in the
environment. In the James-Lange theory, peoplegegsceive a stimulus; their body
responds (for example cold hands or blushes) attiey feel an emotion (fear or
embarrassment). According to the Cannon-Bard themnption and the
physiological reactions appear concurreilglonen & Santrock 1996, 471-472).

Despite this difference, both theories includelibdy-brain relationship in emotions.

It was believed for a long time that the brain &iody were separated and that the
brain was responsible for “higher” more intelledtiuactions while the body was



responsible for “lower” less intellectual functiofcGeehan 2001, 1). This has
been reflected in the classroom setting; deskswsydominance of frontal teaching
or impossibility to stand up or even move in lessbas been the every-day reality in
the majority of Czech schools. For example therigedf “butterflies” in stomach or
“knot” in the throat proves the existence of bodgtb partnership in emotions
(Wortman & Loftus 1988, 261). One of the most intpat findings from the brain
and memory research is that emotion is the “gafeket® learning” (McGeehan
2001, 8). Antonio Damasio, a leading researcheeueral areas of neurosciences,
affirms that, “emotion is the highest part of auind-body survival kit because one
of its key roles is to tell the brain what is wosttending to and the ‘attitude’ with
which one attends” (McGeehan 2001, 9). Dr. Robgw&ster, the author &k
Celebration of Neurons: An Educator’s Guide to itheman Brain adds, “Emotions
drive attention which drives learning, memory amst jabout everything else™
(McGeehan 2001, 9).

While positive emotions can enhance memory andniegr having and
especially keeping attention of modern-day learnsr&n uneasy task. Hargreaves
suggests that the barrage of multi-media basedreulit present plays an influential
part of learners' interaction with the modern-dayld/ (Richards & Renandya 2002,
85). McGeehan adds that the learners’ brain oftbdern-day has become accustomed
to emotional and rapid sensory changes, so thasgonds better to a novel stimulus
(2001, 10). As a result, the pupils often find ttie content of a lesson lacks meaning
to them and novelty. These two factors contribot@upils loosing their concentration
in lessons, which generally results in off-taskdsbour.

Children often hear teacher’s “pay attention!”. bménately, desks in rows,
reading aloud, memorization or frontal teachingikely get pupils’ attention. The
reason why is that such learning environment de¢promote positive emotion$he
storytelling is said to lead to greater interndl@a of the language because the telling
of stories creates personal, entertaining expegefar the learner and that way help the
learners to keep their attention. At the same timsustains a safe and predictable
emotional climate in which language acquisition alader effortless recall of
information can take place.



Caine and Caine, the authorshééking Connections: Teaching and the Human
Brain, refer to such an emotional climate as “relaxesitaéss; which is affected and
moderated by the fear and pleasure centres in ithi@ 2005). They argue, “when
emotions are present, hormones released to the &chias a memory fixativgCaine
& Caine, 2005). Similarly to Krashen’s affectivétdr, relaxed alertness allows better
learning when negative emotions in the classroom raduced, conversely, better
learning and memory is enhanced by learner’s pas@motional state.

To summarize, the use of story in foreign langualgssroom can enhance
memory because it puts the learnt lexical items sty lines into a meaningful
emotional context. IlPower Tools for Teaching and Trainintpe author argues that,
“storytelling, which engages the learner's mind dedrt, is a tremendously effective
technique for engagement and memory retention” {8V2001-2002, 5). It is because
the use of story in the classroom integrates learenotional, social and academic
knowledge with meaningful content. The ongoing neaience research begins to
indicate that the use of storytelling in foreigmdaage classroom is not just a
momentary trend but also an essential learning twhich provides entertaining and
meaningful experiences for the learners and that Wwgproves their overall memory

retention of lexical items or sentence structures.

2.  The Structure of the storytelling lesson

In order to be able to examine the storytellingchea’'s behaviour and roles as
well as the impact of the storytelling techniqueyming a learner’s development, it is
necessary to describe the structure of the stéingelesson, its main principles and
events that take place in the lesson.

In examining the structure of the lesson, the feitg paragraphs deal with the
three steps of the storytelling lesson as define®laine Ray as well as with a more
general alternative of the storytelling lesson, dgample presented ifhe Storytelling
Handbook for Primary Teacher©nce Upon a Time: Using Stories in the language
classroonor in Storytelling with Children

Blaine Ray, the founder of the method TPR Storytg)l believes that every
storytelling classroom should consist of three stépe first step deals with introduction

of vocabulary related to the story and its acqoisjtthe second step consists the story



itself along with its dramatization as well as soomemprehension questions, the last
step consists of reading the story, its translaéind discussion of grammatical points
related to the story (Ray & Seely 2004, 282).

| see the contributions of Ray's three steps paldity in gesturing new
vocabulary to convey meaning, personalising the wegabulary (by asking questions
about it, do pupils like it? what associations ddesvoke in their minds etc.) and
personalising the story characters, the plot batirgy it to pupils’ lives and experience.
Howsoever, | consider Ray’s conception of the dadlipg classroom restrictive for the
teacher and for the pupils since it does not aftmvany alteration; according to Ray the
story has to be always dramatized by the pupilseney the teacher (Ray & Seely
2004, 27, 33, 88) or in the final, third step of gtorytelling lesson; reading and pupils’
translation of the story has to take place exclg@iny other follow-up activities (Ray &
Seely 2004, 282)The restriction of Ray’s three steps is anothesaaavhy | regard the
storytelling a technique, not a method that shdadcemployed exclusively. Hence, the
following paragraphs examine the structure of toeytelling lesson on a general level.

Similarly to Ray’s three steps structure, the @hipart of the storytelling lesson
consists of introduction of the story itself andital items related to the story. The
lexical items can be introduced with flashcardsctyses or real life objects
accompanied by teacher’s gestures (Wright 2003181 725). After the introduction of
the lexical items pupils sit down in a circle amdjéther with the teacher discuss the
possibilities of the story (What will the story ladout? What characters do pupils
expect in the story etc.) (Wright 2003, 13) (RayS&ely 2004, 271). Such discussion
can be conducted in pupils’ mother tongue if pumtsmpetence does not allow using
English language (Wright 2003, 26).

Following the discussion of the story, the actedlirtg of the story takes place.
The first telling of the story involves the teackadramatization of the story or its parts.
The second or third telling of the story involvée tpupils in various activities such as
jumping up when hearing previously presented voleaiputem, answering questions
about pictures/characters in the story, touchind painting to objects/picture cards
related to the story and so on (Wright 2003, 26-63)

After the storytelling is accomplished several doltup activities take place,

depending on pupils’ level of English; stories danpart of a set of related activities



such as speaking and writing, drama, music and(\Aitight 2004, 5) including
introduction and practice of grammar or particd&ical areas. According to Wright,
the practice of grammatical structures needs ttdelled with care, especially with
young learners; if the story is used “merely taradtice and practise grammar, the
children may lose their faith in the teacher andatwbk/he means by the word
‘story’”(2004, 5).

The discussion of the role of grammar in the saliyiy lesson is crucial since
the grammatical structures are acquired subconslgiotelating to the silent period
(pupils hear the grammatical structures long tiretote they are required to produce
them).Thus pupils do not learn grammar by practicing suleut rather by hearing the
contextualized comprehensible input the story effém which the grammatical
structures appear.

To summarize, the main aspects of the storytellagsroom include story-
based discussions either preceding or followingstioeytelling, introduction of lexical
items using various aids such as pictures/objéassifards accompanied with teacher’s
gestures. The teacher’s telling of the story itg®iblves pupils who demonstrate their
comprehension through movement (jumping, clappoaogiting, acting out etc.) rather
then through forced production of language andllfinaariety of follow-up activities
such as drawing, story book making, sequencingugastor dramatization of the story
take place.

In contrast to Ray’'s TPR Storytelling lesson, tharygelling as a technique is
applied inclusively as a part of the eclectic apptoand it is unlimited in its range of
activities, both ensure that the storytelling doesbecome monotonous.

2.1 The Teacher in the storytelling lesson
The chapter deals with the classroom behaviour sfoaytelling teacher, her

roles and functions arising from the actual stdliyig as well as with the lesson
preparation the teacher is required to do in otdgrerform her roles successfully. The
chapter does not discuss the teacher’s roles intrdtitional context of a language
classroom but only in the context of a storytelltigssroom. For the purpose of this
chapter | accepted Harmer's definition of teacheodfes and also Garvie’'s more

specific definition of the teacher’s role as aress since both Harmer’'s and Garvie’s



definitions reflect the principles of the storytel technique (for example providing
comprehensible input, various contextual cluesidotiae comprehension, employ the
entire body in the learning process etc.).

Broadly speaking, the function of teachers is tip Ipeipils learn by transmitting
knowledge to their pupils and by setting up a s$ituain which pupils can and will
learn effectively (Skalkova 1999, 116). In the cadethe storytelling technique the
transmittal of knowledge; the foreign language laqspin a form of stories retold by
the teacher; the teacher then functions as a lgeguaodel, more specifically as a
“provider of comprehensible input” (Harmer 2001).66

It has been mentioned before that to make the ioponprehensible the teacher
uses various external cues. Apart from pictureseat-life objects, the storytelling
teacher also mimes and gesticulates to convey thanimg and make the input
comprehensible. According to Harmer, the teachrethat case, becomes a “teaching
aid” herself (2001, 64). Mime and gesticulation amgrmally used spontaneously by
teachers to deliver atmosphere and meaning howeverime and gesticulate more
abstract words, story lines or even a whole stergemanding. Teachers play a similar
role to that of actors, they have to convey themmgpsuccessfully in the context of a
story (Garvie 1990, 86).

For teachers to become successful actors in thgteitong lesson, it takes an
abundance of preparation and effort because “a tgllig of a story is a combination
of several factors”; the teachers, “actors” need uge their entire body but

predominantly eyes and voice efficiently (Garvi©Q986).

As Garvie puts it, such abilities are usually rdotéthin the teacher’s skills; certain people haxare natural talent than
others but with careful preparation every teactsr successfully pass the message the story is ssipge(1990, 86). Garvie

accentuates the storytelling abilities of an Afni¢eacher and contrasts them with the Westerntstbing classroom:

The teacher is telling a story, but not in the Wwagn Englishman would tell it.

She is dancing it, singing it, acting it. She téllsvith her face, her voice, her

whole body. The class is completely caught up enattion: toes and shoulders

wriggling in sympathy. There is a song involvede tivhole class joins in

without invitation (Rosen 1985 as cited in Garvg9Q, 86).

In the Western culture where the storytelling ttiadi is not so vivacious the
teachers need to carefully design and preparettingtedling lesson, particularly using
themselves as the teaching aid. It is vital theheaknows the story by heart, “so that

the children feel that the teacher is giving themsthing very personal, something that



is not coming out of a book” (Wright 2003, 11). Kmag the story by heart is also
important because the teacher looks at her audiandethat way maintains the eye
contact, rather than in the book and consequemdlable to respond to pupils lack of
comprehension or their joy more readily” (Wright03) 11). There are several ways of
remembering stories; a detailed list of them isvgted in a coding agenda ‘Ways of
remembering the story’ in the research section [fsge 44).

Another important aspect in the preparation of #terytelling teacher is
working with her voice in order to be able to uke wariety of it, including pitch,
volume, rhythm, pace and pause (Wright 2003, 1b&. 0se of all the aspects depend on
the kind of story as well as on the personalitytred storyteller but it is particularly
useful to change the voice when different charadierthe story are speaking (Wright
2003, 15). From my experience, young learners @speappreciate if the voices of the
individual characters are exaggerated. It is, floeee vital to practice the voices
beforehand and keep the same pitch and volumeiadikidual characters during the
telling of the story.

Other roles of the storytelling teacher corresptmthe roles of a teacher in a
traditional lesson, depending on what kinds ofvéta®is precede or follow the story
including for example the role of a prompter (fagample when the pupils dramatize the
story and forget the words; the teacher then offeesn clues), participant (the teacher
participates in discussion about the story andreffer point of view), resource (the
teacher answers pupils’ questions related to thieiral background of a story) tutor
(teacher provides advice on story-book making) ssme(evaluation of storytelling
related activities), organizer and so on.

From the above discussion it can be seen thatttrgtalling lesson is highly
dependent on the teacher and her performance,theless it does not mean that the
learners’ needs are neglected. Thus, the follovanlgchapter deals with the young
learner’s developmental characteristics and how tieeds are met in the context of the

storytelling lesson.

2.2 The Learner in the storytelling lesson
It is generally accepted that the use of storytglls suitable for learners of any

age group, for young learners, teenagers or evehsa@r 1996; Ray & Seely 2004;



Zaro & Salaberri 1995). However, in the practicglplecation of the storytelling
technique my focus was on the use of the story yotimg learners since the telling of
stories, in its traditional way, relates mainlyctaldhood and young children.

Teenage and adult language learners can also bdrwmfi the storytelling
technique, nevertheless the choice of stories dé age preceding and following
activities differ dramatically from those employaith young learners. The authors of
Storytellingagree that, “the use of stories with teenagersiolt@does not lose its value
but rather takes on a different focus, which inelkiadnore complex stories and more
sophisticated activities” (Zaro & Salaberri 1993, Something that was not included in
the practical application of the storytelling terque. Hence, the following subchapters
analyse the individual developmental charactesst€ young learners and connect
these characteristics with the suitability of stelyng technique with the group of

young learners.

2.2.1 Developmental characteristics of a youngdmer

This subchapter examines the developmental chaisizie of a young learner
and their impact on the use of the storytellindhtegue in a class of young learners. In
order to create the right teaching and learningrenment teachers need to understand
how young children develop, think and learn on aegal basis and from there teachers

can draw conclusions for the foreign language obass.

There has been some discussion about the age spectrum of
young learners but for the purposes of this thesis | accepted
Harmer’s definition of a young learner; a learner who is
approximately six to nine years old since this age group precisely
reflects the age group of learners involved in the practical
application of the storytelling technique.

2.2.1.1 Cognitive characteristics

Many theories have dealt with children’s cognitidgevelopment (Piaget,
Vygotsky, Chomsky, Bruner, Dewey etc.), howevercdémg all the developmental
theories and their criticism would be inapproprifatethe purpose of this thesis. Hence,

this subchapter discusses contributions the deweofal theories have had on the



cognitive characteristics of the young learner efinéd above and their implications in
the language classroom.

Before examining the individual contributions itsh@ be defined what aspects
are considered to belong to cognitive developmknis generally accepted that the
aspects include children’s construct of world, pssing information as well as their
way of thinking and its influence on mastering was tasks, skills and knowledge
(Halonen & Santrock, 310).

Piaget, one of the first theorists in developmempstchology, identified four
stages of cognitive development; the thicdncrete operational stag@pproximately
seven to eleven years) is relevant in the discosefocognitive characteristics of a
young learner since its age delimitation approxetyatcorresponds to the age of a
young learner as defined above. Halonen and Santdedine the termconcrete
operational stag@s seven to eleven year old child’s understandirige world that has
four main characteristics:

1) logical reasoning replaces intuitive reasoningj, only in concrete circumstances; 2)
young learners cannot imagine abstract operati@syoung learners can apply
classification skills 4) young learners can mentally reverse actions, apmhgervation
skills (1996, 311-313). The last, fourth characteristomsider to be inapplicable in the
language classroom; especially regarding the €ling technique thus it is not
discussed in this subchapter. The subject is ulemtaletail for example by Fontana
(1997, 68-69).

In the first characteristic a learner’s logicalgeaing replaces intuitive thought
present in the previoupreoperational thougfit (Halonen & Santrock 1996, 311).
However, the logical reasoning of a young learresdnot resemble logical thinking of
an adult; a child in the concrete operational stzag@not formulate various hypotheses
without any concrete example or experience prasehe past. It means that the logical
reasoning takes place only in concrete circumstatioe young learner experienced in
the past (Fontana 1997, 69) or the presented radpeablem have to be applied to

concrete examples (Halonen & Santrock 1996, 311).

® Preoperational thought- in this stage, intelligence is demonstrated thhothe use of symbols,
language use matures, and memory and imaginatedeareloped, but thinking is done in a non-logical,
non-reversible manner (Halonen & Santrock 1996)311



The first characteristic connects the following et argument, that young
learners in the concrete operational stage cammagine abstract operations simply
because the operations cannot be applied to a etenexample. For instance, young
learners in the concrete operational stage camnagiine “steps necessary to complete
an algebraic equation” because it is “too abstratctthis stage of children’s
development” (Halonen & Santrock 1996, 311).

In the third characteristic, one important skillthe ability to classify, or divide
things into different sets or subsets and to camdideir interrelations (Fontana 1997,
70). Young learners in the concrete operationajestzan for example comprehend a
family tree of four generations and accept, thatelwample a father can at the same
time be a son, brother, grandson etc. (Halonen@r8ek 1996, 312-313).

There has been considerable amount of criticisnPiafet’'s developmental
theory; for example Piaget did not consider the @i social interaction in cognitive
development (Fontana 1997, 72). However, he estai the field of cognitive
development and contributed to the present dayaaeleaged concept that perceives
children as active thinkers, who are able to caigsttheir own development (Flavell
1992 as cited in Halonen & Santrock 1996, 313).

Piaget's contributions for the foreign language sstaom include: using
concrete properties and visual aids to illustragsdn and to help learners understand
what is presented, using familiar examples and ighog experience to help explain
more complex ideas, providing opportunities to sifgsand group objects and ideas,
providing opportunities for “hands-on” activitiemanipulating objects etc (Fontana
1997, 78-80).

The above examples are employed in the storyteléagon on a regular basis.
Concrete properties such as real life objects aswhi/aids such as pictures, flashcards
or story pictures are used in the introductory drthe lesson and then during the
actual telling of the story. Using familiar exampland concrete experiences provides
the story itself either by using stories familiarléarners or by using Personalized Mini
Situations in which more complex ideas can be miteskeon real life situations learners
have experienced.

Classifying and grouping can be for example emploge a follow up activity;

pupils can for example classify good and bad charadn the story or family relations



between the characters. “Hands-on” activities aesgnt in introductory parts of the
storytelling lesson as well as during the telliiglee story or in follow up activities, in
the activities pupils touch and interact with detmaterials used for presenting and
telling the story (pictures, real life objects),ma@ parts of the story or they create
something on their own (creating their own storgloetc.).

Piaget also proved that if learners make a mistialees not have to be due to
their incompetence but most probably the mistakideas their current stage of
cognitive development. Piaget believed that thenitbg development could be
enhanced by teacher’s attention to the learninggs® rather than to the end product
(Fontana 1997, 76). The storytelling being based Kwashen’s five hypotheses
emphasizes the learning process itself;, emphagiated on conveying the message
rather than on an error as the end product.

In contrast to Piaget’s theory stands Vygotsky'seotty of cognitive
development, Vygotsky considered social interactioucial to children’s cognitive
development. Vygotsky’'s most important contributisnthe concept of theone of
proximal developmenin which he stated that cognitive abilities coblel developed
and enhanced through a child’s interaction withltadar peers (Fontana 1997, 76)
(Halonen & Santrock 1996, 315). To participate ucths interaction, children need
language, something Piaget did not consider ithaery of cognitive development.

Young learner’'s mother tongue skills are still eleping at the age of six to
nine years, consequently young learners need acharg lingual environment to help
them further develop their existing language sk{fentana 1997, 79). In terms of
foreign language learning and acquisition, an awadi@l approach would suit the
overall age of the individuals concerned (Holde®7,970). Harmer also believes that
an audio-aural approach is suitable for young ke@raged six to nine years because
learners in that age group “respond to meaning dV¥etmey do not understand
individual words” and “they often learn indirectigther than directly — that is they take
in information from all sides...” (2001, 38). Suchlibés correlate with the storytelling
technique because storytelling provides varietycomprehensible aural input and
promotes the comprehensibility by using variousi@isids.

According to Fontana and based on Piaget’'s thebryognitive development

young learners cognitive skills are closely intenvected with physical activities. That



Is why practical experience serves as the mainceaniryoung pupils’ learning; Harmer
adds, “their understanding comes mainly from wihatytsee and hear and, crucially
have a chance to touch and interact with” (2001, J®e storytelling classroom
employs entire body in the learning process thropigysical movement such miming,
jumping, touching etc. and that way provides aetsrof short and quick activities (up
to ten minutes) to match young learners’ limite@rtion span.

Another important aspect of cognitive developmenyaung learners aged six
to nine is the use of imagination in order to ceetliteir own construct of the world.
Harmer agrees that, “young children respond wellb&ing asked to use their
imagination” (2001, 38). Listening to stories stlates and develops learners’
imagination and young learners enjoy participaimg@ctivities such as predicting the
content of the story, changing the ending of theystcreating their own stories or
drawing story scenes.

The above discussion of storytelling techniqueegsrds cognitive development
of a young learner proves that the storytellingahas young learners’ needs especially
when considering their need for physical movemesgt of concrete properties and

teacher provided aural input.

2.2.1.2 Socioemotional and motivational characterii€s

For many Czech pupils the beginning of foreign leage learning starts at the
age of nine or ten, however many schools offerdageg classes for younger learners as
part of their extra curricular activities, usualltarting at the age of six. Both
socioemotional and motivational characteristicthmage group of six to nine years old
learners are crucial at this stage of developmibetefore language teachers need to
respect them.

Many educators agree that timidness, absence dfcasdciousness and
awkwardness during this stage of development cad te inhibitions later on during
puberty (Holden 1987, 70). Young learners manage to devéiepdly relationships
with their teachers and classmates (Holden 19877089 According to Erikson, who
defined eight stages of psychosocial developmetdafionships among classmates and
teachers are significant for children aged sixwelte years old (Halonen & Santrock
1996, 316).



One of the psychosocial stages Erikson developedhésindustry versus
inferiority stage, which is relevant in the discussion of yoleagners socioemotional
and motivational developmenhdustryrefers to young learners natural desire to learn,
to master the new knowledge and intellectual skillerder to experience the feeling of
achievement and success. In contrasgriority refers to feeling “incompetent and
inadequate” due to lack of success, uncaring teadrerejection of peers (Halonen &
Santrock 1996, 318) (Boeree 1997).

According to many psychologist teachers have tepaesibility to provide care
for pupils whilst guiding them to build a senseachievement and competence (Boeree
1997) (Halonen & Santrock 1996, 318). Pantaleohebes that not providing the sense
of success and achievement usually results in deeref young learner’s intrinsic
motivation, which at this stage of development cematurally to young learners (as
cited in Holden 1987, 69-70). Harmer also agre@s$ thmost intrinsic motivation is
ensured by young learners’ attraction and enthosfas novelty (2001, 38). According
to Wright, the use of storytelling in the languagi@ssroom produces intrinsic interest
and supports intrinsic motivation since young leasnhave a natural desire to find
meaning in the stories and so they feel rewardednwthey are able to understand
(2003, 4). Consequently young learners “are mattvato try to improve their
understanding even more” in order to experience shecess needed for their
development (Wright 2003, 4).

It has been said the relationship with the teathektremely important to young
learners, especially in the first two years of ¢élementary education (Vagnerova 2005).
The importance of the teacher-learner relationshimlso demonstrated by young
learners’ desire “to talk about themselves” as waslfto use themselves and their own
lives as main topics in the classroom” (Harmer 2@=8). The storytelling teacher can
deal with such situations using Personalized Mitiigions, which focus on pupils’
lives and experiences (Ray and Seely 2004, 222).

From the above discussion it is clear that teacbey®ung learners need to be
responsive to young learners’ socioemotional antivaitional needs; provide friendly
learning environment with enough opportunitiesléarners to experience the feeling of
success and achievement which positively reflattiearners’ attitude and motivation

towards the foreign language. Storytelling’s maamtcibution in socioemotional and



motivational development of a young learner is ooy the anxiety in the classroom
while providing varied contextualized comprehersibiput that appeals naturally to

young learners.

3.  Culture in relation to the storytelling technique

The preceding chapters examined the use of stbingieh a foreign language
classroom discussing various issues such as tbeetiwal background of the technique,
the suitability of storytelling for young learneaad so on. Another consequential aspect
that this chapter discusses is the cultural vahee dtory offers to foreign language
teachers and learners.

The word story in this chapter represents any kihdarrative the teachers may
choose to use in the lesson, including fairy tdiel&, tales, modern children’s literature
and so on. This chapter does not attempt to diééween these genres but rather draws
the attention to what the telling of stories in gext offers in a language classroom from
the viewpoint of culture.

All of the genres named above have the ability agspon morals, traditions,
values or promote pupils’ understanding about siquéar culture the story arises from.
It is not only the foreign culture that pupils cexplore through storytelling but they
also explore “their own cultural roots” (Stoyle 2)0 Exploring individual’'s own
cultural roots has always, according to Deg, béenprimary use of storytelling in the

society (1989, 104). Although customs differed,ngelling played a strong role in



traditional societies (Deg 1989, 104). In contr&sta modern society, where the
traditional storytelling that shares knowledge,uesl and wisdom is valued over facts
provided by media (Hecht 1989, 58). According tahiestorytelling should be revived

in the school curriculum in order to provide a Ibaka between the modern and
traditional world (1989, 58).

However, it is not only an individual’'s own cultuasd traditions that can be
discovered through storytelling. Looking closelysabries the teacher and pupils can
discover many clues about the cultural facets ef ¢buntry the story originates in,
including its clothes, language, food, holidaysteeminment, religion and values.
Stoyle in her articleStorytelling and intercultural understandingummarizes the

abilities of the storytelling technique:

- it (the storytelling) allows pupils to experiendiwerse cultures,

- it enables pupils to empathise with unfamiliaople/places/situations,

- it offers insights into different traditions amdlues,

- it helps pupils understand how wisdom is comnmalk peoples/all cultures,

- it reveals differences and commonalities of aeisuaround the world (2002).
Stories often provide various settings includingographical features like

mountains, rivers, lochs, highlands or dark fordbtst can be used for enhancing
pupils’ cultural experience. Such a story is fostanceNessypresented in Wright's
Storytelling with Childrenwhich can be used for introducing Scotland or dssog the
mystery of Loch Ness and so on. Many authors atifreestorytelling has “a natural
role to play in cross-curricular work” (Stoyle, ZD0 A typical example is the modern
story by Eric CarleThe Very Hungry Caterpillapresented in th€©nce upon a time:
Using stories in the language classrooihe activities that can be drawn from this
story are endless and at the same time the aetiwitonnect the curriculum with other
subjects including mathematics or natural sciegEsgan & Rinvolucri 1990, 167).

The storytelling technique is a powerful way ofg@eting different cultures and
traditions as well as of noting similarities ana@¢ueing themes (for example various
versions ofLittle Red Riding Hoodin a foreign language classroom. Moreover, it
provides an opportunity for developing acceptanu rspect for different cultures as
well as an opportunity to connect the curriculunfaréign language with other subjects
such as geography, arts or history.



.  THE RESEARCH SECTION

4. Introduction to the research

4.1 Aim of the research

The research work of the thesis ‘Storytelling in TELaims at a critical
evaluation of the storytelling technique when aggblin practice from the teacher’s
viewpoint in order to be able to find any practiedivantages and disadvantages of the
technique. Therefore, the teacher asked a que$Wdmt are the advantages and
disadvantages of the storytelling technique?”

Based on the research question, the aim of theandseis heuristic or
hypothesis-generatingpecause the researcher “observes and records sspeet ar
context of foreign language” in this case the gwlling techniqgue employed in the
context of the foreign language classroom (Seli@erShohamy 1989, 29). The
researcher collects data “in an attempt to inclaglenuch of the contextual information
as possible”; in this case the information is atbé in a form of a reflective diary
(Seliger & Shohamy 1989, 29). As a result the netea was able to formulate the
advantages and disadvantages of the storytellinognigue when employed in the
context of a foreign language classroom.

The research work does not aim to demonstrate wh#ik storytelling technique is
more effective than other techniques employed érfdineign language classroom. Its
pure focus is on finding any practical benefits &ngtations regarding the learners
and the teacher involved in the application oftdehnique.

The findings of this research should be particuiseful for language teachers
searching for balance in their teaching. The oVeeafaluation of the practical
application of the storytelling technique will hemachers decide whether the technique

itself or some of its elements are worthwhile ofpéwging in their language classes.

4.2 The Context of the research

Before and throughout the practical applicatiornhaf technique the teacher had
studied the theory underlying the storytelling t@gue as well as resource books
concerned with the storytelling and attended atgin@nute seminartJsing Stories in

English Lessonserganized by the Oxford University Press.



The research work was completed during the teashsinical year practice
2004/2005 in an elementary school in Pardubice. pteetical application of the
technique was implemented in afternoon Englisholesswhich was an extracurricular
subject offered to pupils who have not yet had eeifim language present in the
curriculum.

There were two groups of pupils involved in theesssh work. Both groups
correspond to the age range of young learners miexsén the theoretical section (see
page 23). The first group (A) consisting of 12 psipvere first graders; five of them
were introduced to English language in their nyrssrhool. The other seven pupils
were absolute beginners; they had never been imteatito the English language. In
this group there were seven girls and five boys.

The afternoon English lessons took place once &wW&@&hin the school year,
the ‘group A’ had 39 English lessons each lastisg Minutes; ten of them were
instructed using the storytelling technique. Tharygelling was applied approximately
every fourth lesson, that is once a month.

The second group (B) consisting of 15 pupils wexeoad graders; they were
introduced to English in the first grade, in theeaioon English lessons. They fall into
the category of beginners. In this group there wi&doys and three girls. ‘Group B’
experienced thirty-seven English lessons eachniagth minutes and ten of them were
instructed using the storytelling technique. Simylato ‘group A’, the storytelling
technique was applied approximately every fourtisda, that is once a month.

At the initial stages of the course, the first ftegsons, the teacher employed the
method of Total Physical Response in order to gptlp used to the physical movement
that takes place in the storytelling lesson. Batbugs ‘A’ and ‘B’ used the textbook
Super Me! land Super me! lIfor the other lessons, in which the storytellinghi@que
as defined in the introductory chapter did not tpleee.

Throughout research the researcher ensured thati¢héties and interests of

the subjects involved were protected.



4.3 The Research methodology

The sample of subjects involved in the researchuded two groups of English
language learners and a teacher. The researchiritdighe category of small-scale
research because the number of participants ingtolvas 28 including the teacher-
researcher. The groups of learners involved wdeetggl non-randomly, on the basis of
availability. The control of the research contexisdow because the researcher did little
to manipulate the context of the research sincegthaps of learners were already set
up and the researcher did not introduce any kindsmécial treatment (such as
interviews, observation through video recording)di8eliger & Shohamy 1989).

It has been mentioned in the previous chapterthigatesearch work of the thesis
‘Storytelling in ELT’ aims at finding practical advantages and disadgastaof the
storytelling technique from the viewpoint of a teac To be able to specify the
advantages and disadvantages the teacher invaltbe research collected the data in a
form of a reflective diary in which the teacheramted all issues connected with the
practical application of the storytelling techniguethe foreign language classroom. A
detailed analysis of the reflective diary is présen the subchapter 4.3.1.1 ‘The
Reflective diary’ (see page 36-37).

From the above description it is plain that theches involved in the research
work also became a researcher, a so-cdpedicipant observer’because the teacher
participated in the study herself but at the same she recorded her experience in the
reflective diary (Seliger & Shohamy 1989, 120).

The teacher, participant observer, adoptgtthetic approacin which the scope of
the research is “as unrestricted as possible”, hieans that the research “records
anything and everything of note without decidingahhobserved phenomenon were
of significance and which not”. Therefore, the fedsinot clear to the subjects
participating in the investigation (Seliger & Shaha1989, 36). On the other hand,
it means that the data collected were represeantafiwhat the learners and the
teacher normally did in the storytelling lessoneTasearch recorded what occurred
naturally in the context of the storytelling lesg@eliger & Shohamy 1989, 34).

The data collection procedure, the reflective dianggests that the research is of a
qualitative design because qualitative researdmegainformation in forms of “non-
numerical” data, usually in forms of oral or writtdinguistic” units (Seliger &
Shohamy 1989, 201). The written retrospective sgextion of the teacher about her
and learner’s performance comprise the data ofgihaditative research. However
the design of the qualitative research suggesigatiNe perception, particularly
when using the data collection procedure in thenfof a reflective diary. Thus, the
following paragraphs examine the aspects connedtbdhe quality of this research.



The quality of qualitative research is judged d#fgly than the quality of
guantitative research that deals with numericaissies of a phenomenon. To judge
the quality of qualitative, hypothesis-generatiagearch the issue of validity and
reliability has to be identified.

Validity in hypothesis-generating research relavethree factors: the
representativeneseetrievability andconfirmability of the datgShohamy & Seliger
1989, 104). To begin with, the arearepresentativenestemonstrates “the degree to
which observed data represent the normal behawiditne subjects involved in the
investigation” (Shohamy & Seliger 1989, 104). Ihadfect the validity of
descriptions of the behaviour. According to Seliged Shohamy, the research “must
be able to show that the act of investigation erghesence of an observer has not
distorted the nature of the data collected” (Shoh&nseliger 1989, 104). As noted
before, in the case of investigation in the stdliyig lesson the teacher-researcher
became a participant observer and that way chliessanoticeable or intrusive
method of collecting the data” (Jacob 1987 as ditéshohamy & Seliger 1989,

104).

Secondly,retrievability is concerned with the researcher’'s access toeitaras
of the original data so that the same responsbsimviours can be repeatedly reviewed
for analysis (Shohamy & Seliger 1989, 104). Theadatlection procedure used in this
research, the reflective diary, enabled the rebeato come back to the data in order to
repeatedly review the reflective diary for analysis

The next aspect of the validation in hypothesisegating research is the
confirmability, which refers to “the ability of the researcher tmfirm findings, either
by re-inspection or by demonstrating the same fiigslithrough different sources”
(Shohamy & Seliger 1989, 105). The process is @fmred to asriangulation. In the
case of this research dealing with the storytellinggas not possible to collect the same
data using different sources or techniques. Howewer teacher-researcher validated
the initial findings by returning to the data aftexving collected another fifty percent of
the intended data (ten entries in the storyteltragy) and re-inspected the data for the
findings. The same patterns (categories) were famidemerged again.

To support the triangulation more in the future tasearcher would conduct the
research again after a longer period of time amtkclfior the similarity or differences in
categories. Alternatively, the researcher would decah the research with another
colleague who would serve as a judge to evaluaditidings and confirm that both
researchers reached similar findings. Such triaatgul would increase the validity of
the research. Validity is closely related to religb of the research, the issue of

reliability of this research is discussed in detailthe subchapter 4.3.1.1 ‘Reflective



diary’ (see page 36-37)To further illustrate the background of the reskarthe
research method used for analysis of the colledéta has to be defined.

The research method used for analysing the cotledtea was the method of
content analysisThe method otontent analysiss based on deriving themes from a
piece of text which are later organized into conhtamalytical units often referred to as
categories (Mayring 2000). The derivation of théegaries can be either inductive or
deductive. The derivation of inductive categorieguires the researcher to reread the
text several times and find issues or themes #wtaur in the data (Mayring 2000). On
the other hand, the derivation of deductive categoassumes that a system of
categories exists before examination of the datlhsaich a system is then applied to the
data (Shohamy & Seliger 1989, 205). A detailed deson of the procedures of
qualitative content analysis, which the resear@wmomplished, is further depicted in

the chapter 5.1 ‘Research data analysisé page 38).

4.3.1 Qualitative data collection procedures

The teacher-researcher decided to demonstratelttamt@ges and disadvantages
of the storytelling technique when applied in pi@etThe research’s synthetic-heuristic
design and the nature of the problem require qualé data collection because the
teacher needed to record what occurred naturaltiienstorytelling lesson. One of the

examples of qualitative data collection procedsrihe reflective diary (Freeman 1998).

4.3.1.1 The Reflective diary

Freeman in his booRoing Teacher Researakefines the reflective diary as “a
record of thoughts, feelings, reflections, and olet@on of the writer” (1998, 210). He
says, the record “may be focused on a specifiofesactivity, or student, or they can
describe the writers more general day-to-day thipkor questions”. According to
Freeman “the purpose of a reflective diary is tentify issues, puzzles or questions in
teaching” (1998, 210).

Bell in her bookDoing your research projedpecifies the reflective diary as a

“retrospective account of things that have happgrsde further labels the data present



in the reflective diary as *“factual data”, “sigmiéint incidents” and personal
“interpretation” (1993, 102). The factual data désx the events that took place,
decisions made and the people involved in the reBe&ignificant incidents identify
the issues particularly important for the researchand their priorities. Finally, the
personal interpretation offers a “personal reflattand interpretation of happenings” as
well as personal feelings and emotions influencethb events (Bell 1993, 102).

The important point in the discussion of the rdfiex diary is what Bell
identified as the “personal interpretation” becauséhe reflective diary the teacher-
researcher had more latitude in the ways whatcordg in other words, the truth was
represented by the verbalized retrospection oteéheher “filtered through the writer’s
past experiences, own identity, own aspirations @md personality”(Bell 1993, 102).
The data collected then are of a “low degree ofliepess” (Shohamy and Seliger
1989, 157).

Due to the data collection procedure, the reflectivary, the data is of low
explicitness. Therefore, it was important to estartae reliability of the data collected
(Seliger & Shohamy 1989, 185). Such estimatiorsisally achieved throughter-rater
or intra-rater reliability (Onwuegbuzie & Daniel 2003). Inter-rater reliatyilivas not
used in the research; as such reliability requaresther observer or observers to agree
on the data collected in the practical applicadrthe storytelling technique. On the
other hand, the researcher adoptedirbt@-rater reliability which is used for the data
of low explicitness in order to increase the raligbof the obtained findings. The
researcher re-assessed half of the data obtairledcampared the results with the first
half of the data (Onwuegbuzie & Daniel 2003he results, categories, obtained the
second time were highly identical with the categebtained first time.

In order to describe the steps the researchentiikt recording her experience
it is necessary to say that in addition to theefVe diary the teacher-researcher also
used field notes. Field notes were particularlydusdaen the teacher was not able to
write in her reflective diary usually due to a lagktime. But more importantly, the
teacher-researcher used the field notes in theapatepy stage of the storytelling lesson

in order to be able to record the time spent oividdal steps during this preparation.



5. The Data obtained from the research

5.1 Research data analysis

The research data analysis depends on the nattite tdsearch problem, the
design of the research and the type of data celledt synthetic-heuristic research
where qualitative data has been collected by thegature of writing reflective diary the
teacher-researcher looked for “regularities, comatitas and patterns” in the reflective
diary respecting the rules of qualitative conterdlgsis in order to establish the
categories (Mayring 2000). The following chapteesatibe the process the researcher

underwent in detail.



5.1.1 Deductive category application
It has been mentioned before that one of the plessiays to establish the

categories is to apply a set of already existinggmies to the given data. Because the
amount of data collected in the storytelling reskawas substantial the researcher
accepted a mixed approach in establishing the caesy
While applying the deductive categories the teachsearcher used the book
Storytelling with Childreras the main source for these categories. There s@reral
reasons for using the book, firstly the teacheeaesh used it as the main source during
the practical application of storytelling, and sedly the book’s exhaustive pithiness
ensured establishing maximum number of categofiesn the suggestions in the book
the teacher created a list of categories and sedttie data for the given categories.
The following deductive categories were appliethtext of the reflective
diary: ‘Choosing a story’, ‘Choosing new/key wordSimplifying the language’,
‘Ways of remembering the story’, ‘Reading the stoigetelling the story to
somebody’, ‘Using a story skeleton’, ‘Imagining ttery as a film’, ‘Remembering the
verbal rhythm’, ‘Introduction of new/key words’, l&shcards’, ‘Objects’, ‘Illustrations
in the book’, ‘Drawing on the blackboard’, ‘Contgxfranslation’, ‘Mime’, ‘Retelling
the story’, ‘Acting our/miming’, ‘Changing voice’Jsing pictures’, ‘Dressing up as
one of the characters’, ‘Discussions’, ‘Predictihg content’, ‘Physical activity’,
‘Drawing expressive lines’, ‘Pictures in the mintgames’, ‘Drawing’, ‘How would
you feel?’, ‘Phrases/words you like’ and ‘Likeslikes diagram’ (Wright 2003, 10-54).

The categories were recognized within meaningfitsugenerally represented
by a sentence or a short paragraph in the refledi@ry, an example is provided in the

appendix 3.

As the application of the categories proceededrdbearcher identified that
some of the categories are subordinate to othegoees and therefore they formed
subcategories. The following table provides an earaf such a category relationship:

Figure 1: Category — subcategory relationship

An Example from the reflective diary Category




“In the Meg & Mog lesson, | brought in
black stockings, big black shoes and a ha .

to introduce the key words. Unfortunately E ntroduction of new/key words
| didn’t find a cloak, an owl etc. so some
flashcards had to do the job. To introduce Flashcard

words like ‘wake up’, ‘get out of bed’ and|  Objects subcategories

‘get dressed’ | used mime and gestures.’

Mime

5.1.2 Inductive category development

In contrast to deductive category application ssanductive category development.
As explained before to be able to derive the categinductively the researcher was
rereading the text of the reflective diary untieskas able to identify all the

recurring patterns that formed the categories.

The following categories were identified in thealdTeacher’s preparation
before the storytelling lesson’, ‘Teacher’s actiorstorytelling lesson’, ‘Learners’
activity in storytelling lesson’, ‘Creating handswand materials’, ‘Drawing’, ‘Copying
materials and handouts’, ‘Discipline maintenant&tention maintenance’, ‘Fatigue’,
‘Loss of voice’, ‘Listening’, ‘Spontaneous speakiimgthe target language’, ‘Evaluation

of the storytelling’ and ‘While telling the story’.

The categories were recognized within meaningfitsugenerally represented
by a sentence or a short paragraph in the refledi@ry, an example is provided in the
appendix 3.

As the categorization proceeded, the researchetifide that some of the above
named categories were superordinate to the prdyiapplied deductive categories

and therefore they formed super categories. Thewolg table provides an example
showing such a category relationship:

Figure 2: Super category — category relationship

An Example from the reflective Super category
diary




“Since it's the first storytelling
lesson | chose a story well known
to me and the pupils; Little Red

Riding Hood.” y .
“...the key words | picked wer=~TeaCher S preparat|on before the

just simpie nouns (granny, wolfStorytelling lesson
basket etc.). Even though the .
story is well known, | simplifie Choosing the stor

the language; | omitted soméleductively _
words and shortened long r Choosing the new/key words ~ derived

sentences.” Simplifying the languagetc. — categories

5.1.3 Coding
Coding in this research refers to allocating cddebe categories derived in the

reflective diary. Each of the super categorieggaties and subcategories were
allocated with their own code. The code was design@uctively, by the researcher,

based on the name of the category and relatiorsshgng the categories.

The name of the category served as the main séarrtiee code development and
only letters were used, for example to the suptgoay called ‘Teacher’s

preparation before the storytelling lesson’ theeagsher assigned letters TPSTL.

In addition to the letters, the researcher alsmasd a number to the category to
illustrate the hierarchy among the categoriesgf@mple to the above-mentioned
super category TPSTL the researcher assigned aerdmBuch a number illustrates
that it was the first super category derived frowm dlata; the categories subordinated
to TPSTL1 were further marked with the number 1/2,0r 1/3 etc. to illustrate the

inferior relationship.

A list of all the codes developed and applied wasited and reapplied to the new
meaningful units of the data each time an apprtguait was encountered; a copy
of the list is provided in appendix 4.



After the allocation of the category codes was detep the researcher divided
them into two main groups; a group related to #alher and her actions and issues she
encountered while carrying out the storytellingesash and a group related to learners
and their actions in the storytelling lesson. Tésacher related group of categories was
named ‘Teacher related categories’; consequendylearner related categories were
named ‘Learner related categories’. The purposhefivision was to be able to state
clearly the advantages and disadvantages of thgteiting technique when applied in
practice while considering both; the learner areltdacher participating in the learning

process.

5.1.4 Enumeration

In analysing the data the researcher has alsedantit so-called “enumeration”,
which in the qualitative type of data concerns ¢mgnfrequencies of the category
recurrences so that the researcher would be ablgpioort the statement of the
storytelling advantages and disadvantages (Onwusgl8uDaniel 2003). In
addition to counting the recurrences the reseatti®also counted the average
duration of the category ‘Teacher’s preparatiorolethe storytelling lessom
order to support the summary and interpretatiothefresults (see chapter 6.3
‘Results of Enumeration’, figure 13).

The process of enumeration had to be done manoediguse the researcher did not
have at her disposal any of the computer progranfonegialitative content analysis.
It meant that the researcher was working with a lcapy of the reflective diary
cutting out the categories and subcategories anjdising them together into
category/subcategory groups. After that the rebearcounted the frequency
recurrences for each individual category or sulyaie

The frequencies, results of the enumeration andgsoare presented in the chapter
6.3 ‘Results of Enumeration’, page 52.

6. The Results of the research

6.1 Teacher related categories

As mentioned earlier, the following categories amhate to the teacher, her actions
before, during the storytelling class and issuesesitountered while applying the
storytelling technique. These categories are ptedan a form of a “coding
agenda”, which refers to a system of tables thaivsthe category hierarchy while
providing a clear picture of how the researchaved at these categories (Mayring
2000). Hence, the tables present the name of tegagy, a code allocated, an
explicit category definition and finally exampleftbe category in a form of
citations from the reflective diary. Particulartile category definition and the



citations from the reflective diary serve as anlaxation of how the researcher
arrived at the categories.

The following tables (figure 3 and figure 4) sholitlae categories subordinate to the
super categoryTeacher’s preparation before the storytelling la5§bPSTL1). The
super category was derived inductively based omattiens the teacher completed

before the storytelling lesson.

While presenting the findings in a tabular form teeearcher was required to use
single line spacing with both teacher and learakated categories also using table
size font eleven (e.g. Figure 10), in order to eneshe findings in a comprehensive

manner.

Figure 3: Coding agenda for the super category TRST

Code Category Definition Example
Conscious choice of a “I love this book, it has
particular story from various fantastic pictures, usefyl
possibilities while vocabulary, it rhymes
considering the following: | and the words repeat

Choosing a - the level of pupils’ often’”.
C1/1 stor English
y - pupils’ interests “Simple short story with
- pupils’ age unexpected conclusionj
i plcturets Itn the ?OOk Pupils can compare |t
- curren | Stage o with traditional fairy
curriculum tales”.

Figure 3: Coding agenda for the super categoryT[RSontinued



Definition

Code Category Example
Purposeful choice of new I have (ah(?i_en dfive
words or words crucial tg gﬁ:’r"n‘g’g S blerz]c asuo

- understanding the story .
ChOOS| ng while considering the pupils already kno
following: some and they a
C1/2 neW/key ' crucial for the story
- comprehension of comprehension.”
words the
story
- current stage of
curriculum
Purposeful modification | “The only change
of the following: I've made was
- rare vocabulary substituting the
. . . _ idioms word kipper for a
Slmpllfylng - tenses fISh'"
sS1/3 - word order _
the - long sentences “Since | translate(
- unnecessary the story, If
|ang uag e sentences simplified the
language as mua
as possible to matg
pupils’ level of
English”.
Creating handouts fa Fepve made the
upils  with  new/ke -
Creating handouts and \F/)voFr)ds pictures to matghflashcards Just by
CR1/4 materials for the | these words and materigl§ g Out some
lesson such as flashcards ictures of a_nlmflls
sequencing cards. fom magazines:.
Drawing connected with :Ldrsw pictudres of
preparation of the € 'Ie’thog S ?n”
materials such as the pupiis-handouts.
_ following: “I was drawing|

DR1/5 Drawing _ flasheards flashcards tq

introduce thq

- pupils’ handouts
- sequencing cards
- story pictures

vocabulary and fo
the story because

p——

—

has no pictures.”




“l copied the
sequencing cards

Copying connected only for each pupil...”

Copying materials, | With the storytelling _
COP1/6 handouts materials and handouts. | “| copied handoutj
that were at th
back of the story
book.”

14

A part of the teacher’s preparation, excludingdhieady presented categories above
was to also memorize the story; the following tgtiesents the findings (all the
steps the teacher had to accomplish in order fompersuccessfully in the lesson)
related to the category ‘Ways of remembering tbey5{WRS1/7).

Figure 4: Coding agenda for the category WRS1/7

Code Subcategory Definition Example




“I read the stor;l
repeatedly, evep
. . though its a wel
Reading the | A repeated reading :
RLS1/7/1 story accomplished several knovm_ tstoryz Itt tootk
times to aid the me thirty m|n|l|J esth(
memorization of the story memorize , a ¢
dialogues.
Atdetaileotl recitation og tga..l retold the story to
§o|ryd_ tﬁ ¢ Hsome _0 ’/my colleague at
Including the odow[ng. school, concentrating
i majo[ and minor | 4, pody language,
. events mimics and change of
Retelling the - body language and _, . :
. voices. Quite
RTLN1/7/2 story to mimics connected | oo racsing!”
somebody with the plot and '
characters
- changing voices | ‘I retold the story with
all the actions to m
mum who does nqdt
speak English”.
Chronological “l used the skeleton tp
Using a stor arrangement of the majlrhelp me remember gl
SKLTN1/7/3 d Y| events of the story into jghe  events  anfl
skeleton , . o
diagram in order to be ablecharacters’ dialogues.
to memorize the story.
Purposeful picturing of the*...this was good as ah
- story as a film to aid theadditional help of how
Imagining the o
. memorization of  key to remember the story,
IMGF1/7/4 | story as a film : . :
events, dialogues and bodgptherwise the rereading
language. helps me most.”
Remembering| Recognition of the verbal” ...and the rhyme in
the verbal | rhythm in the story inthe Cat in the H
RTHM1/7/5 rhythm of the | order to aid the helped me remembgr
story memorization. the excerpt.”

The coding agenda of the super category ‘Teaclati®n in the storytelling

lesson’ (TACTNZ2) consequently follows the categeriand subcategories of the
‘Teacher’s preparation before storytelling lessofhe following tables present the
coding agenda of the super category ‘Teacher'omdti the storytelling lesson’ that

was further divided into a coding agenda for theegary ‘Introduction of new/key



words’ (INTRW2/1) presented in figure 5 and ‘Whtkdling the story’ (WTLNST2/2)

presented in figure 6.

Figure 5: Coding agenda for super catego&CTN2 —categoriINTRW2/1

Code

Subcateg
ory

Definition

Example

FC2/1/1

Flashcard
S

Cards with
representing

pictureg

the word

from the story used fgraround

introduction of

vocabulary.

new

5 “The flashcards seem to
sa success, |
during th
introduction of new
vocabulary and often don
get them back!”

e
pass thgm

—

0OBJ2/1/2

Objects

Any real-life items used fof

the introduction of new
vocabulary.

“A packet of seeds t
introduce the word ‘seeq
which we later on plante
as well...”

J

O

MM2/1/3

Mime

Use of gestures and faci
expression to convey th
meaning of the new wor

during the introduction of mimics to reinforce the

vocabulary.

alWhile introducing the
evocabulary with
dflashcards, | also employs

understanding of the key
words.”

d

ILSTR2/1/4

lllustrations
in a book

Use of the story boo

pictures to introduce theflashcards, I

new words from the story.

K“After using the
illustrations in the book t
re-introduce the key worg

in a different way.”

found

D
S

DRBB2/1/5

Drawing on
the
blackboard

Purposeful drawing of th
key words present in th
story on the blackboard i
order to introduce theg
words.

eon the blackboard befo
nthe lesson starts so t
gpictures look mor¢
authentic and learne

recognise them.”

e“It's a good idea to dravl/
e

e

S

Figure 5: Coding agenda for super categofCTN2 — categoryiNTRW?2/1 continued

Code

Subcateg
ory

Definition

Example




The circumstances in tI'Lé‘I wasn’'t very successflJI
story that surround theat using the context fq

=

CNTX2/1/ presented word and hejpntroducing some of thg
6 Context | to convey its meaning. | new words. Perhaps |l
overvalued pupils’ and my

abilities.”

Providing meaning of the“l provided the translatiog
. new words in the pupilg just to clarify the meaninp
TRN2/1/7 | Translatio mother tongue. of the word ‘turnip’ in
n contrast to Czechepa'.

Figure 6:Coding agenda for the categdMTLNST2/2

Code Subcategory Definition Example

A main part of thg"“l retold the story fou
Retelling the | storytelling lesson in whichtimes, | was asked to do

story the teacher narrates thé again and again...”
story.

RTLN2/2/1

174

Representing the story plptl acted out most of th
by action while using actions in the story qr
gestures, body languagevords that could b
Acting out/ | and facial expressions tdinked with some body
miming convey the meaning of thdanguage (e.g. conje
story. here, walks, hideq,
knocks, big ears, jump
out etc.).”

174

AMST2/2/2

1%

Purposeful variation of“l always changed th
characters’ voices so thpvoice with differen
pupils would be able tpcharacters. The hardgst
CHV2/2/5 Changing | recognise that a differenthing was to stick to th
voice character is speaking. same tone, pitch of voi
for particular charactgr
throughout the story”.

Figure 6:Coding agenda for the categdMTLNST2/2 continued

Code Subcategory Definition Example




Providing visual input “We've used th
during the storytelling to sequencing pictur
aid comprehension of thewhile telling the story t

USNP2/2/6 Using story using the following: | aid comprehension, | wds

: - flashcards asking questions abojt
pictures ) : . .
- illustrations in the | the pictures to make sufe
story book pupils comprehend t
- sequencing cards | story.”
The category refers to treI turned into theb ,
. teacher putting on speciaHurlgry Tree Baby
Dressing up Otesanek | was

clothes to resemble th : .
DRSN2/2/8 | as one of the chosen character in thavearing an old t-shirt

characters Stor Stuffed with a jumper,
y baby’s cap and holding
knife and fork...”

Consequently a coding agenda for the super categdigr lesson comments’
(ALCMNT3) is presented in the following table (skgure 7). It illustrates issues that
arose during the practical application of the dtgdhyg technique. The issues recurred
often and therefore they developed into individoategories (for detailed category

recurrences see chapter 6.3 ‘Results of the entim&)a

Figure 7: coding agenda for the super category ANJI

Code Category Definition
Example

“Again, in this

An issue arising from the
g class | had gred

following situation:

—+

difficulty
Y - the teacher acts intaini thq
Discipline . maintaining
DSCM3/1 maintenance out/mlmes_ th_e story | discipline  while
- some pupils interrupt performing the

the acting out part of | story.”
the storytelling

Figure 7: coding agenda for the super category ANJMI continued



Code Category Definition
Example

An issue arising from th
following situation:
- while telling the story

some pupils lose the ) .
. . "] questions just to gg¢t
attention, various .
ttention of somg¢

strategies used to gefjl A
s ) . ZI"pupils:
pupils’ attention again

= often had to do 4
comprehension
check through

Attention

PSAT3/2 :
maintenance

=

After the lesson a lack of*At the moment ||
energy due to the storytellingjust feel like I've
acting, miming and performed Othelld
coordination of the storytellingand not a children’s
whilst maintaining pupils] story.”
attention.

The teacher’s temporal’...my voice is
Loss of inability to use her voicehoarse...”
voice effectlvgly after thq
storytelling lesson.

LSVC3/4

6.2 Learner related categories
As mentioned earlier, the learner related categat@al only with learners’ actions

during the storytelling lesson. Similarly to teachelated categories, the system of
learner related categories is presented in a férancoding agenda indicating the
name of the category, the code allocated, an exkpétegory definition and finally
examples of the category in a form of citation frthra reflective diary. The purpose
of the coding agenda for the learner related categ@s to provide a clear picture

how the researcher arrived at these categories.

The following tables (figure 9, 10 and 11) show thagegories subordinate to the
super category ‘Learners’ activity in the storytedllesson’ (LNSA4), they include
the categories ‘Activities before the storytellifékB4ST4/1), ‘Activities during the

storytelling’ (ADST4/2) and ‘Activities after thaaytelling’ (AAFST4/3). The



super category ‘Learners’ activity in the storytedllesson’ was derived inductively

based on the actions the learners accomplishedgitiveé storytelling lesson. The

following table (figure 9) describes how the resbar arrived at the subcategories of

the category ‘Activities before the storytellingkB4ST4/1):

Figure 9: coding agenda for the category AB4ST4/1

Code Subcategory Definition Example
Pupils attentive listening tp“Pupils sat in a circle
teacher’s introduction dfand listened to the intr
LST4/1/1 Listening th'e story key ' words of story key words.
without reproduction of
these words.
Any discussion concerned “Pupils and | ther
with the following: talked about variou
DSC4/1/2 Discussions - story fallry tales 'that §
- the story book princess, a prince arI
- story pictures dragons as the ma
- other related storie$ characters.”
“Pupils simply
Pupils’ presumption about| assumed that the Pring
the story plot based on the & Dragon story ends |
following cues: a traditional way. Wh
, a surprise at the end!”
Predicting the - book’s cover P
PRCNT4/1/3 - key words
content ; “| presented Meg &
introduced Mod book’ d
- flash cards ¢ ogthoo S cover ar(;
- illustrations in the | '‘09€tNer we guesse
book what the story could b

about.”

Following the category ‘Activities before storyialy’ is the category ‘Activities
during storytelling’ (ADST4/2). The following tablescribes how the researcher
arrived at the subcategories of the category ‘At during storytelling’

(ADST4/2):

Figure 10: coding agenda for the category ADST4/2

o

vJ

d

174

Code

Definition

Example




Subcategory

LST4/2/1

Listening to the
story

Pupils’ attentive listening to
teacher’s presentation of the
story.

“Finally, the children sat of
the floor to listen to the
story.”

Figure 10: coding agenda for the category ADST&Zioued

Code

Subcategory

Definition

Example

AMST4/2/2

Acting
out/miming

Pupils’ presentation of th

story plot through actionOf
while using gestures, body,

language and facid
expressions to convey th
meaning of the story.

F“We tried to act out pa
Little Red RidingT
Hood, where
l\wonders about
E‘ears, eyes etc.”

sh
wolf’

14

PHSA4/2/3

Physical activity

Involvement of the body t
demonstrate comprehensi
during the storytelling fo
example through running
jumping, skipping, crawling
etc.

—

h“Jumping up is the mos
hRopular activity during
the storytelling. That i
why they asked me tp
retell the story fou
times!”

DREL4/2/4

Drawing
expressive lines

Pupils’ pictures of expressiy
lines showing how they fee
about each stage of the std
based on teacher’'s narrati
and how she changes t
intonation and

throughout the story.

rhythm

“During  the  fourth
ereading pupils  wer
2ldrawing the expressiv
rines to show how the
bfeel about the story
hbowever it was no
accepted very we
compared to th
jumping...”

>

D

14

CMN4/2/5

Commenting on
during the
storytelling

Pupils’ opinions about what
is going on in the story, whal
will happen next or how it
will end.

“They always commerg
on the story, sometimes
have to stop to give the{r

S

some space which slo
down the pace of th
lesson...”

PICM4/2/6

Pictures in the
mind

“I asked the children t

Consciously using imagery {

Oclose their eyes a

draw pupils’ attention to theimagine the mess that tie
story setting, characters, theitat in the Hat has mad,




voices and appearances.

then describe what the
could see...”

Yy

Spontaneous
speaking in
target language

SPSTLA4/2/7

involvement on the teach
side.

Any word, phrase or senten
present in the story producs
by a pupil without any direg

Ce
[ quickly some of

. children

“It still amazes me ho
th{
t

produced th
words from the story
hey are simple, but thq
count!”

er|
y

Finally, the last coding agenda presented is ferddtegory ‘Activities after the
storytelling’ (AAFST4/3) that explains how the raseher arrived at the individual

subcategories:

Figure 11: coding agenda for category AAFST4/3

Code Subcategory

Definition

Example

Acting

AMST4/3/1 | out/miming

Pupils’ dramatization o
the story plot by actior
while using gestures, boc
language and facia
expressions to convey th
meaning of the story.

f “Pupils in pairs
ndramatized the actions
WHungry Tree  Baby
laccording to their owh

1ehoice.”

f

GMS4/3/2 Games

Various contests  witl
specific rules which link
the storytelling by using
the story vocabulary
characters or themes.

“After the story was told
nwe played a memor
game in groups. A pup|l
yhid a picture or obje
,from the story and othe
had to guess what

missing.”

S
S

DR4/3/3 Drawing

Pupils’ illustrations of thg
characters, story scenes
settings.

“Pupils drew their
favourite scene from the
cgtory Gingerbread Mar
many of them drew th
kitchen where
Gingerbread Man w3
made.”

U .

How would
you feel?

HWF4/3/4

Pupils’ visualisation of
being a character from th
previously presented stor

Ybe the children from th

“We all visualized ang
shared our ideas about
&vhat it would be like tg
E
Cat in the Hat.”




PWUL4/3/5

Phrases/words
your like

Pupils’ choice of favourite “The word ‘dragon’ has
words/phrases from trLedefiniter won it this

previously presented stor

time.”

Figure 11: coding agenda for category AAFST4/3 iced

Code Subcategory Definition Example
“Pupils drew the diagrarp
Diagram produced byfor Meg & Mog story,
LDD4/3/6 Likes/dislikes | pupils to show charactersinstead of names thqy
diagram relationships in the drew the characters anpd
previously presented storyconnected them with
hearts.”
“I again asked pupils tp
Evaluation of Pupil’s own evaluation of Le” tme (;’V:‘at ;[heg/ |”t<e(
valuaton of | the teacher’s storytelling | P€St and ieast about ngy
EVa/3/7 the storytelling yielling storytelling, they thouglr"rt
performance. the best was me beirg
loud and silly.”
6.3 The Results of enumeration

Apart from presenting the results (categorieshefresearch in the coding agendas,
the researcher has also carried out the earlietiomeal enumeration in order to be
able to support the answer to the question “Whatlze advantages and
disadvantages of the storytelling technique?”.

With the first super category ‘Teacher’s preparatefore storytelling lesson’, it is

plain that for example the category ‘Choosing aystor ‘Choosing new/key words’

appeared at all times (20 times) but with the fellt three categories: ‘Simplifying

language’, ‘Creating handouts/materials’, ‘Drawiagid ‘Copying materials’ it is

necessary to report the frequencies of these aaésga order to be able to support



the summary and interpretation of the results. fobHewing table (figure 12) reports

how many times the categories related to the teacpeeparation recurred:

Figure 12: Frequencies of category recurrenceqpeig to TPSTL1 ‘Teacher’s

preparation before storytelling’

Category Frequency of the
Code category recurrence
S1/3 Simplifying the language 12
CR1/4 Creating handouts/materials 18

Figure 12: Frequencies of category recurrencesnpeig to TPSTL1 ‘Teacher’s

preparation before storytelling’ continued

Frequency of the
Code Category category recurrence
DR1/5 Drawing 14
COP1/6 Copying materials/handouts 18

As it was mentioned at the beginning of this chgpltes researcher has also
counted the average time the teacher spent orréipamation before the storytelling
lesson. The following table presents the findings:

Figure 13: Teacher’s preparation before the stbmytelesson in total

Duration @
Code Subcategory ([
C1/1 Choosing a story 6.2

C1/2 Choosing new/key words 8.9




S1/3 Simplifying the language 12.2

CR1/4 Creating handouts/materials 65
DR1/5 Drawing 40
COP1/6 Copying materials 29.1
WRS1/7 Remembering the story 37.7

Teacher’s preparation before

storytelling lesson in total 3 hrs 32 min

In addition to the teacher’s preparatory stagesitaiso vital to report the
frequency recurrences of the subcategories delfigad the teacher’s activity in the
classroom. The subcategories represent various wagysteacher introduced new

vocabulary (see figure 13) and her actions dutiregstorytelling itself (see figure 14).

Figure 14: Frequencies of subcategory recurrencelonging to INTRW2/1

‘Introduction of new/key words’

Frequency of the
Code Subcategory subcategory
recurrence

TRN2/1/7 Translation 4
CNTX2/1/6 Context 2
MM2/1/3 Mime 18

FC2/1/1 Flashcards 18

OBJ2/1/2 Objects 14
ILSTR2/1/4 lllustrations in a book 2
DRBB2/1/5 Drawing on the blackboard 8

Figure 15: Frequencies of subcategory recurrene&mbing to WTLNST2/2 ‘While
telling the story’

Code

Subcategory

Frequency of the
subcategory




recurrences

AMST2/2/2 Acting out/miming 20

CHV2/2/5 Changing voice 20
USNP2/2/6 Using pictures 20
DRSN2/2/8 Dressing up as one of the characters 3

Another important set of categories that undertteaiprocess of enumeration

were the categories belonging to the super catégdigr lesson commentsThe

following table shows the frequency recurrences:

Figure 16: Frequency of category recurrences baigrnig ALCMNT3 *‘After lesson

comments’

Code Category catogory resurences
DSCM3/1 Discipline Maintenance 12
PSAT3/2 Attention maintenance 12
FTG3/3 Fatigue

20




LSCV3/4 Loss of voice 18

To be able to support the conclusions of the sttinyyy research, the researcher
has also concentrated on category recurrencesatioreto the learners’ actions in the
storytelling lesson. Firstly, the frequencies dbcategory recurrences were counted in
the categoryActivities before storytellinghe subcategories includiéstening,
Discussion the story/topendPredicting the contenilhe following table shows the

frequency recurrences:

Figure 17: Frequencies of subcategory recurrenelesming to AB4ST4/1 ‘Activities

before the storytelling’

Frequency of
Code Subcategory subcategory
recurrences
LST4/1/1 Listening 20
DSC4/1/2 Discussions 16
PRCNT4/1/3 Predicting the content 16

Following the above named subcategories the rdsetaconcentrated on
recurrences of subcategories belonging to the cateégctivities during the
storytelling’, the subcategories include ‘Listentagthe story’, ‘Acting out/miming’,
‘Physical activity’, ‘Drawing expressive linesCommenting on during the
storytelling’, ‘Pictures in the mind’ and ‘Spontanes speaking in target language’. The

following table shows the frequency recurrences:



Figure 18: Frequencies of subcategory recurrenelmbing to ADST4/2
‘Activities during the storytelling’

Frequency of

Code Subcategory subcategory

recurrences
LST4/2/1 Listening to the story 20
AMST4/2/2 Acting out/miming 12
PHSA4/2/3 Physical activity 12
DREL4/2/4 Drawing expressive lines 5
CMN4/2/5 Commenting on during the storytelling 16
PICM4/2/6 Pictures in the mind 12

SPSTL4/2/7| Spontaneous speaking in target language 18

The last subcategory recurrences presented are bedsnging to the category
Activities after the storytelling, the subcategerienclude ‘Acting out/miming’,
‘Games’, ‘Drawing’, ‘How would you feel?’, ‘Phras@gords you like’, ‘Likes/dislikes

diagram’ and ‘Evaluation of the storytelling’. Thalowing table shows the frequency
recurrences of the above named subcategories:



Figure 19: Frequency of subcategory recurrencesngeig to AAFST4/3 ‘Activities

after the storytelling’

Frequency of
Code Subcategory subcategory
recurrences
AMSTA4/3/1 Acting out/miming 8
GMS4/3/2 Games 12
DR4/3/3 Drawing 10
HWF4/3/4 How would you feel? 10
PWUL4/3/5 Phrases/words you like 10
LDD4/3/6 Likes/dislikes diagram 10
EV4/3/7 Evaluation of the storytelling 16




7.  Summary and interpretation of the results

The previous chapter ‘Results of the research’ amtnates the findings, the
results of the reflective diary in the form of tkategories derived from the diary.
Additionally, the chapter presents the frequencymnences of the categories. From the
above named chapter it is plain that the numbercaieégories and subcategories
obtained is high, but how does it answer the rebeajuestion: “What are the
storytelling advantages and disadvantages?” Tolbe @ answer the question, the
following paragraphs summarize the findings of tbgearch and interpret them while
considering the theoretical contributions preseintdtie theoretical section.

To begin with, the interpretation of the resultddas. First, the disadvantages
of the storytelling technique, as seen form theheds perspective, are presented. One
of the significant disadvantages appeared to bechiadlenging and time-consuming
preparation the teacher had to accompghsbrder to be able to perform and conduct the
storytelling lesson successfully. The preparatéage was rather complex; the teacher
had to complete several steps in the preparatagestsuch as memorize the story or
create her own materials (see figure 3 and figupade 42-43).

Secondly, the preparation of the materials them agbeared to be another
disadvantage since there are only few pre-made rialgtdhat can be used in the
storytelling lesson, and even the few which aresgmé (for example in Wright's
Storytelling with childrepneed to be adapted to the learners’ needs, abite their
language competence. The subcategory ‘Creatingdudsichaterials’ occurred in the
reflective diary eighteen times, which substansiate importance (see figure 12, page
52-53). In addition to high frequency recurrencdee tsubcategory ‘Creating
handouts/materials’ approximately consumed sixtg-fminutes of all the teacher’s
preparation time, which was the highest numberidha subcategories (see figure 13,
page 53).

As mentioned previously, time consumption was ohéhe most significant
disadvantages of the storytelling. The average tihee teacher spent preparing the
storytelling lesson was approximately three houwd thirty-two minutes (see figure 13,

page 53). A solution to this problem may be totdplke preparation into several steps



completing these steps over several of days, rétla@rcompleting the preparation all at
once.

Following on from the disadvantages related to dhallenging and time
consuming preparation was the complexity of thetieds performance in the lesson.
The storytelling lesson itself is dependant on tdecher’'sperformance (see figure 5,
page 45-46 and figure 6, page 46-47). This was etted with several issues that the
researcher considered to be disadvantageous. atigeteintroduces the new/key words,
retells the story, acts out or mimes the story emslires the comprehension is achieved
while trying to maintain pupils’ attention and pest discipline problems. Discipline
and attention maintenance were problems while éaehter was acting out or retelling
the story; some pupils were captured in the “livesis” of the storytelling lesson and
interrupted the fluency of the storytelling perf@nce (see figure 7 page 47-48). The
frequency of these issues was rather high; in rii@e half of the storytelling lesson the
teacher was dealing with these issues (see fidurpage 55).

The discipline maintenance resulted in another ifsogmt disadvantage.
Because the teacher used the comprehension cheestéoe the pupils’ attention, other
pupils who were eager to engage in the storytefiatigneglected. In the reflective diary
the teacher wrote: “l again feel like | ‘ignoredirse of the pupils who are so eager to
participate, so that | would be able to maintaiterstion of other pupils”. Throughout
the research, maintaining the attention was a &efjproblem in the storytelling lesson
the frequency recurrences support its significaides issue was prevalent in more
than half of the storytelling lessons (see figuedage 55).

Following the issues encountered during the stbiiyte lesson other
disadvantages became apparent immediately aftdesisen. It has been said that the
storytelling lesson is highly dependent on the hea@nd her performance, particularly
on the teacher provided input. The quantity of timecher provided input is high, on
occasions the teacher retold the story four timethé lesson while employing mimics,
body language and so on (see figure 6, subcatégetglling the story’, page 46). After
the storytelling lesson, this resulted in tirednasd often in loss of the teacher’s voice
(see figure 16, categories ‘Fatigue’ and ‘Loss oice’, page 55). It is closely
connected with the fact that the teacher in theystling lesson acts “loud” and “silly”,



something that is related to pupils and some teadmay not accept the liveliness of
the storytelling lesson.
In order to be able to complete the aim of thiglgtuhat is to answer the question

“What are the storytelling advantages and disachge®?”, the following paragraphs

consider the storytelling’s advantages as seehdyetacher.

First, the advantages of supporting the diversityearning styles should be
considered. Because the storytelling provides b Aigount of teacher provided input it
addresses learners who prefer an auditory learstylg. The subcategory ‘Listening’
that took place before the actual storytelling ocedi 20 times together with the
subcategory ‘Listening’ that took place during 8terytelling, which also occurred 20
times (see figure 17, page 55 and figure 18, p&je 5

In addition to high quantity of teacher providegun learners with an auditory
learning style also prefer to engage in discussioviach took place often in the
storytelling lesson, precisely 16 times (see figlrg page 55). Apart from the
discussions, learners with auditory learning stydso benefit from the ability to
comment on during the storytelling; the subcateg&@gmmenting on during the
storytelling’ was recorded 16 times, which is inmnthan half of the lessons (see figure
18, page 56).

Not only did the learners with an auditory learnistyle benefit from the
storytelling, but the storytelling also addressemrhers who prefer the visual learning
style. The storytelling teacher used various amseixample to introduce vocabulary
such as flashcards, objects, mimics, illustratiamsthe book or drawing on the
blackboard; all of these support learners with aidearning style. The subcategories
‘Mime’ and ‘Flashcards’ occurred 18 times, whicldicates that the teacher used these
in the majority of the storytelling lessons to oduce vocabulary. Subcategory
‘Objects’ occurred 14 times, which indicates thajects were used very often (see
figure 14, page 54).

Not only did the teacher address learners withsaalilearning style during the
introduction of vocabulary, but also during theuattstorytelling; the teacher used
pictures and mime while telling the story in all lessons (see figure 15, page 54) or so

called ‘Pictures in the mind’ which appeared in entitan half of the lesson (12 times)



(see figure 18, page 56). In addition to that Visearners were addressed in a follow-
up activity through so called ‘How would you feethich was used in half of the
lessons (see figure 19, page 57).

The advantage of addressing the diversity of Iearrstyles further supports
learners with a kinaesthetic learning style whardaest when they are involved and
active or use movement as a memory aid (VersteR)20the subcategories ‘Acting
out/miming’ during and after storytelling and ‘Ploa activity’ during the storytelling
provide evidence for addressing the learners wikinaesthetic learning style. ‘Acting
out/miming’ during storytelling occurred in moreeth half of the lesson, precisely 12
times, after the storytelling eight times (see fegd8, page 56 and figure 19, page 57).
‘Physical activity’ appeared 12 times during thergtelling (see figure 18, page 56).

Followed by the kinaesthetic learning style, stelfyig also addresses learners
who prefer a tactile way of learning. It means ttiadse learners “use writing and
drawing as memory aids and benefit from hands-divites such as projects or
demonstrations” (Verster 2002). The research prabed storytelling supports these
learners by employing objects in the introductidmew vocabulary which pupils were
allowed to touch. Consequently, the subcategorye€@b’ occurred 14 times, which
means that objects were used in more than halfeofeissons (see figure 14, page 54)

Other subcategories that provide substantiatindezde for supporting learners
who prefer tactiie way of learning are ‘Drawing esgsive lines’ during the
storytelling, ‘Drawing’ and ‘Likes/dislikes diagrdrafter the storytelling. However the
subcategory ‘Drawing expressive lines’ was recoroely five times, because the task
appeared to be too complex for the age group ohéga involved in the research (see
figure 18, page 56). In contrast to that, the stdgmmies ‘Drawing’ and ‘Likes/dislikes’
diagram were popular with pupils and appeared Ihdfahe storytelling lessons (see
figure 19, page 57).

Besides the advantage of addressing various lepstyles another advantage
appeared to be employing learners’ emotions inht® learning process. As it was
discussed in the theoretical section, the learnimgpcess should emphasize
“‘involvement of the entire human organism”, inclugliearners’ emotions (see page 11,
16). The research has demonstrated explicitly tigagement of learners’ emotions;

when these subcategories were derived: ‘Drawingesgive lines’, ‘How would you



feel?’, ‘Phrases/words you like’, ‘Likes/dislikesagram’ and ‘Evaluation of the
storytelling'.

As mentioned previously, the subcategory ‘Drawingressive lines’ occurred
only five times, however the following subcategeritHow would you feel?’,
‘Phrases/words your like’ and ‘Likes/dislikes diagr appeared in half of the
storytelling lesson (see figure 19, page 57). Meeedhe subcategory ‘Evaluation of
the storytelling’ was recorded 16 times, that isnajority of the lessons (see figure 19,
page 57). The teacher planned to use learnersuavah after each storytelling,
however owing to a lack of time it was not possiblall storytelling lessons.

The following advantage, the researcher identifiesl, linked with the
developmental needs of young learners. The topioong learners’ developmental
needs was examined in the chapter 2.2.1 ‘Develofaheharacteristics of a young
learner and according to the theory, showed tihat s$torytelling supports young
learners’ developmental needs. The research alsoates similar benefits.

As mentioned in the theoretical section young leesmeed practical, concrete
examples or demonstrate their understanding throwgimcrete actions. The
subcategories ‘Acting out/miming’ during and aft&orytelling, ‘Physical activity’,
‘Objects’, ‘Mime’, ‘Flashcards’, ‘Drawing on the &tkboard’, ‘lllustrations in a book’
‘Using pictures’ and ‘Dressing up as one of therabters’ demonstrate the support of
young learners’ needs for concrete examples amohact

The subcategories ‘Acting out/miming’ and ‘Physiaativity’ demonstrate the
support of young learners’ needs for physical mammin the lesson. Both
subcategories appeared 12 times in the refleciag avhich indicates that movement,
may it be in form of acting out the story or in forof jumping or skipping to
demonstrate the comprehension, plays a significaetin the storytelling (see figure
18, page 57).

Following the need for physical movement, youngreses also benefit in the
storytelling lessons from the high amount of draywrhich helps to develop their fine
motor skills. The subcategory ‘Drawing’ has appdarehalf of the storytelling lessons.

Moreover, not only are their fine motor skills degng but also their need for
sharing their views, opinions and experiences Wiéhteacher and the class are

supported by class discussions and comments erprdssing the storytelling. The



subcategories ‘Discussions’ and ‘Commenting onrdytihe storytelling’ were

recorded

16 times proving that young learners socioemotioealds are not neglected (see

figure 17, page 55 and figure 18, page 56).

Another important aspect of a young learners devent discussed in the
theoretical part was the role of imagination instldevelopment. It was said that
storytelling stimulates and develops learners’ imaijpn. The research has
demonstrated that the storytelling supports theginaion when the following
subcategories were derived ‘Predicting the conténhe story’, ‘Pictures in the mind’
and ‘How would you feel?’. To further support tthenefit the following paragraph
provides the subcategory recurrences.

The subcategory ‘Predicting the content’ occurredthe majority of the
storytelling lessons, that is 16 times (see figlifepage 55). The subcategory ‘Pictures
in the mind’ has appeared in more than half ofl@ssons, that is 12 times (see figure
18, page 56). Finally, the subcategory ‘How woudal yeel?’ was recorded in half of
the storytelling lessons, precisely ten times (gpee 19, 57).

To add to the storytelling advantage of supportiagng learners’ development
and their needs it is also vital to report the resnces of the derived subcategory
‘Games’. It is generally accepted that the learmpnaress should provide opportunities
for young learners to participate in play or ganmesrder to help pupils learn in a way
that is more natural to them. The storytelling egsk has shown that games were used
in more than half of the lessons, exactly 12 tiaisr the telling of the story (see figure
19, page 57).

From the research findings it is clear that stdliyig provides various kinds of
activities in an enriching environment, which sugigbe young learner’s development,
framed by the story.

The last advantage that the researcher identifeesgd on the research findings
was the subcategory ‘Spontaneous speaking in thgettlanguage’. The emergence of
the subcategory itself was perceived as an advargiage, as the name suggest, pupils

produced some language elements without previousameation or practice. Their



speaking was purely based on the storytelling ratien on memorizing the language
elements or practice of these elements. The supmateppeared in majority of the

storytelling lessons, exactly in 18 out of 20 stelyng lessons (see figure 18, page 56).

IV. CONCLUSION

From the theoretical section it is understandabigt the storytelling is an
engaging and valuable technique present in thegiodanguage pedagogy. However,
the purpose of this study is to critically evaluabte technique from the teacher’s
viewpoint when applied in practice. Many theoretits have written about the benefits
of the storytelling from a rather theoretical powfitview but not much has been written
about storytelling when applied in practice, pautacly about its limitationsThus, the
discovery of the storytelling advantages and diaathges should be beneficial for
language teachers at a primary level who searchdtance in their language teaching
and evaluate procedures and techniques availalie iforeign language pedagogy.

The summary and interpretation of the results revédaat the quality of the
storytelling lesson is predominantly dependent lea teacher’s preparation before the
storytelling. Besides that, the preparation is eatbomplex and time consuming and
therefore perceived as disadvantageous. Conseguti@lteacher’s performance in the
storytelling lesson is also challenging and maypkeceived as disadvantageous by
many language teachers. On the other hand, thaitgghis not employed exclusively,
but more so inclusively as a part of the diverdeaic approach, and that recompenses
the time consuming preparation and demanding pegoce in the lesson.

In addition to that and most importantly, the leagnprocess takes place to
educate the learner as the whole person; bothheéardtical section and the research
show that the storytelling provides an enrichinyiemment that matches a young
learner’s developmental needs and cares for thedeas a whole person because it
automatically integrates emotions, physical movenaen discussions in the learning
process and combine it with considerable amouribi@ign language input. Not only
does the storytelling provide considerable amodramguage input in a natural form
but also the variety of activities derived from thterytelling helpto address learners

with different learning styles, supporting theidividuality in the language classroom.



Thus, the language teachers should not be discediiagthe disadvantages that
rest mainly with the teacher, because they happea feason, that is to favour learners
in the learning process and provide them with & mducational environment that
supports their development and teaches lexicalsitand structures in a relaxed and

natural way.
V. RESUME

Tématem této diplomové prace je technika vypnavpribéhta ve vyuce
anglického jazyka a jeji kritické zhodnoceni z mohi itele, ktery ji v praxi pouZil.
Terminem “vypragni pribeht” je minéna Witelova ustni prezentacdipehu, pohadky
nebo moderni &ské literatury v anglickém jazyce za pomoci obtazkedmeti, gest a
pantomimy. AvSak tato diplomova prace neprezenteghniku vypragni piibéhia
vylu¢ng, tedy jako jedinou alternativu ve Wavani anglického jazyka, ale jako jednu z
mnoha alternativ v eklektickémiiptupu preferovaném séasnou metodologii ciziho
jazyka, jehoZ hlavnim cilem je dosaZkafmunikativni kompetence

Prvni kapitola s nazvem ‘Vyprémi piibéha ve vyuce anglického jazyka a jeho
vyvoj' struené predstavuje dva hlavni vlivy, které formovaly vzni&td techniky.
Prvnim z nich je takzvany ,Natural Approach®, ktgey zaloZzen na i hypotézach,
vytvoienych doktorem Krashenem, profesorem lingvistiky, tam jak dochazi
k osvojeni ciziho jazyka. Druhym vlivem, ktery favmal vznik techniky vypr&ni
piibéhi ve vyuce ciziho jazyka je metoda, takzvana ,Tdedlysical Response”,
vytvoiena doktorem Jamesem Asherem, profesorem psychologi

,Natural Approach” zdraziuje g@irozené osvojovani ciziho jazyka, zaloZzené na
vystaveni Zaka srozumitelnému mluvenému nebo psampéajevu v cizim jazyce jeSt
piedtim, nez je od Zaka produkce ciziho jazyka vy¥ada. ,Natural Approach” se také
zantiuje na vytvdeni uvolrné atmosféry veitde, kde se titel a Zaci hlava soustedi
na vyznam sgeni v cizim jazyce nez na jeho formu.

»Total Physical Response” se obdéhbjako ,Natural Approach* zastuje na
piirozené osvojeni ciziho jazyka, to znamena, Ze dalpagje osvojovani jazyka jako u
ditéte, tentokrate ale prastdnictvim pohybu. Eitel, stejré jako rodE, ,rozdava“ dikti

! komunikativni kompetence- dovednost rozugt a vyjadovat se adekvatn v konkrétnich
komunikativnich situacich v souladu &hymi zvyklostmi v zemi daného jazyka a zé&tovespektovat
spol&genské zazemi a vztahy mezi miimi (Zelinkova 2005).



piikazy (nap. ,usmg se na maminku“, ,ota¥ pusinku®) a di¢ je pohybem vykona, to
znamena, détdemonstruje porozuni za pomoci pohybu jeSheZ umi mluvit.

Nasledujici kapitola se analyzuje jednotlivé Krashe hypotézy, vyznamné
pro techniku vypréni piibéhia, zejména pak hypotézu rozliSujici mezi pé&dtvmym
osvojovanim a &gdomym wenim ciziho jazyka, hypotézu za&fujici se na poskytnuti
srozumitelného jazyka a hypotézuumujici dilezitost pozitivniho emocionalniho
stavu Zaka bez¢hoz by, podle Krashena, nemohlo dojit k osvojeriha jazyka.

DalSi kapitola se zabyva vyzkumem mozku, protoa&, jjz bylo zmirno,
.Total Physical Response* vyuzivA pohybu a tak agpopravou hemisféru do
vyucéovaciho procesu; pohyb do Wavani zapojuje i technika vypré&vi piibéhi.
Nicmére AsheGv nazor, Ze prava hemisféra je verldalnéma, ale komunikuje
pohybem (nap gesty, dotekem, kreslenim apod.), neni &phesny. Proto tato kapitola
dale analyzuje funkce levé i pravé hemisféry a koikaci mezi nimi a na to navazujici
teorii o vzdlavani, které zapojuje do v§ovaciho procesu cely lidsky organismus a
jeho smysly. Na zakladtéto teorie je také zhodnocena technika vygmayribehu,
kterd vyuziva okteré aspekty této teorie, riddad vytvaeni pozitivni atmosféry ve
tiidé, zapojeni pohybu docabniho procesu nebo smysluplnou prezenttibEpu (tzn.
vyuziti gest, pantomimy, obraika gredn®ta, tak aby ditel usnadnil pochopenitiipéhu
Vv cizim jazyce).

Na zmirgné teorie o vyzkumu mozku plynule navazuje podidgitVyzkum
pantti’, kterd rozebira vyznam smysluplného wguani a zapojeni emoci do
vyucéovaciho procesu a znovu hodnoti techniku vygméyribéhta z pohledu tohoto
vyzkumu. Podkapitola ,Vyzkum patti* zduraziuje, Ze debni proces musi byt pro
Zaka srozumitelny, aby doslo k zapamatovani a \whiamapiklad nové slovni zasoby
nebo novych frazi. Podobri u emoci, pokud titel zapoji do vydovaciho procesu
zakovy (pozitivni) emoce, dojde klepSimu zapamatdvi vybaveni nové slovni
zasoby, novych frazéi pojmi. Technika vyprédni pribéha je v souladu s teoriemi
zminenymi v této kapitole, protoze zapojuje zakovy emacsrozumiteld prezentuje
pribéh.

Druha, hlavni kapitola se zabyva strukturou dguaci hodiny vyuzZivajici
techniku vypragni piibéhi. Nasledd pak tato kapitola analyzuje rolecitele

vyplyvajici ztéto techniky a také jak se tato t@kh shoduje s vyvojovymi



charakteristikami a ptgbami u Zaka mladsiho Skolnihéku (tj. Sest az de¥ let). Aby
mohly byt tyto vyvojové charakteristiky a peby porovnény s tim co nabizi technika
vyprawni piibéhu , jsou rozdleny do dvou podkapitol.

Prvni podkapitola analyzuje kognitivni charaktekistmladSiho Zaka a z nich
vyplyvajici poteby tohoto Zaka. Druh& podkapitola se zabyva sdaidél ema@&nimi a
motivatnimi charakteristikami a ptgbami mladSiho Zaka a wdziuje respektovani
téchto charakteristik a piEh ve vydovacim procesu.

Posledni kapitola teoretickéasti zkouma kulturni potencialfipéhu jako
takového a jak tento potencialige byt vyuZit ve vyuce anglického jazyka. V prvni
fadk je zdirazrena schopnostifbéhu prezentovat tradice jednotlivych kultur, jejich
zvyky a zarov#t upozonovat na rozdily a spateé znaky &chto kultur.

Prakticka cast je ¥novana vyzkumu, ktery byl aplikovan¢hem praxe v
klinickém roce 2004/2005 na zakladni Skole v Paiciab. (Kitel aplikoval techniku ve
dvou skupinach v rdmci odpolednich nepovinnych maahglického jazyka. V prvni
skupina zahrnovala Zaky prvitidy, druha pak zaky druhédy. V prvni skupig bylo
dvanact zak, ve druhé patnact.

Vyzkum se zarxil na kritické zhodnoceni techniky vyprévi piibéhta v praxi.
Vysledky vyzkumu pak zodpedely otazku: ,Jaké jsou vyhody a nevyhody této
techniky?“. Aby tato otazka mohla byt zodgeena, ditel zvolil kvalitativni metodu
sbiru dat, to znamena reflektivni denik.

Reflektivni denik vyltil vSechny zalezitosti, otazky a problémy, které&staly
béhem praktické aplikace zminé techniky. Reflektivni denik také &pé popsal jak
piipravu ged hodinou vyuZivajici vyprémi pribéha, tak i aktivity probihajici véchto
hodinach. Witel do deniku zachytil dvacet hodiny, vyuZivajfcitechniku vypragni
piibéhi. Pro uvedeny sib dat formou reflektivniho deniku se v tomto vyzkuevila
technika zdastreného pozorovani, to znamena, Zze vyzkumnik parti@pe hodinach
anglického jazyka tim, Ze je vedl| a naskedachytil vSechny zalezitosti v reflektivnim
deniku. Nevyhodou z@strtného pozorovani je mozné subjektivni zkresleni iidaj
Tato technika je ztizena tim, Ze povinnosti vypjisiaz role jsoucasto v rozporu
s ukolem pozorovat. Subjektivita vyzkumuibe potom znehodnotit jeho reliabilitu.

Po Uplném dokateni skru dat prokhla kvalitativni obsahova analyza deniku,

ktera spoiva v patrani po pravidelnostech existujici v nastyich datech a po vyznamu



téchto dat. Tyto pravidelnosti pak vytedi kategorie, které slouZi kinterpretaci
vysledii. Patrani po pravidelnostech v reflektivnich deanikyzkumnik vyesil
nasledujicimi zfpsoby; deduktivnim a induktivnim #pobem.

Deduktivni zgisob zahrnuje jiz existujici kategorie, nalezenéevdture a poté
jsou tyto kategorie aplikovany na existujici da¥aptipad tohoto vyzkumu to byly
kategorie nalezené \ebnici podrobi zabyvajici se aplikovanim techniky vyp&av
piibéht v hodinach anglického jazyka.

Nasledr vyzkumnik stanovil kategorie induktivnim gobem, to znamena, Ze
opakovag prccital nasbirana data d&ifazoval pravidelnosti k sébty potom utvaily
kategorie. Poté vyzkumnik rodd vSechny kategorie na dvskupiny, prvni se
vztahovala pouze kaiteli (napr. k jeho gipraw, cinnostem vykonanych v hodin
apod.), druha skupina pouze k zakovi a jeho aktivitv hodig anglického jazyka.
Nasledr prokehlo stitani vSech fisluSnych kategorii pgtich k sols, aby bylo mozno
stanovit jejich dlezitost v zavislosti na tom kolikrat se opakovalysledky a jejich
interpretace vyzkumnik popsal v kapitole ,Shrnuititarpretace vysledk.

Ze zmirgné kapitoly vyplynulo, Ze technika vyprni piibéhi je piimo zavisla
na witeli a jeho interpretaciiib¢hu. Nevyhody se tak vztahuji Kiteli, jeho dikladné
piipraw na hodinu, ktera je daso¥ nara@na (zahrnuje fdpravu materidl, osvojeni si
piibéhu i gest a mimiky spojenych &ipshem atd.). Stim souvisi i komplikované
aktivity, které @itel musi vykonat ve vytovaci hodig, nagiklad interpretovat fib¢h
za pomoci mimiky, gest nebo obréz&k zarové se ujistit, Ze Zaciijbe¢hu porozunili.
Na druhou stranu neni tato technika vyuZivana eskkid, jako jedind alternativa, ale
jako jedna z mnoha moznosti ve vyuce anglickéhykmaz

Vyhody, které vyplynuly ze zmémych kategorii se tykaji zakptitomnych
v hodinach vyuzivajicich techniku vypgai péibéha. Technika vyprégni pribéha
rozviji vyvojové charakteristiky ZékmladSiho Skolniho&ku, podporuje tzné webni
styly Zaki a tim vychazi vsic individualni potebdm a potenciélu kazdého zakaitél
zarovar uplatiuje nejhzrejSi strategie, aby podpbporozuneni obsahu fibéhu a tak
poskytnul Zalkm prostor pro smysluplnéteni. Proto by seditelé anglického jazyka
nentli nechat odradit zmimymi nevyhodami, ale &t by zvazit vyhody, které tato

technika nabizi.
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APPENDICES
Appendix 1 — An example of the reflective diary

2. AB 25/05/2005

| managed to get a lovely picture book by HelenoNicalled ‘Meg & Mog’,
about a witch her cat and owl. It has exuberantyies, a crazy storyline and only a
little text, but a variety of language (it can bged for teaching clothes, basic furniture,
colours, animals, morning procedures etc.).

| have chosen the clothes items as the key wordgores to introduce the
characters (witch, broomstick, owl, cat) some ehthare already familiar to the pupils.
| decided to introduce the new/key words with disjewhere possible (drawing
flashcards takes so long!). Nevertheless, | didwdaafew (took me about 12 min.).

I memorized the story by reading it repeatedly pitelhas very little text so it
only took about 20 minutes. There’s not much dispetech either, so | didn’t need to
practice the voices as much. | have also made alsitmndout introducing the story
and the characters + the key words, this time hdtideed to draw!!! | scaled down the
illustrations from the book and copied them for ttreldren. On the other hand, the
copying itself took me just over an hour!

I managed to get all the things in the classrobbrought in black stockings,
big black shoes and a hat to introduce the key wodhfortunately, | didn’t find a
cloak, an owl etc. so some flashcards had to dgaiheTo introduce words like ‘wake
up’, ‘get out of bed’ and ‘get dressed’ | used miamel gestures. | presented Meg &
Mog book’s cover and together we guessed whattting sould be about. This was an
opportunity for me to guide the children and mdkam feel they guessed correctly
what it is about, that way we introduced the basaryline. | also asked them to
brainstorm all the colours and animals so that tiyuld use that knowledge during

the storytelling.

| started telling the story while pointing at thegoires and miming where
possible (wake up, get out of bed, put on her stgsketc.). Up till now all the pupils
paid attention. A problem arose while | was retgjlthe story for the second time, | am
not able to keep the attention of all the pupilsimyithe second telling and have to do

the comprehension check (asking questions abouwtding + pointing at the pictures) to



get their attention. However, it works for abouninute. So | end up communicating
with few pupils while the others who want to papiate feel neglected.

Since this problem arose | “quickly” completed gecond retelling and
employed some TPR. | asked pupils to come todhédnd put on the stockings, the
hat, the shoes etc., take the witch flashcard,atevland then | was asking questions
such as “who has the shoes/witch/stockings?” Idtie keep the pace of this activity

fast so that they wouldn’t have a chance to losé titention.

Following this we played a game in two groups Wl objects and flashcards
called ‘What is missing?’ and individually ‘Snaitting in a circle, | say a word and
pupils try to snatch the item/object/flashcard agcfly as they can, who has most items

is the winner).

Physical activity and games seems to always waitk e boys and bring them
back to the lesson but it isn't easy to calm theswrd after and employ less lively
activities such as the following: drawing diagrarBefore that | asked them to evaluate
the story and my storytelling, choosing which cleégathey liked best. For the boys the
best part was when the witch treads on the catsatail the cat (I) squeaks really
loudly. The girls liked everythirgg, especially the pictures.

Pupils drew the diagram for the Meg & Mog storystead of names they drew
the characters and connected them with hearts (slgpviriendship, affection) or
crossed hearts (showing enmity).

After every lesson in this class | felt exhausté@yve difficulty in managing the
boys because they need “exciting” and “lively” less. But maybe | feel like that
because | have been teaching the whole day.



Appendix 2 - An example of a story book and relatedctivities

created by the teacher

T ihe
Ginmncserrbread
M A

Retold by Sue Arendo
lllustrated by Teri Gower

A grandmother lives in a house. A grandmother
and a grandfather. The grandmother is in the kitche
She’s making something. It's a gingerbread manhbie
a head. He has arms and legs. He has two eyesea no
and a mouth. The grandmother is happy. ‘You are my
little boy,” she says. ‘In you go!" And she putseth

gingerbread man in an oven.

But soon the grandmother hears a little voice.
coming from the oven. ‘Open the door! says theceoi
‘Open the door!” The grandmother opens the overn.d(
And the gingerbread man jumps out. ‘Oh!" says {°
grandmother. ‘Stop!’ says the grandmother ‘Comehe

" The teacher who used this story with a class ofrse graders simp



But the gingerbread man doesn’t stop. He runs actbs kitchen and out of the

window.

‘Stop!” ‘Come here!” says the grandfather. But
the gingerbread man doesn’t stop. He runs and ands
he shouts: ‘You can’t catch me. I'm the gingerbread

man!’

The gingerbread man runs and runs. Soo
sees a cow. ‘Stop’ says the cow. ‘Come here! | w| %
to eat you.” But the gingerbread man doesn't st
He runs faster.

And now the cow runs after him. ‘I can run away
from a grandmother,” says the gingerbread manaf c
run away from a grandfather. So | can run away feom
cow! They all run after him. And the gingerbreacm

# shouts: “You can't catch me. I'm the gingerbreachtha

The gingerbread man runs and runs. Soon he
a horse. ‘Stop!” says the horse. ‘Come here! | viargat "

you.” But the gingerbread man doesn’t stop. He r

faster. And now the horse runs after him.




‘I can run away from a grandmother, | can run
away from a grandfather and a cow.’ ‘So, | can away
from a horse. Yes, | can! You can’'t catch me. Ime t
gingerbread man.” The gingerbread man runs and runs
Soon he sees a river. ‘Oh no!’ he cries. ‘A rivedan’t

swim!'

can help you. | can swim across and you can singn|j;
tail.’

So the gingerbread man sits on the fox’s tail.
And the fox begins to swim. But soon the fox says,
‘Listen! You are too big for my tail. Sit on my datSo
the gingerbread man sits on the fox’s back.

The fox swims across the river and jumps o
The fox throws the gingerbread man up. UP! UP! U
Then he opens his mouth and...catches him! SNAP!
‘HELP!" ‘HEEEEEEEEEELP! shouts the

gingerbread man. Then the fox eats the gingerbr




man’s head. And that is the end. Yes, that is titea# the gingerbread man.

A domino for practising colours and story charactes:

a blue
river

a grey
grandfather

a grey
grandmother

a brown
Gingerbread
man




a red
fox

a black
horse

a white
cow

a blue grandfather

a grey fox

a red
grandmother




a brown
river

a white
horse

agrey
COW

a black
Gingerbread
man




Spelling practice activities for the story charactes®

® The activities were scaled to fit A4 size paper.










The Gingerbread on

Who is it?







Appendix 3 — An example of category derivation

THE REFLECTIVE DIARY

A CODE
REPRESENTING A
CATEGORY

- Before the lessonr

This is going to be the first storytelling classld not
quite know what to expect but from the literatunel @esource
books | have read | have some idea how to conduauill
just have to completely devote myself t©.ii should probably
say that this class has seven “good” girls and fogg's, the
girls sort of “moderate” the boys’ behaviour so thdon’t
have much chance to be naughty. | like teachiagetithey
are very cute and eager to learn.

,TPSTL1

Since it's the first storytelling lesson | chosstary
that is well known to me as well as to pupils,|&iRed Riding
Hood (LRRH). | am hoping that pupils’ aldyeexisting
knowledge about the story will make it easier famh to
comprehend it.

——» C

L/1

Firstly, | had to prepare materials and “myself’rfo
the storytelling. Because the group falls into ¢héegory of
absolute beginners the key words | picked weresjugple
nouns (granny, wolf, basket, cake).

—> C

L/2




Even though pupils know the story | shortened sointiee
sentences and omitted some unnecessary words.

— S1/3

Next step in the preparation was creating handéarts [

the children, the handouts have new words with g

— CR1/4

transcription and instead of translation | drew fpites. It took
me about an hour to do that, which is not that Haadso had
to create flashcards for the key words as wellases

—> DR1/5

additional words to help to convey the meaningpdk me
another hour.

Another step, the most important one, | guess, was

remembering the story so that | would be able &spnt it
successfully to pupils. | simply kept reading ttoeysall over
again and again until I had a feeling | remembgtdaok me
about thirty minutes). | focused especially onubiees of
characters, intonation and body language. Hopell lvé able

WRS1/7

- » RLS1/7/1

to perform on “stage” what | have prepared!

The most annoying part out of the preparation whees t

copying of the handouts, | don’t have much timenduthe
breaks and it took more then twenty minutes to éogly &.

—» COP1/6

* After the lesson
Here | will briefly describe what the pupils antddve
done in the lesson and any problems/issues thatadaring

the lesson. First, | introduced the story by dragvitRRH on
the black board. However, children didn’t recognie so |
had to add a basket and a wolf!

—> DRBB2/1/5

»INTRW?2/1

Second, | introduced the key words with help of
flashcards; where possible | used mimics to clahfy

— FC2/1/1

meaning (big teeth etc.). | did not force the dlg@itdto repeat
the words after me. | explained to them that thiéhjust need
these words to understand the story better butadmeed to
produce them unless they feel like it (they seeyogd happy
with it and nobody made a sound).

> MM2/1/3

— LST4/1/1

After that, the children and | sat in a circle oaro

> RTLN2/2/1

cushions on the floor and | retold the story. Hogrdwvasn’t

sitting down for long...l acted out most of the attiin the
story and words that were linked with some bodgleage

(e.g. come here, be careful, hides, runs, kno@lts, moks at,
big ears/eyes/mouth, jumps out etc.). | think lehalgo used
facial expressions where possible, but becauseslssa
involved in the plot of the story | wasn’t usingm consciously

—> AMST2/2/2




if at all! (Next time | have to concentrate on thadre). What |
remember though was concentrating on the voices of
characters, | changed them every time differentatter was
speaking and exaggerated the voices. The hardesgkito
stick to the same pitch, tone of the particularreioter.
Nevertheless, children were laughing a®tand | had to
pause several times so that they would calm down.

CHV2/2/5

> LST4/2/1

| retold the story twice, pupils remained seatedhaeir
cushions, but the most interesting part in the addelling

»

was when the children spontaneously copied sortheof

> SPSTLA4/2/7

speech of the characters such as ‘Hello, come inl@ay

and bye bye’ as well as the body language connevitibd |,
these words. AMST4/2/2
After the storytelling children were asked to draivat
they thought was the most important part in theystall of ——» DRA4/3/3
them drew the part where the wolf eats or is geingat LRRH
or the grandmother.
Then | asked the children what they liked best atiwu
storytelling itself (in mother tongue). They likeest the —» EV4/37
exaggerated voices and the wolf eating LRRH and
grandmother... Finally, | want to say that | feghausted, FTG3/3
my voice is hoarse and | am just tired but apawtrirthat | —
4 : ¢ LSCV3/4

enjoyed the lesson and was pleased to see thesumpiling
and engaged. Will the next storytelling lessonikethat
too?

Appendix 4 - List of codes developed and allocated

TPSTL1 Teacher’s preparation before storytell
* C1/1Choosing a story

* C1/2 Choosing new/key words
e S1/3Simplifying the language

ing

* CR1/4 Creating handouts and materials for the lesson

* DR1/5Drawing

» COP1/6 Copying materials, handouts

« WRS1/7Ways of remembering the story
» RLS1/7/1Reading the story

» RTLN1/7/2 Retelling the story to somebody
= SKLTN1/7/3 Using a story skeleton

» IMGF1/7/4 Imagining the story as

a film




= RTHM1/7/5 Remembering the verbal rhythm of the story

TACTNZ2 Teacher’s action in storytelling lesson
* INTRWZ2/1 Introduction of new/key words

» FC2/1/1Flashcards
= OBJ2/1/20bjects
= MM2/1/3 Mime
» [LSTR2/1/4 lllustrations in a book
= DRBBZ2/1/5Drawing on the blackboard
= CNTX2/1/6 Context
= TRNZ2/1/7 Translation
*  WTLNST2/2 While telling the story
» RTLN2/2/1 Retelling the story
=  AMST2/2/2 Acting out/miming
= CHV2/2/5 Changing voice
= USNP2/2/6Using pictures
» DRSN2/2/8Dressing up as one of the characters

ALCMNT3 After lesson comments
* DSCM3/1 Discipline maintenance

» PSAT3/2Maintaining pupils’ attention
* FTG3/3 Fatigue
* LSCV3/4 Loss of voice

LNSA4 Learners’ activity in the storytelling lesson
* AB4ST4/1 Activities before the storytelling

= LST4/1/1 Listening

= DSC4/1/2Discussions

» PRCNT4/1/3Predicting the content of the story
» ADST4/2 Activities during the storytelling

= LST4/2/1 Listening to the story

=  AMSTA4/2/2 Acting out/miming

» PHSA4/2/3Physical activity



= DRELA4/2/4 Drawing expressive lines

= CMN4/2/5 Commenting on during the storytelling

= PICM4/2/6 Pictures in the mind

= SPSTL4/2/7Spontaneous speaking in target language
» AAFSTA4/3 Activities after the storytelling

. AMST4/3/1 Acting out/miming

. GMS4/3/2 Games

. DR4/3/3 Drawing

. HWF4/3/4 How would you feel?

. PWULA4/3/5 Phrases/words you like

. LDDA4/3/6 Likes/dislikes diagram

. EV4/3/7 Evaluation of the storytelling



