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Endorsement by the Series Editor

This is a very unique book because it brings
together a wealth of useful practical and theoretical insights
about using stories of all kinds in language learning classrooms.
Both authors are talented classroom researchers as well as
inspirational classroom practitioners who generously share their
ideas with readers in this volume. The enthusiasm with which they
present the ideas and describe their own experiences is infectious.
The volume is aimed at teachers, researchers, and teacher trainers
who are interested in primary and secondary level language learning
and teaching, but most of the ideas offered here are also
applicable to adult learners. The underlying research is presented
in an accessible style and the classroom activities are described
in sufficient detail for anyone to try them out straightaway. I am
sure this book will become a real favourite with teachers all over
the world.

Annamaria Pinter, Centre for Applied
Linguistics, University of Warwick, UK
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Section 1

The Theory and Practice of Using Stories and
Children's Literature in the Classroom


Chapter 1

Young Learners

Sharon Ahlquist


Introduction

Who are we?

Sharon Ahlquist has worked as a teacher
trainer at Kristianstad University in the south of Sweden for 15
years, teaching English on both pre-service and in-service courses
for primary and secondary teachers, specializing in classroom
methodology, including Storyline. Réka Lugossy started her career
as a primary and secondary school teacher of English, first in
Transylvania (Romania), then in Hungary. She has worked as a
teacher trainer at the University of Pécs in Hungary for 20 years,
teaching courses on how to apply narratives in TEFL, and on
exploring teachers' beliefs about teaching and learning. Both of us
are convinced of the power of narrative in language education.
Sharon completed her Doctor of Education degree, 'The impact of the
Storyline approach on the young language learner classroom', in
2011. Réka earned her PhD in Applied Linguistics in 2008,
completing her thesis on 'Constructing knowledge through
experiences with narratives in natural and instructed settings'.
Both of us are classroom teachers at heart. We work with stories in
our teaching, and our research interests include the ways in which
the story form can promote language acquisition in learners at
various stages of language development. With this book we hope that
our combined knowledge and experience will inspire you to embrace
the story form and to use it as the basis for exploring the
learning which occurs in your own classroom.

This book

In a nutshell, this book is about different
kinds of stories, used in a variety of ways, with a common purpose:
to develop the communicative language skills of young learners of
English. We see the book as being useful to teachers working in a
variety of settings at both primary and secondary level: where
English is taught as a foreign language in either state or private
schools; in schools in English-speaking countries where English is
an additional language (EAL) for children who have another first
language (L1). By children, we mean
the 6-16 age group - an age range we should, perhaps, instead refer
to as young learner. In the
chapters which are to come, we will present a rationale for why
stories should be used with this age group in the language
classroom, not as pleasant reading or listening activities when the
real work is done, but as real work. To do this we will present
research-based support for the structured use of stories and
research which has been conducted in the field. We will suggest
practical ways of working with stories and also consider how
teachers might explore the pedagogical benefits of using stories of
different kinds for themselves. Although the focus of the book is
the teaching of English, the ideas, techniques and research
findings will also be of interest and of use teachers of other
languages and are adaptable to a wide range of teaching
contexts.

We would like to claim that this book is
unique in the market. In recent years, there has certainly been an
increase in the number of publications related to stories. However,
as some of the titles suggest - Tell it again!
The new storytelling handbook for primary teachers
(Ellis & Brewster, 2002), Using
folktales (Taylor, 2000) and Storytelling with children (Wright, 2009), most of
the available books are related to practical ideas rather than
empirical research. Empirical studies exploring the processes and
outcomes for language and literacy of using stories with children
have mostly been carried out in an L1 context, for example, Elley
(1989). However, little has been published on the benefits of using
stories with children in second language education. Rare examples
are Enever and Schmid-Schönbein (2006), and Bland and Luetge
(2013). However, these edited volumes do not aim to provide a
theoretical overview of the underlying principles. A recent
publication which proposes both theoretical foundations for using
literature and a practical model of literature-based instruction
backed up by research is Ghosn's Storybridge
to Second Language Literacy (2013).

In contrast to the growing interest in the
subject of stories amongst both language teachers and researchers,
there is no book available which integrates theoretical
perspectives, empirical research and practical guidance for
teachers who want both to work with stories and to investigate the
social, psychological and linguistic benefits of story-work in
their classrooms.

This book aims to fill the gap. Featuring two
very different learning and ethnolinguistic contexts (Hungary and
Sweden), it reports on and suggests opportunities for
practice-based research in domains which have been under-explored
in language teaching: on the one hand, the role of stories and how
teacher beliefs and practices regarding stories have long-lasting
implications for the educational culture, and on the other, the
Storyline approach. Storyline, as it is often simply called,
originated in the 1960s in Glasgow as an attempt to address the
curriculum requirement for interdisciplinary teaching in primary
schools. A fictive world is created in the classroom, with
learners, working in small groups, taking on the roles of
characters in a story which unfolds over a number of weeks. The
story develops as the learners work together on key questions.
These key questions structure the events of the story (just as
chapters in a book do) and involve the learner in a range of tasks
linked to the syllabus targets. The tasks integrate practical and
theoretical subjects, and involve holistic use of the language
skills. One Storyline topic, which we will return to, concerns a
number of families who move into a newly built street. The
learners, working in small groups, create the families and their
houses. The scene is then set for the 'incidents' - things which
happen in the story. It might be that a troublesome family moves
into the one remaining house and the neighbours have to decide what
to do.

By examining work with stories and Storyline,
with Hungarian and Swedish learners of English, the book aims to
add new empirical data to this topic. Although the research
contexts themselves are specific, we believe that the findings are
of interest and of practical application to a much wider audience
of teachers internationally.

The book is divided into two closely
connected sections. The first, by Réka (Chapters 2, 3, 4, 5),
presents current psychological and language learning theories and
research related to narratives; it looks at the existing research
on the use of stories and their effects on young learners, their
teachers and on the close community. It also points to directions
for future research and gives suggestions both for practical
classroom work and empirical studies. The second section, by Sharon
(Chapters 6, 7, 8, 9), discusses the benefits of stories beyond
those of narrative; provides practical suggestions for how you can
work with Storyline and study the impact of working in this way on
your own pupils, and also considers the limited existing research.
Our belief is that theory and practice inform one another. While
theory provides a framework for what we do in the classroom and how
we do it, what happens in practice both broadens and deepens our
theoretical knowledge base.

First a word about terminology: following
Pinter (2011) we will distinguish between the terms
acquire/acquisition and learn/learning only where such a
distinction is helpful. The term acquire is often used to describe
what the learner picks up incidentally, either from living in a
country where the L2 is spoken by the majority of the population,
or from watching television or reading in the L2 while living in an
L1 context. This is distinguished from what is learnt formally at
school. There is, of course, considerable overlap between the
processes of acquisition and learning, particularly in countries
where English is taught as an L2 and where television programmes
are not dubbed into the L1, as is the case in the Nordic countries,
for example. Learners in these countries have rich opportunities to
acquire the L2 through informal exposure to the spoken language
alongside formal classroom instruction.

Before we start to discuss the nature of
stories and what they can offer the language learner, let's think
about the characteristics of the young learner, who is at the heart
of this book. What do we know about young language learners? Why is
it important to include more story work in language teaching?

Characteristics of the Young Language Learner

Research in this field is still relatively
small within the field of second language acquisition or SLA (see
Pinter, 2011 for a recent survey of the field), but interest and
expertise are growing, in large part thanks to the fact that more
children in more parts of the world are starting to learn English
at an early age.

The very young learner (5-9)

In a school setting we can say that these
learners are aged from five or six up to about nine. They are not
cognitively mature enough in these early years to benefit from
formal grammar teaching; they learn holistically through their
whole bodies. Tasks which involve music and movement, such as songs
and dance, drama, stories or games, are popular. The advantages for
L2 acquisition are that the language is presented meaningfully
within a framework; the learner has the chance to be physically
active, which is necessary at this age, and with elements of the
unpredictable, the learner's imagination and feelings are engaged.
This is important as very young learners learn not only through
their minds and bodies, but through their emotions as well; they
are also usually keen to show what they know.

How much of the L2 children know on starting
school varies both from individual to individual and from country
to country, depending on the amount of exposure available to them.
In Iceland, for example, many children start school with oral
(speaking) and aural (listening) competence corresponding to at
least A1 of the Common European Framework of Reference for
Languages (Council of Europe, 2001) and with some competence in
reading, even before they have had any formal instruction in
English (Lefever, 2012). This reflects similar findings in the
Early Language Learning in Europe project, ELLiE, (Enever, 2011).
Of the seven countries which participated in this three-year-long
study into the attitudes and development of oral and aural
communicative competence of seven to 10 year olds, learners in
Sweden, the Netherlands and Croatia attained a higher level of
proficiency than those in the UK, Poland, Spain and Italy. One
factor which distinguishes the two groups is that foreign
television programmes are not dubbed into the L1 in the former
group, though they are in the latter, where exposure to the L2 is
thus limited to the classroom.

What the ELLiE study also found was that
learner attitudes towards the L2 influence learning from the
beginning, and that these attitudes are changeable. So, when
working with very young learners, we need tasks which engage, by
appealing to the emotions and making use of all the senses.
Further, if the learner is to remain motivated they must feel a
sense of success and of progress. This underlines the fact that we
need to draw on our learners' existing knowledge and build on
it.

Young learners (10-13)

Learning styles

Learners from about the age of 10 to 13 are
in many ways the most interesting group from a teaching and
research perspective, although much of what we say here applies
more broadly too. For instance, these learners retain the ability
of younger children to learn holistically, preferring work which
utilizes all their senses (Warrington & Younger, 2006). There
are a number of points we can make here. One relates to the concept
of learning styles (for example,
Kolb & Kolb, 2001). When we talk about different learning
styles, we mean that some learners learn best by listening, others
by reading and writing, others by doing. As teachers we see that
some of our learners enjoy and benefit from revising in a group,
analysing and discussing, while others prefer to work alone,
reviewing content by writing about it. The second point relates to
multiple intelligences (Gardner,
1993). Gardner argues that individuals are intelligent in different
ways. Some might try to internalize subject content by reading
about it, others by creating a mind map or some others by using
graphic representation or discussion. A strong interpersonal
intelligence would lead the learner to prefer group work, for
instance.

Although both learning
styles and multiple
intelligences remain controversial concepts due to lack
of empirical evidence, they appeal instinctively to teachers, who
encounter learner differences in all their forms on a daily basis.
This is more of an issue with children beyond the youngest
learners. As a matter of course, the language education of very
young children often involves singing, practical creative work such
as painting, drama and movement, mirroring the way they work in
other areas of the curriculum. Children of this age group are thus
automatically exposed to and benefit from teaching which utilizes
all their senses. While some of this may be true for the luckier
learners in late primary school language classes, in our
experience, textbooks tend to predominate from the age of nine or
10 and throughout secondary school.

Yet if we look more closely at the research
literature, we can find indirect evidence in support of both
learning styles and multiple intelligences. For example, based on
their four-year study into raising the achievement levels of boys
in UK primary schools, Warrington and Younger found that learners
become more aware of how they learn best when they work in a
multisensory way. This, in turn, has a positive effect on
metacognition and learning. The authors underline the importance of
"a more integrated approach to the primary curriculum, the need to
give higher status to arts-based subjects and projects, the need to
give more opportunities to talk, to support writing and learning"
(2006, p. 197).

Secondly, while Hattie (2008), in his
meta-analysis of 800 classroom studies, found no evidence in
support of the theories related to learning styles, he did conclude
that learner achievement is higher where there is enjoyment.
Sources of possible enjoyment in a classroom context are many, but
they surely include both topics of study and ways of working with
those topics. If the classroom methodology is to appeal to the
maximum number of learners, make the subject of instruction
accessible to all, and give everyone opportunities to demonstrate
their knowledge and competence, then this methodology must be
varied. One way of creating variety is to incorporate the different
senses into classroom tasks. For instance, tasks which involve
movement or which have a tangible outcome have been found to be
especially beneficial for the less proficient and for those who are
dyslexic. Schneider and Crombie (2003) point out that the weak
auditory skills of dyslexic learners are compensated for when they
can use their strengths in other modes.

Games, stories and thematic
work

Just as with younger learners, communicative
need is considered to lie at the heart of the learning process
(Cameron, 2001; Pinter, 2006). Thus, games still have an important
role to play in the language classroom, as does drama, which has
the benefits of reducing tension (Allström, 2010) and offering
opportunities to explore character in writing as well as orally
(Fels & McGivern, 2002), thus facilitating the development of
literacy. Thematic work, which contextualizes the L2 and draws on
the learner's knowledge of the theme, also provides a forum for
meaningful communication. Thematic work might integrate a number of
curriculum subjects, such as art, which can help bring the L2 to
life (Wright, 2001), and by incorporating English and other
subjects, increase the limited time available for English. Last but
not least, we come to stories, which appeal as much to this age
group as to younger learners. As Bruner (2002) makes clear, stories
are all about the unforeseen. Consequently, they involve the
learner cognitively in speculation and prediction, as well as
affectively, through interaction with the written or spoken text,
which engages the imagination and draws the learner into an
experience shared with both classmates and teacher.

Cognitive development

At the same time as they continue to learn
holistically, these young learners are developing cognitively.
Many, though by no means all, are beginning to understand
explanations about points of grammar (for example, that the third
person singular of the simple present has a different form from the
others and ends in s, as in
does, has, is and so
on). They can also notice and ask questions about things which do
not agree with rules they have learnt, such as the fact that the
plural of the word sheep has the
same form as the singular. Their language development can be seen
in many ways. One is in increasing fluency (where English is the
classroom language), another in more accurate pronunciation. We
might also see greater syntactical complexity, grammatical and
lexical accuracy and range, not least in writing, where the learner
has more time to consider what to say, how to say it, and use a
dictionary to help them do this effectively.

The above suggests that a teaching approach
which can benefit learners of this age is one which combines
opportunities for acquisition, where the learner experiences the
language (Wright, 2009), with classroom instruction. The current
consensus in the field of SLA research is that there should be a
balance between attention to meaning and form
(Lightbown & Spada, 2013). Although most of the research on
which this view is based has been conducted with older learners,
there is evidence that a similar balance needs to be achieved with
learners who are starting to display cognitive development in their
learning of the L2. For example, Figenshou Raaen and Guldal (2012)
conducted a study in which they compared the writing of Norwegian
learners when they were in the 7th grade (aged 12-13)
and again in the 10th grade (aged 15-16). They found "a
development towards greater complexity at all levels" (Figenshou
Raaen & Guldal, 2012, p. 111). One particularly interesting
finding, however, was that, despite development in written English
with regard to grammar, syntax, lexis and discourse features, many
pupils were still misspelling common words (such as because and with)
which they had misspelled three years previously. The authors
concluded that attention to spelling and the "extensive training of
form until the linguistic form is automatised" (p. 114) may be
necessary to avoid fossilization. Since poor spelling will not take
care of itself, there are good reasons for devoting attention to
the correct spelling of common words in the young learner age
group. In the question of accuracy then, we need to make a
distinction between the learning process of gradually mastering a
grammatical form, when correction may not be helpful, and incorrect
spelling, which can benefit from correction.

While spelling practice addresses the
question of form, it does not address meaning or the way in which
new words should be taught and learnt. Many researchers in the
field of young learners stress the need for words to be recycled
(for instance, Cameron, 2001; Halliwell, 1992; Pinter 2006; Read,
2007). Cameron puts lexis at the heart of the language learning
process, describing it as a "stepping stone to learning and using
grammar" (2001, p. 72). Since lexis is considered to play such a
pivotal role in language learning, it is clear that there is a need
for a structured approach to how it is taught. This need can be
seen in the findings of research conducted with older learners.
Schmitt (2008) maintains that 8 to 10 instances of exposure are
required if the learner is to know a word receptively - in other
words, to recognize and understand it. Since time is limited in
instructed L2 contexts, explicit teaching of vocabulary is
therefore considered to be a more effective route to vocabulary
learning than incidental exposure.

The need for explicit teaching is important
to remember, for as Orosz (2009) points out, teachers often
test without having taught vocabulary, beyond assigning as homework
the words in a textbook chapter for the week's test, for instance.
Testing has a role to play in committing words to memory, but this
will only happen if the words also continue to be recycled.
Textbooks tend to be linear in structure, with chapters moving from
one subject to the next, and there is no inbuilt recycling of
vocabulary. On the subject of testing, we can also underline the
need for teachers to test not only recall - where an L1 word is given and the learner
has to supply the L2 equivalent or vice versa, but recognition. As Szpotowicz (2009) makes clear,
learners have a higher rate of recognition than recall. Testing
both aspects gives a more accurate picture of the learner's
vocabulary resource. Not least, we can also say that such tests are
likely to boost learners' self-confidence in showing them that
their resource is wider than they think. This is, of course,
especially valuable for those who struggle to perform well on the
weekly vocabulary test.

Nevertheless, we must remember that there are
essential differences between the motivations of older learners
(the intrinsic satisfaction of good examination or test results,
the requirement for certain grades to enter university, or the
desire to progress in one's career) and those of young learners.
How well words are remembered beyond the weekly vocabulary test
depends not just on recycling, but on the perceived usefulness of
the words in the first place. Words which are linked to subjects in
which young learners are interested and care about are much more
likely to enter and expand their mental lexicon - a consciousness
of which is, in itself, highly motivating for the learner.
Recycling words both embeds their meaning more deeply in the
learner's memory, and over time extends knowledge of individual
words and the ability to use them correctly. In the light of these
points, it is not surprising that positive results have been found
for vocabulary learning where the words are embedded in a theme
(Alptekin, Ercetin, & Bayyurt, 2007). The theme provides a
context in which core lexis is presented and practised in different
ways throughout the study period. The same can be said regarding
the use of stories and Storyline.

Along with the growing ability to understand
the abstractions of grammar comes the ability to understand and
assess one's own learning in the L2 - in other words,
metacognition. This is not something which develops by itself,
however; young learners require training in setting and evaluating
learning goals (Cameron, 2001). Metacognitive training is useful in
two ways: not only does it help to develop metacognition, it also
contributes to the development of self-confidence (Pinter, 2011).
Self-confidence is recognized in the research literature on young
language learners as a powerful tool in effective language
learning.

Physiological
development

Just as metacognition requires training, so -
argues Fisher (2005) - does social competence, one aspect of which
is learning to work with other people. Learners of this age have a
clear preference for working with friends or others of the same sex
(Pinter, 2007; Shak & Gardner, 2008); they may have problems
with the conventions of turn-taking (Read, 2007) and pay less
attention to their interlocutor (Cameron, 2001). As Fisher (2005)
points out, for some learners in this age group, being able to
collaborate effectively constitutes an achievement in itself!

At the same time as the young learner is
developing cognitively and in social competence, they are also
developing physiologically. The onset of puberty brings with it
many changes, one of which is the creation of a self-image, which
includes the learner's view of themselves as a language learner,
and is linked closely to their self-confidence. Self-image is very
much dependent on the opinion of one's peers. There is evidence
that during this period of change, learner motivation is unstable
(Lantolf & Thorne, 2006) and can even decrease (Enever, 2011).
Indeed, Tragant (2006) points out that positive attitudes decline
from about the age of 10-11. One reason for this might be the use
of methodology which is not suitable for young learners (Nikolov,
2009).

Let's think about this situation. The onset
of puberty brings with it sensitivity to some areas of life that
were previously unproblematic. One such is speaking English in
front of classmates, from a fear of making a mistake and being
laughed at, compounded by the fear of public correction by the
teacher. The word fear is
significant. Fear causes anxiety, which has been linked to
underperformance (Alanen, 2003; Lundberg, 2010; Mihaljević

Djigunović, 2009; Moon, 2005). Where learners
are anxious, they will be reluctant to speak English and become
convinced of their lack of ability - a prophecy which will be
self-fulfilling, will create a negative self-image as a language
learner and lead to loss of motivation.

However, it is important that the primary
years lay a foundation which instils positive attitudes to the L2,
a pre-requisite for continued effective learning (Cameron, 2001;
Nikolov, 2001). We can summarize the conditions necessary to
achieve this. They are:

• create an atmosphere in which the learner feels at
ease speaking English (emphasized throughout the literature on
young language learners)

• provide structure and clarity (Fisher, 2005)

• include classroom tasks which involve knowledge
and skills relevant to learners' lives (Johnson, 2003),

• require the learner to think (Nunan, 2005)

• cater for different learning styles (Williams
& Burden, 1997)

Older learners (13-16)

The years 13-16 constitute the lower
secondary period of education in many countries. Though many
learners are by this time sufficiently cognitively mature to
understand abstract concepts of grammar, of which much language
teaching at this level consists, there are those who are not. Such
learners would therefore still benefit from a more holistic
approach to language teaching and learning. One such approach is
the Readers Theatre initiative in Norway. In Readers Theatre,
stories in the form of manuscripts are presented by learners
working in groups, traditionally seated in an upside down V format
with the narrator of the story seated at the top of the V facing
the audience and the characters fanning out from the narrator. The
performer speaks not only the words of the character but the whole
sentence. For example, 'I can't do that,' the
old woman said with a smile. The attention of the
audience is directed from one side of the V to the other, and from
one part of the V to another, as the story proceeds, creating the
impression of a dynamic performance. Drew and Pedersen (2012) found
that less proficient 16-year-old learners of English responded
positively to the approach. The learners experienced benefits to
their oral English, self-confidence, concentration and
self-discipline.

The various levels of demand which can be
placed upon the learners within the Readers Theatre approach mirror
the way in which learners of this age mature cognitively. Younger
learners, those new to the approach or the less proficient might
work on performing a given script (for example, Shepard, 2004). In
the next stage, they are given a story which they themselves adapt
as a script in their groups. This calls for a higher level of
proficiency in terms of reading comprehension and also grammar and
lexis in order to rewrite the story as a script. The next level, in
which the learners themselves write a script based on their own
ideas, calls for a higher level still of linguistic control and
also a greater ability to compromise within the group. Similarly,
young learners enter this period as relatively child-like, both
biologically and in terms of their limited language proficiency.
But they emerge as adolescents on the brink of adulthood, with
knowledge of the L2 for a range of communicative purposes and with
greater or lesser levels of proficiency in fluency, accuracy and
complexity in the language skills.

The physical and emotional changes of this
age group present challenges for teachers of all subjects. Learners
can feel tired in the mornings where they were previously alert,
experience mood swings with greater highs and lows, and suffer loss
of self-confidence over what they see as physical imperfections.
Friendships, especially among girls, are intense, but can quickly
break down, with consequences for the classroom atmosphere. The
self-image, so important to effective learning and closely linked
to the learner's self-confidence, is still subject to the view of
peers. The individual's fear of failure - making mistakes in front
of friends and being publicly corrected - is perhaps even stronger
than before. This is not to say that you should not correct your
learners, only that you should be sensitive as to how and when you
do it.

While there is not much you can do about the
biological and emotional changes at work in your learners, what you
can do is work with the characteristics of adolescence to create an
environment conducive to learning. This includes bringing movement
into the language lesson to activate the learners, allowing them to
influence the content of the lesson, bringing their hobbies and
interests into the classroom, making use of pair and group work. As
Kim and McDonough (2011) show in their study of pre-task modelling,
adolescent learners benefit from working with others, but require
guidance in what they should do - hence the need to model what
should be done in a task prior to the learners working on it. When
learners are given guidance, they carry out tasks more efficiently,
not least because they collaborate better. Pair and group work
might be based on the content of a textbook, but in itself this is
not enough, not if the syllabus requires the learners to work with
written and spoken texts from a range of sources, as is the case in
Sweden. The good news is that while many learners of this age may
not read fiction for pleasure, they do watch television and films,
and many play computer games, some of which take them into fictive
worlds. In other words, learners in the 13-16 age group are still
predisposed to have an interest in stories - an interest which you
can make full use of in the language classroom.

Implications for the classroom

Now let's briefly bring together the points
we have made about the characteristics of learners within our age
range and what we have concluded about the conditions in which
learning can thrive.

In all three of the age groups we have
considered, we can say that learners bring knowledge and experience
to the language classroom, however limited that might be in the
youngest group. Bringing the outside world into the classroom,
which includes learners' hobbies and interests, and making more of
what they do know, rather than what
they do not, is motivational for all ages. It has a positive effect
on the learner's self-image as a language learner, which is
increasingly important throughout the primary and secondary years
as a factor in effective learning. For instance, research in Sweden
has linked failure to meet the syllabus targets in school year 9,
the last year of compulsory schooling (age 16), with a poor
self-image (Skolverket, 2004).

A common problem for classroom teachers in
foreign language contexts is lack of time, and so the textbook is
often considered to be the most effective way of covering the
syllabus in that time, particularly from late primary onwards.
However, you can maximize the time you have by integrating English
with other subjects into a content-based lesson or a period of
thematic work, which might be a Storyline. One advantage of moving
away from the textbook is that you can more easily take account of
learner differences (sometimes referred to as pedagogical
differentiation, a principle which underpins the European Language
Portfolio, Council of Europe, 2001). In other words, you can tailor
tasks to the needs and abilities of individual learners. While
integrating English with other subjects is undoubtedly easier from
a timetabling perspective for primary teachers, if you teach at
secondary level, thematic work is possible here too: maybe you also
teach another subject which can be integrated with English, or
perhaps you can collaborate with another subject teacher.

Above, we were concerned with maximizing time
for English within the curriculum. At the level of individual
lessons and with regard to individual learners, a task-based
approach, using pair and group formats for tasks and discussions
will not only provide more time for everyone to practise speaking
English, but will also create conditions in which some learners may
feel more comfortable and therefore more willing to do so. As
Pinter points out, "peer-peer collaboration is an excellent context
for learning to occur, and learners can, and will help and support
one another" (Pinter, 2011, p. 176). Working in pairs and groups
also helps learners to get to know each other better, which can
contribute to a positive classroom atmosphere. The work of Dick
Allwright (for example, 2003) highlights the role of the classroom
climate in determining the quality of the work produced there. In
other words, the relationships between the learners and teacher,
and between the learners themselves play a vital role in the
learning process. As Nikolov suggests, although individual
motivations are a pre-requisite for learning, "classroom processes
may shape learners' motivations differently and influence outcomes
more profoundly" (Nikolov, 2009, p. 104). It is important that the
influence exerted by classroom processes - what occurs in the
language classroom - is a positive one.

Let's end this chapter with a concept which
takes us to the heart of storytelling, but which, as learners get
older, features less and less in their education, namely
imagination. Some teachers say that learners have less imagination
as they get older. Is this so, or is it that, as teachers, we
require our learners to use it less as they get older? It is the
case that some researchers consider imagination to be a much
under-used tool in education (for instance, Egan, 1986). Others say
that the most important tools in education are imagination combined
with background knowledge and rational thinking (Håkonsson, 2004).
This view is highly relevant to stories, since what we know of
different genres, regarding content and structure frames our
expectations when we read or listen, and guides our
understanding.

Håkonsson describes the process of learning
in the Storyline approach as flying on the wings of fantasy but
landing on one's feet. This is perhaps an apt metaphor to summarize
what we wish to do with this book - to show how stories can
contribute to the development of language proficiency by engaging
learners' imagination and appealing to their emotions, while
drawing on and extending their knowledge of the world and the
L2.

Conclusion

In this chapter we have outlined the
structure of the book and our intentions with it. We have
considered the characteristics of young learners and the
implications which these characteristics have for classroom
practice. We have highlighted the important role played by
imagination in the learning process and made a claim for the power
of stories in language teaching. Let's now go on to examine the
support for this claim.


Chapter 2

The Power of Stories

Réka Lugossy

This chapter will:

• discuss theories that support the importance of
stories in children's cognitive, affective and language
development

• consider the relevance of stories for foreign
language learning


Introduction

There tends to be a general consensus among
teachers that there is nothing like a story when it comes to
generating interest in the class. When we dig deeper to see whether
there is more to stories than creating a stress-free environment
and enhancing motivation, it also turns out that for most of us,
stories have been sources of memorable content and language
throughout our lives. However, paradoxically, there is also a
consensus in particular among the practising teachers we have
worked with, that in the L2 class story-time comes when we have
finished with the "more serious" things. Form-focused tasks, where
learning outcome is more easily tested, are a priority, while
stories appear as the "educational margin or frills" (Egan, 1986,
p. 29).

As we will argue later, this belief is partly
due to the educational traditions in which teachers were
socialized, and partly to the fact that the parents and the schools
where teachers teach also figure as determining stakeholders in
their choice of methodology and teaching materials (Lugossy, 2006;
2009). As both parents and institutions tend to define good
teaching in terms of students' performance on standardized tests,
teachers choose to spend classroom time with form-focused tasks in
hope of immediate success. They do this even if these tasks offer
little satisfaction for either students or the teachers
themselves.

On teacher training courses, I (Réka) usually
ask the pre- and in-service teachers I work with about their
favourite tasks and memories as language learners. Once, an
experienced teacher told me that she liked to think of the times
when they were drawing and colouring in the lower primary English
class and in the meanwhile their teacher would walk around and sing
them songs, or they would sing the songs they knew together. Or,
she told them the stories they already knew in English, again and
again. These were the activities she liked most of all. She still
remembered phrases she picked up from some of the stories and
successfully used as a language learner for years. The great
paradox of the story is that as a teacher she does not apply what
she liked so much as a learner. She blames shortage of time and
increased parental expectations, saying: "We no longer have the
time to spend the class like we did twenty years ago. We have to
prepare them for language exams."

Time pressure often leads to teachers rushing
through textbooks without spending time with age-appropriate
materials and techniques that would suit young learners in specific
contexts. However, interview studies with teachers suggest that
trying to come up to standards imposed by external authorities,
without the belief that this would work, is not sustainable in the
long run (Nikolov, 2008). On the other hand, research also reveals
that professional development, in particular an awareness of their
pedagogical beliefs, and of the theories that underlie these
beliefs empowers teachers (Lichtenstein, McLaughlin, & Knudsen,
1991). To put it briefly, knowing why we do what we do in the
classroom matters. Therefore, our aim
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