THE CORRELATES OF STORYTELLING FROM THE TEACHING
PROFICIENCY THROUGH READING AND STORYTELLING (TPRS)
METHOD OF FOREIGN LANGUAGE INSTRUCTION ON
ANXIETY, CONTINUED ENROLLMENT AND ACADEMIC SUCCESS
IN MIDDLE AND HIGH SCHOOL STUDENTS
By
Copyright 2011
K. David Beal
Submitted to the graduate degree program in the Curriculum and Teaching Department

and the Graduate Faculty of the University of Kansas in partial fulfillment
of the requirements for the degree of Doctor of Philosophy.

Chairperson, Dr. Manuela Gonzalez-Bueno

Dr. Paul Markham

Dr. David Hansen

Dr. Steven White

Dr. Phil McKnight

Date Defended: April 4, 2011



il

The Dissertation Committee for K. David Beal

certifies that this is the approved version of the following dissertation:

THE CORRELATES OF STORYTELLING FROM THE TEACHING
PROFICIENCY THROUGH READING AND STORYTELLING (TPRS)
METHOD OF FOREIGN LANGUAGE INSTRUCTION ON
ANXIETY, CONTINUED ENROLLMENT AND ACADEMIC SUCCESS

IN MIDDLE AND HIGH SCHOOL STUDENTS

Chairperson, Dr. Manuela Gonzalez-Bueno

Date Approved: April 4, 2011



il

Abstract
The purpose of this study is to explore storytelling as it is used in the foreign language teaching
method called Teaching Proficiency through Reading and Storytelling (TPRS), a technique
which uses entertaining stories to introduce and reinforce vocabulary and grammar. After
teachers were surveyed about the amount of storytelling that they use, middle school and high
school students enrolled in first year and second year French, German and Spanish in a large
suburban school district were surveyed. Based on the amount of storytelling that the teachers
used, the student surveys researched anxiety rates as measured on the Foreign Language
Classroom Anxiety Scale (Horwitz, Horwitz & Cope, 1986), rates of continued enrollment, self-
reported ratings of reading and listening skills, and academic achievement, as measured on the
semester final exams and the reading sections of the final exams used in the cooperating school
district. Covariates were the grade levels of the students and their levels of engagement in the
class.

Results of the study indicated no significant differences in levels of anxiety for all
groups. Significant differences for levels of continued enrollment were not found for middle
school students. For high schools students, it was the non-use group that had the highest levels of
continued enrollment. While significant differences existed for high school students with regards
to self-reported ratings of their receptive skills, it was the students of teachers who did not use
the technique who had the highest ratings. Regarding academic achievement, when just high
school students were measured, students of teachers who do not use the storytelling scored
significantly higher. When only middle school students were measured, there were significantly
higher scores for the students of teachers who regularly used the technique. Results suggest

advantages of the using storytelling only with younger students.
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Chapter One
Introduction
Problem Statement

In the past fifteen years, a teacher-driven movement has occurred at the grass-roots level
in foreign language education. A method for vocabulary and grammar introduction called
Teaching Proficiency through Reading and Storytelling (TPRS), which was first developed in the
1980s by a Bakersfield, California Spanish teacher named Blaine Ray, has been moving out of
obscurity to a place of acceptance by some foreign language teachers. Although TPRS began as
the personal technique of its creator, it has developed to the point where its proponents consider
it to be a method. It will be referred to as a method in this research. The method’s reputation has
spread by word of mouth by teachers (Cantoni, 1999). In some districts, its effectiveness has
been dismissed and teachers have been told not to use it, while other districts have embraced the
method and changed the curricula of the district so that this one method is the one and only
method being used by its teachers. Meanwhile, teachers in neighboring districts have never even
heard of the method.

Textbook companies have caught on to the trend and some secondary school foreign
language textbooks include suggestions in the margins of teacher editions of when and how to
use TPRS, as well as its predecessor Total Physical Response (TPR). Most companies offer
TPRS manuals that are available for purchase in its ancillary material packages (Ray & Seely,
2003).

Pre-service teachers in schools of education are usually not taught the method (Wilbur,
2007). It is not mentioned in university textbooks used in foreign language methods courses. Not

only are these students not current on a newer trend in foreign language education, but also these



new graduates will be at a disadvantage when applying for jobs in districts that support the use of
the method.

Because classroom teachers still feel the constant frustration with students who have
finished many years of study of a language and yet who are not being able to use the language
competently, TPRS has taken hold at the teacher level. TPRS is appealing to classroom teachers
who look for techniques to make lessons engaging for students. Because TPRS was developed
by and is advocated by classroom teachers, its appeal at this level is even stronger.

While teachers may know about the method, it has not thoroughly made its way to the
universities and into scholarly journals. There have been relatively few articles in the prestigious
journals, while there are plenty of websites, list serves, workshops, conventions, teaching
materials and manuals available on the method. At the university level, only Middle Tennessee
State University is doing any research on TPRS. Dr. Shelley Thomas writes that MTSU is “the
only university trying to do something” and “there is nothing in any scholarly articles” about the
method (S. Thomas, personal communication, September 22, 2009).

There have been a few small studies on the benefits of TPRS, but support for the method
by classroom teachers is based primarily on anecdotal evidence and the word of its creator. The

introduction of the TPRS manual for the Deutsch Aktuell textbook series published by

EMC/Paradigm states, “according to Blaine Ray, students in TPRS classes who take national
standardized tests consistently score better than the national average. In addition, the number of
students of all ability levels who continue with the same foreign language continues to rise”
(Schmitz & Polito, 2004, p. vi). There is no reference for this claim.

The purpose of this study is to research some of the claims of TPRS supporters. The

study will try to discover if there is a statistically significant difference between the students of



teachers who use storytelling, as it is defined in the TPRS method, as their primary method of
vocabulary and grammar introduction and reinforcement and the students of teachers who do not
use it or use it less frequently. The dependent variables will be anxiety, continued enrollment,
self-reported ratings of receptive skills and academic achievement. Anxiety will be measured
using the Foreign Language Classroom Anxiety Scale (Horwitz, Horwitz & Cope, 1986).
Academic scores will be based on the first semester final exams used in levels one and two of
French, German and Spanish in the cooperating school district. An explanation of the method
and how storytelling is used in it is included in the review of literature.
Methods

For the independent variable, a survey for teachers will be developed to measure the
amount in which they use one aspect of the TPRS method, specifically storytelling. Although
there are many steps to the TPRS method, the technique of storytelling is a key element of the
method and it is the one aspect of the method that all teachers who might consider themselves
TPRS teachers would use. The survey will quantify how much teachers use storytelling, as it is
defined in the TPRS method. Responses will be used to classify teachers into three groups:
teachers who regularly use storytelling as it is defined in the TPRS method to introduce and
reinforce vocabulary and grammar, teachers who partially use it and teachers who do not use it at
all. Prior to the final draft of the surveys, brief interviews will be conducted with Blaine Ray, the
creator of the TPRS, and Susie Gross, another expert in the method. Mr. Ray and Ms. Gross lead
convention sessions, conduct workshops, lecture and write books on TPRS. The purpose of the
interviews not only will be to understand the evolution and expansion of the method, but also to
accurately represent how TPRS teachers use storytelling and other activities associated with the

method.



For the dependent variables, a survey for students will be used. The students will be
enrolled in levels one and two of French, German and Spanish in a large suburban school district
in the Midwest. The student survey will include the Foreign Language Classroom Anxiety Scale
(Horwitz, Horwitz & Cope, 1986). The survey will include items asking for plans for continued
enrollment, self-reported ratings of skill levels in reading and listening, scores on the semester
exams and scores on the reading sections of the final exams used in the cooperating district. The
two covariates included will be the grade level of the students and the level of engagement in the
class. The goal is to research whether students of teachers who use storytelling as it defined in
the TPRS method have less anxiety, higher rates of continued enrollment, higher ratings of skills
in reading and listening, and higher academic achievement than the students of teachers who do
not use it or use with less frequency, after controlling for grade level and engagement level
differences. This survey will be reviewed by a group of teachers to look for bias in the questions
and a pilot test with two or three classes from a middle school and a high school will be
conducted.

Hypotheses

The first of four hypotheses is that, after controlling for grade level and engagement level
differences, students of teachers who use storytelling as it is defined in the TPRS method and as
the primary means of vocabulary and grammar introduction and reinforcement will have lower
anxiety scores on the Foreign Language Classroom Anxiety Scale (FLCAS) developed by
Horwitz, Horwitz and Cope (1986) than the students of teachers who do not use the technique or
use it with less frequency.

The second hypothesis is that students of teachers who use storytelling as the primary

means of vocabulary and grammar introduction and reinforcement will have a statistically higher



level of continued enrollment in the foreign language than the students of teachers who do not
use the technique or use it with less frequency.

The third hypothesis is that, after controlling for grade level and engagement level
differences, students of teachers who use storytelling as the primary means of vocabulary and
grammar introduction and reinforcement will rate the receptive skills of reading and listening
higher than the students of teachers who do not use the technique or use it with less frequency.
This will be a self-reported rating of the students’ perceived ability to read and understand the
foreign language.

The fourth and final hypothesis is that, after controlling for grade level and engagement
level differences, students of teachers who use storytelling as the primary means of vocabulary
and grammar introduction and reinforcement will score higher on academic assessments of their
skills in the foreign language than the students of teachers who do not use the technique or use it
less frequently. The assessments will be the first semester final exams and the reading sections of
the final exams used in levels one and two of French, German and Spanish in the cooperating
school district.

Definition of Variables

The independent variable for all four hypotheses is categorical. It is the amount of
storytelling that teachers use as the primary teaching method for vocabulary and grammar
introduction and reinforcement. There will be a scale of levels of the use of storytelling, based on
a survey and self-identification of teachers. Teachers will fall into three categories: those who
regularly use storytelling as it is defined in the TPRS method, those who partially use it and

those who do not use it at all.



The dependent variable for the first hypothesis is the students’ score on the Foreign
Language Classroom Anxiety Scale developed by Horwitz, Horwitz and Cope (1986). The
dependent variable for the second hypothesis is whether the students intend to continue on to the
next level of the foreign language. The dependent variable for the third hypothesis is the ratings
of the students’ skills levels in the foreign language receptive skills on a survey. The students
will rate their own perceived abilities. The final dependent variables will be the students’ scores
on the first semester final exams and the students scores’ on the reading sections of the final
exams given to students in levels one and two of Spanish, French and German. The cooperating
district has common assessments, which include final exams.

The covariates are the grade level of the students and the level of engagement, as
measured on a scale of engagement. The scale of engagement is used with permission.
Summary

Considering the paucity of scholarly research about TPRS, this study will try to research
the claims of lowered anxiety, higher rates of continued enrollment, higher ratings of reading and
listening abilities, and higher academic scores by students of teachers who use the storytelling
part of the TPRS method. A survey for teachers will be used to divide teachers into three groups
for the independent variable in the four research hypotheses. The groups will be students of
teachers who regularly use storytelling as it is defined in the TPRS method, students of teachers

who partially use storytelling and students of teachers who do not use storytelling.



Chapter Two
Review of Literature
Presentation of the Theory and Method

TPRS, which stands for Teaching Proficiency through Reading and Storytelling, began as
a technique to introduce vocabulary and grammar. As its developers have refined it, it has grown
to be considered a method. Blaine Ray created the technique, which developed into the method.
The theory behind it is based on the work of two theorists in foreign language education: James
Asher and Stephen Krashen.

Asher’s influence on TPRS.

James Asher developed the foreign language teaching method called Total Physical
Response (TPR) in the 1960s. The older and more traditional Grammar-Translation Method to
foreign language instruction was not working as evidenced by the “often less than five percent
who start a second language, who continue to proficiency. The lack of success is striking when
compared to the language achievement of six-year-olds, who without schooling have mastered
all the essential parts of the individual’s native language” (Asher, 2000b, The Problem section,
para. 1).

Asher’s TPR is based on gestures and the imperative form, where students learn concrete
vocabulary and grammar structures through comprehensible commands from the teacher. Like
small children responding to the commands of their parents, understanding by students is
demonstrated through successful completion of the commands from the teacher. The method
creates a stress free environment that builds on the student’s self-confidence, accelerates

acquisition and results in long-term retention (Asher, 2000b, The Solution section, para. 6).



The theory is supported by brain-lateralization research (Asher, 2000c, Once Students
Actually Understand section, para. 1). The right brain processes information, which it expresses
through gestures. Both sides of the brain interpret language, but it must be deciphered first
through action on the right side of the brain before the left can use the information when
speaking. Comprehension comes from aural input in conjunction with kinesthetic engagement.
“Once they understand, you can use this skill to move over into Broca’s area of the left brain
with traditional exercises in speaking, reading and writing.” (Once Students Actually Understand
section, para. 1). The first goal of language acquisition is for the student to be comfortable with
the sounds and patterns of the target language. This is confirmed with the work of Paul
Sulzberger’s work at Victoria University on “the importance of extensive aural exposure to a
language,” where listening to the sounds of language are key to fluency (“Exposure to Sound
Patterns Aids Language Learning,” 2009).

TPRS was called originally Total Physical Response — Storytelling and only recently
changed its name to Teaching Proficiency through Reading and Storytelling. It was developed in
the 1990s as a supplement to Asher’s TPRS by a Bakersfield, California Spanish teacher named
Blaine Ray. Ray’s personal technique developed into the current version of TPRS. Ray changed
Asher’s use of the imperative commands to the third person narrative to tell entertaining stories.
Ray continues to support an emphasis on a stress-free classroom environment, which using
stories helps to foster. Compared to Asher, Ray does not emphasize the use of gestures to
introduce vocabulary, because TPR focuses too much on the imperative form and fosters passive
language skills (Marsh, 1998). TPRS still employs gestures, but this part of the method is much
shorter and is seen only as a temporary crutch to comprehension. Instead, Ray has increased his

emphasis on the importance of reading (Marshall, 2007).



Although it has its base in TPR, TPRS uses less gesturing. Gesturing gets a great deal of
support from academics. According to Blaz (1999) the use of gestures in TPRS is a way to tap
into lexical memory. Gesturing enhances comprehension of vocabulary though association and
the senses.

Krashen’s influence on TPRS.

Along with Tracy Terrell, Stephen Krashen developed the Natural Approach for foreign
language teaching in the 1970s. It is part of the communicative view of language learning where
emphasis is laid on language as a set of messages that can be understood. Based on this
approach, Krashen developed his Language Acquisition Hypotheses. The five parts of Krashen’s
Language Acquisition Hypotheses are the acquisition-learning hypothesis, the input hypothesis,
the affective filter hypothesis, the monitor hypothesis and the natural order hypothesis (Krashen,
1981). Of Krashen’s five hypotheses, TPRS focuses on the acquisition-learning hypothesis, the
input hypothesis and the affective filter hypothesis.

“The (TPRS) method is founded on the language acquisition hypotheses of Stephen
Krashen, tempered in some cases by realities” (Ray & Seely, 2003, p. xx). Krashen’s acquisition-
learning hypothesis states that language acquisition is an unconscious process that develops from
meaningful input, while learning is a conscious process of discovering the rules of a language
(Krashen & Terrell, 1983). Students should acquire their second language through natural
language, rather than through grammar and translation methods, which emphasize reading and
writing skills. A learning activity “focuses on how the message is given rather than the message
itself” (Ray & Seely, 2003, p. 118). It is hoped that students will acquire a language and have

feelings of correctness where things just sound right.
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Krashen’s second hypothesis, the input hypothesis, states that learners learn best when
the input is just slightly beyond their current competence. Krashen and Terrell (1983) call it
“i+1”” where the i stands for input. Teachers need to be conscious of not introducing more than
that students can handle and adding small amounts of information only after previous
information is mastered. In TPRS, only a few words are introduced at a time. Daily stories are
short and workable in one day’s lesson.

Finally, the hypothesis that the learner’s emotional state can act as a filter that impedes
acquisition of input is called the affective filter hypothesis (Krashen & Terrell, 1983). This is an
important hypothesis for TPRS supporters. By creating interesting stories, students are engaged
and their affective filter is hopefully lowered. According to Ray and Seely (2003) interest is
increased through the use of humor, exaggeration, bizarre story lines, animals as characters,
celebrities as characters, teacher enthusiasm, personalization of questions, personalization of
stories, and comprehensibility of input (pp. 91-92).

TPRS focuses very little on the monitor hypothesis and the natural order hypothesis,
since the focus of the method is on language acquisition and not on explicit grammar analysis.
The monitor hypothesis is a metacognitive view of language acquisition that states that conscious
learning only operates as an editor of output of what has been acquired. Once students acquire
the language, they can only adapt and improve the grammar of their second language, if they are
conscious of the grammar rules (Krashen, 1998b). In order to edit speech and writing, the student
must know the grammar rule, be focused on the grammar rule and have time to edit using the
rule (Ray & Seely, 2003, p. 119). The hypothesis that grammar structures are acquired in a
predictable order is the natural order hypothesis. Applying this hypothesis to the classroom,

teaching harder grammar concepts should occur after mastery of lower level grammar concepts
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has occurred. Gross (2007¢c) deviates from this hypothesis, thinking that it is more important to
give natural speech input, and not to be concerned about the natural order of grammar (Gross,
2007c). It is regularly stated in the TPRS literature that vocabulary, not grammar, should be
sheltered. Stories, which require a specific grammar structure, should not avoid the structure, but
include it as a part of the story.

TPRS today.

TPRS has evolved and has been refined over the past decade as it has moved from what
Gaab (2006) called originally unconventional to become almost mainstreamed. She asserts that
the method is better at promoting proficiency in listening skills and reading skills. Asher’s well-
documented research on TPR is in direct contrast to the limited research and occasional
anecdotal article about TPRS (Gaab, 2006, para. 9). TPRS is a good evolution and mixture of the
theories of Krashen and Asher (Marshall, 2007). As educators learn, experiment and evolve
more, TPRS will become more widely accepted (Marshall, 2007, para. 2). Asher (2000a) writes
that there is no research supporting storytelling without TPR, but he has gathered a great deal of
anecdotal commentary that supports the use of storytelling after about three weeks of TPR in the
foreign language classroom (para. 3). Asher (2000c) further claims that TPR is aptitude-free,
meaning that when applied by a skilled teacher, any student can learn from this method (Here is
What We Know section, para. 2). Asher (2000c) claims that TPR is brain-compatible and just as
effective for adults and children (Here is What We Know section, para. 4).

Studies comparing TPRS to other methods of instruction have been minimal. There are
only a few small-scale studies. Some support by academics could be inferred though. Ellis
(2006) researched grammar skills for instructed and naturalist approaches. When the order of

acquisition was held constant, instructed learners scored higher on grammar competence, but



12

there was no guarantee that what they learned was acquired. “Teaching grammar was beneficial
but that to be effective, grammar had to be taught in a way that was compatible with the natural
processes of acquisition” (Ellis, 2006, p. 85).

A TPRS lesson.

In a typical TPRS lesson, the teacher prepares by choosing the vocabulary and grammar
that will be in the lesson (Baird & Johnson, 2003). The lesson builds on a previous vocabulary
and grammar. The vocabulary choice can be in the form of single words, lexical units, phrases or
full sentences, depending on how the teacher plans to use the vocabulary in the story. The
teacher chooses around five words or phrases at a time. There are three steps of a typical TPRS
lesson: establishing meaning, practicing the story and literacy.

Step one - establish meaning.

The first step of TPRS of a typical TPRS lesson is to establish meaning through
comprehensible input (Gross, 2007a). During this step, the teacher uses gestures, assesses student
understanding and uses personal questions. The use of gesturing has changed since the method
was first introduced. While gestures through TPR were part of the original method, now
gesturing is considered to be optional. When used, it is a short phase and only used to establish
meaning and start the process for learning the vocabulary. It is based on Asher’s TPR. Students
can create the gestures during class or use actual sign language gestures (Baird & Johnson,
2003). American Sign Language though can be frustrating for students as these signs are often
not visual and concrete enough for students to instantly recognize the gesture. Many words are
not easily turned into gestures, so a gesture that is quick and easy is practiced only briefly (Ray
& Seely, 2003). In the gesturing phase, the teacher verbally presents the vocabulary word and its

gesture, asking the students to make the gesture as the teacher says the word. The teacher should
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slowly remove the gesture as the students continue to practice. The name change from Total
Physical Response — Storytelling to Teaching Proficiency through Reading and Storytelling
demonstrates that although gesturing is a step, the method’s main emphasis is no longer on
gesturing. The students can end this step by practicing the gestures in pairs.

Another optional part of this step is a quick and informal assessment (Baird & Johnson,
2003). The students close their eyes and demonstrate comprehension of the vocabulary by
gesturing the words as the teacher says them. The teacher can visually gauge which words need
further practice and reinforcement.

Finally, the teacher gives a large amount of comprehensible input through personalized
questions. The questions lead to a short story that the teacher has prepared ahead of time. The
story is only a skeletal story, meaning that the teacher’s questions and the students’ responses
can change the storyline during the lesson. The questions should spiral in difficulty as the teacher
progresses through the lesson. The teacher helps the students to establish meaning of the words
through many bizarre, exaggerated and personalized (BEP) questions. This term, used by Ray
and Seely (2003), is found throughout the literature about TPRS. The goal is to keep the students
engaged in the story because these three qualities exist in the questions and stories.

Ray and Seely (2003) provide an example of a story that could practice the verb fo think.
In the story, there is a girl that thinks she is a gorilla. One of the techniques taught at the TPRS
workshops is called “circling,” where the teacher progresses from yes/no questions to either/or
questions to open-ended questions (Baird & Johnson, 2003). In an example provided by Ray and
Seely (2003,), the teacher begins by asking if a student in the class is a girl, then a boy and then a

gorilla, followed by asking which one she is and finally asking what she is. In the next set of
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questions, reasons why the girl thinks that she is a gorilla is established and developed for the
story. During the personalization step, requiring complete sentence responses is not required.

The vocabulary is repeated numerous times and used only in context. For example, verbs
are not presented in an infinitive form. The teacher presents them as they are used in the story. If
the story is in the third person, then only the third person conjugated form is presented to the
students. In a story in German about someone that plays a sport, only spielt (plays) and not
spielen (to play) is included.

While introducing the vocabulary, the teacher will ask questions using the vocabulary
and the intended grammar that lead to a short, entertaining and unusual story. The unusual story
is intended to keep the students engaged and involved. Students are enlisted to act out the story,
which also increases their attention. As the teacher tells and retells the story, the teacher
gradually increases the amount of output that the students are asked to create. The teacher tells
the story, all the while interrupting to ask questions. The questions involved in the retelling
require increased amounts of output from the students. The questions are entirely verbal and are
intended to assist the student in acquiring the vocabulary and grammar, while still learning the
basic plotline of the story. This technique is intended to be gradual and non-threatening to the
students. As the students hear the vocabulary in the story, they hear it modeled correctly and in
context. They do not hear the vocabulary used out of context or in isolation. The grammar focus
of the story is less noticeable to the students. They hear the intended structure used over and over
(Baird & Johnson, 2003). TPRS uses a significant amount of comprehensible input that includes

good and correct, albeit unusual, models of the language (Sandrock, 2002).
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Step two — story practice.

After the vocabulary and story basics have been introduced in the first step, the teacher
moves to the story-practicing step. This step has three parts: the teacher retell, the student retell
and a point of view/perspective change. At first, the teacher retells the story with no actors. The
teacher may move and have actions, but they are minimal. The teacher asks questions that
require demonstration of comprehension of the vocabulary and knowledge of the story line. The
teacher may make false statements, asking the students to make corrections. The teacher
provides a large amount of comprehensible input (Baird & Johnson, 2003). According to Ray
(2010b), the story is made interesting to the students by adding unexpected details, personalizing
the facts of the story and dramatizing the story. The teacher makes the language repetitive by
circling questions, continually starting over, adding details, adding extra characters and adding
multiple locations to the story (Ray, 2010b).

After the teacher retells the story, the students retell the story in pairs or small groups.
This step is short and optional, because the focus of the method is not on production (Baird &
Johnson, 2003). The emphasis is on fluency and not accuracy. Because acquisition is a gradual
process, it is acceptable for students to make mistakes, while telling the story. The teacher only
interrupts and makes corrections when the students use the wrong word, have such poor
pronunciation that it interferes with communication or have the plot line incorrect. The goal is to
give students practice in speaking and build confidence.

The final part of the second step is called teaching a new perspective or point of view.
For this part, the teacher provides a visual of the story by writing key words from the story on the
board or the overhead. A perspective or point of view change is a way to make grammar

instruction less formal and more natural for students (Gross, 2007b). The changes in perspective
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or point of view can be changes from third to first person, changes in tense, changes from
singular to plural subjects, changes in gender or additions of adjectives. The story is retold and
then rewritten on the board or overhead by the teacher to reflect these changes. This is where
explicit grammar focus can occur (Ray & Seely, 2003). In an extension of this part, the students
again retell the story in the new perspective. The students tell the story in pairs or small groups.
Baird and Johnson (2003) suggest that this activity should not be overused, especially at the
beginning levels, as it is grammar-focused. Ray and Seely (2003) think this activity is better
suited for upper level classes and is not suited for lower level classes.

Step three — literacy.

The third and final step is the literacy step, during which the teacher provides a written
version of the story. The story can be exactly what the teacher just told or a similar version.
Additionally, the teacher can use readers instead of self-written stories. During the literacy step,
students will read the story or part of a reader and answer written or verbal questions about the
story to demonstrate comprehension. The students may read the story at home for homework or
during class by themselves or as a group. During class, the technique of simple translation into
the native language can be used to demonstrate comprehension. Only after the story and
vocabulary are comprehensible to the students does the teacher ask the students to look at the
grammar of the written story. Baird and Johnson (2003) say that this step can occur at any time
in the lesson, but they recommend it at the end of the lesson. Similar to the PACE (presentation,
attention, co-construction, extension activities) Model of foreign language grammar teaching, the
teacher will ask the students to notice differences and infer grammar rules (Ray & Seely, 2003).

Ray and Seely (2003) only advocate this in upper level classes though.
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The literacy step of TPRS fits Ellis’s position that a “task-based approach that caters to
the development of a proceduralised lexical system and simple, naturally acquired grammatical
structures will ensure a threshold communicative ability and, therefore, is to be preferred to an
approach that insists on grammatical accuracy from the start” (Ellis, 2006, p. 92).

According to Ray and Seely (2003), the benefits of reading are not only acquisition of
vocabulary but also acquisition of structures, morphology, idioms and problematic grammar
structures. There is a “gradual general improvement in correctness in their speech and writing,”
as well as “the breadth of material they comprehend aurally expands gradually but massively in
the long run” (Ray & Seely, 2003, p. 104). Ray and Seely do not cite the supporting research.

The use of free and voluntary reading is an alternative technique in the literacy step (Ray
& Seely, 2003). In the foreign language classroom, the TPRS teacher provides copies of other
stories from class or authentic children’s books written at the students’ level for the students to
read on a regular basis. Krashen (2004) states that free and voluntary reading increases skills in
spelling, pronunciation, writing and oral/aural abilities. Programs, which favor the use of free
and voluntary reading and shared reading, have significant improvements in reading skills over
ALM programs in English as a Second Language situations (Krashen, 2004, p. 4).

In a study of college-aged students of Spanish, Krashen (2004) finds that free and
voluntary reading was the only significant predictor or mastery of the subjunctive, even over the
amount of formal study of the language, the amount of study of the subjunctive form and the
amount of time spent in the country. When students read for pleasure, they develop a
competence and “move from the beginning conversational level to a level where they can use the
second language for more demanding purposes, such as the study of literature, business and so

on” (Krashen, 2004, p. 147).
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Grammar and assessment in the TPRS lesson.

While grammar is not the primary focus of a TPRS lesson, grammar structures are
embedded in the story. For example, if a teacher is working on the direct object case, the story
will have numerous examples of characters having objects used in the accusative case.
According to Ray and Seely (2003), if enough examples of a structure are provided in the story
and made comprehensible through the input, then no further practice will be needed, as the
students will have acquired the grammar structure. Ray (2010b) states that the students will learn
grammar through point of view changes and writing activities.

The students are not discouraged from asking questions about grammar (Baird &
Johnson, 2003). As in the PACE model, the teacher encourages students to notice and discuss
differences in grammar structures. It is done in the context of comprehension. The term used by
TPRS supporters is “pop-up grammar.” As students ask or notice differences, the teacher gives
brief, spur-of-the-moment explanations of differences. For Ray and Seely (2003), detailed
grammar explanations are only necessary in upper level classes, as lower level students will
acquire grammar through the input and the point of view changes.

Ellis (2006) does not specifically support TPRS, but he does support a system of
grammar instruction that is cyclical over time and does not compress the grammar lesson into
just a few concentrated lessons. He supports an approach that is compatible with Interlanguage
development. TPRS focuses on acquisition rather than the explicit learning of vocabulary and
grammar. Additionally, Ellis (2006) supports attempts to minimize and prevent errors made in
the Interlanguage phase of second language learning. Curtain and Dahlberg (2004) advocate the

use the embedded grammar and that there is an extensive amount of listening practice before
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verbal production is expected. They also like the use of vocabulary in a context and choosing
vocabulary words for a specific purpose in the story.

For Sandrock (2002), TPRS has a good amount of comprehensible input in the target
language. Additionally, vivid and interactive stories are good pre-speaking activities. The
method is a good brain-compatible method because gestures aid in memorization and creativity
is engaged through storytelling (Sandrock, 2002).

Assessment in TPRS is both formal and informal. A term used by Ray and Seely (2003)
for informal assessment is to gauge comprehension based on the “barometer student.” If this
average student demonstrates comprehension by gesturing or answering questions, then the
teacher moves on with the lesson. Another phrase used in the TPRS literature is to teach “to the
eyes” (Gross, 2007a). The implication for the classroom teachers is to look for, notice and react
to the level of engagement of the students constantly.

Formal assessments are different for teachers that faithfully follow the method.
Unannounced quizzes are preferred, as they demonstrate what the students have retained in long-
term memory and not what students have quickly learned for traditional and announced tests
(Ray & Seely, 2003). Ray and Seely (2003) also advocate giving tests that only include
vocabulary and require students to translate into English the meaning of words and sentences.
These activities will demonstrate comprehension of the vocabulary. In an unresearched way of
gauging academic achievement, Baird and Johnson (2003) propose that success is achieved if
eighty percent of the students able to score at least eighty percent on written assessments.
Comparisons of Second Language Acquisition Theories and Methods to TPRS

In their book, Ray and Seely (2003) only compare TPRS to two other second language

methods: the Natural Approach and the Narrative Method. Although they give no direct
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comparisons with other methods, some comparisons can be made based on the theory behind the
method. Brief comparisons will be made with Communicative Language Teaching (CLT), the
Grammar-Translation method, the Audio-Lingual Method (ALM), and the Direct Method.

The natural approach and TPRS.

Ray and Seely (2003) compare their method to the Natural Approach of Tracy Terrell and
Stephen Krashen. Both advocate comprehension through pre-production of language, which
includes TPR and descriptions of pictures and persons, who are usually class members. All input
should be in the target language and comprehensible to the students. TPRS differs in that it
focuses more on the personalized questions as a means to increase attention and interest. TPRS
differs in that it finds pre-teaching the vocabulary through TPR more efficient so that the lesson
progresses faster (Ray & Seely, 2003). Krashen finds pre-teaching the vocabulary unnecessary.

In the second stage of the Natural Approach, called early speech production, students
move from listening modes to speaking modes (Curtain & Dahlberg, 2004). Like the circling
technique of TPRS, the teacher moves through a progression of yes/no questions, either-or
questions, one to two word answers, open-ended answers, dialogues and interviews. Both
advocate a silent period, allowing the students to speak when comfortable and ready, which
lowers the affective filter for the students.

The final stage is when speech emerges, which, according to Curtain and Dahlberg
(2004), includes games, content activities, humanistic affective activities and information
processing activities. TPRS’ third phase is literacy, which includes reading stories about the
students and completing activities, which demonstrate comprehension. As in the TPRS method,
“In this approach (The Natural Approach) the teacher seeks to help students “bind” new

language by providing experiences and associations with vocabulary in a meaningful context,
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thus making the language both more meaningful and more memorable” (Curtain & Dahlberg,
2004, p. 43).

The narrative method and TPRS.

The second method mentioned by Ray and Seely (2003) in a comparison with TPRS is
the relatively unknown Narrative Method (McQuillan and Tse, 1998). Both of these methods use
stories to engage students and introduce the vocabulary. McQuillan and Tse (1998) view their
method as a modification of TPRS. In the first step of the narrative approach the teacher tells the
core or basic story, using gestures, props and visuals to introduce the vocabulary (McQuillan &
Tse, 1998). The teacher retells the story numerous times. Each time, the teacher adds more
details to the story, revises it and retells different versions of the story. Afterwards, the class
creates their own version of the story, which the teacher storyboards on a visual. In the final step,
the students create their own story by themselves, in pairs or in small groups. McQuillan and Tse
(1998) think that schools can abandon thematically organized curricula for lessons that just
include stories. The stories do not need to focus on any grammar functions or specific tasks,
which TPRS does not advocate. High frequency vocabulary and grammar will be learned, as it
will be recycled in classes that regularly utilize narratives.

Other differences between the methods include the use of TPR at the beginning of a
TPRS lesson and that vocabulary is not pre-taught in the narrative method. Instead, the
vocabulary is made comprehensible in the context of the story. In the Narrative Method, only the
teacher acts out the story and tells the story. Students never retell it. Finally, in the Narrative
Method, checks for comprehension and informal assessments are not on going, as they will

hinder the flow of the story.
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Communicative language teaching (CLT) and TPRS.

Although there is no comparison in the literature, a comparison of TPRS and the most
current approach to teaching a foreign language, Communicative Language Teaching (CLT), is
necessary. Brown (2007) describes CLT less as a method and more as an approach. It is more of
an eclectic blend of contributions of previous methods and a unified theory about the nature of
language teaching. According to Brown (2007), the first characteristic of CLT is that there is a
focus on communicative competence and no focus on grammar competence. TPRS also claims to
have a focus on communicative competence and not on grammar. Secondly, CLT teaching
techniques use authentic materials and focus on meaningful language functions. These are not
included in TPRS lessons. Grammar is embedded in the functions and content of the
conversations or stories in both CLT and TPRS. Next, although fluency and accuracy are seen as
complimentary, fluency is more important. Fluency keeps students engaged in their learning.
Finally, the goals of CLT and TPRS are for students to ultimately use language productively in
unrehearsed settings.

The students should be able to simply comprehend and produce language without having
to analyze it (Brown, 2007). This automaticity is the ultimate goal for both CLT and TPRS. In
TPRS though, the focus is on retelling stories, rewriting stories and reading. Both have limited
the use of scripted dialogues, mechanical drills, rehearsed exercises and discussion of grammar.

While both CLT and TPRS have goals of communicative competence, TPRS does not
specifically mention the term communicative competence in its literature. Both desire to create
uninhibited learners that are willing to adapt and experiment in the language. TPRS attempts to
accomplish this goal through storytelling, while CLT does not specifically list a technique to

accomplish this goal. Another difference is that CLT looks more at functions. This lack of focus
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on practical functions is often one of the critiques of TPRS. While it is the goal of TPRS teachers
to teach students to be adaptive in the language, practical tasks in the target language are not
specifically addressed in the TPRS method.

As a part of CLT, the PACE (presentation, attention, co-construction of explanation,
extension activities) Model for grammar introduction has similarities with TPRS. According to
Shrum and Glisan (2005), the first step of the technique, presentation, is when the teacher
presents the language in a meaningful way. The model is not as prescribed as TPRS, but it does
advocate using TPR and stories to orally introduce the material. While storytelling is mentioned
as a possible presentation activity, it is not the sole presentation activity. The attention and co-
construction of differences in grammar are advocated for use in TPRS only in upper level classes
(Ray & Seely, 2003). The PACE model has no emphasis on the affective aspect of teaching.
Both PACE and TPRS have the same guidelines on error correction. Both advocate only
correcting errors that interfere with meaning and comprehension. Grammar and pronunciation
errors are only corrected if the errors are persistent and causing difficulties in understanding.

Other methods and TPRS.

Since TPRS is a reaction to the Grammar-Translation Method and the Audio-Lingual
Method, and it has characteristics in common with the Direct Method, a brief comparison of
TPRS and these methods is appropriate.

As TPRS focuses on communicative competence, TPRS shares little in common with the
old-fashioned Grammar-Translation Method. TPRS supporters, like Krashen, support language
acquisition before learning grammar rules. Regarding exercises to practice grammar,
“Mechanical drills focus on form of language and not on its communicative intent” (Krashen,

1981, p. 103).
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The Audio-Lingual Method (ALM) is rooted in behaviorism, where “language
performance consists of a set of habits in the use of language structures and patterns” (Krashen &
Terrell, 1983, p. 14). The goal of ALM is to develop habits of conversation through dialogue
practice that can be utilized later in real-life conversations (Shrum & Glisan, 2005). Similarly,
TPRS develops habits through circling of questions and repetition of the stories. While the
vocabulary is used in context and there is a high amount of input, TPRS supporters argue that
there is little interest in textbook dialogues and it is a flaw to require the immediate production of
language. TPRS supporters, like Asher, support a silent period, which allows spoken production
to emerge when the students are ready. In a study comparing students taught with TPRS and
students taught with ALM, McKay’s (2001) research shows statistically significantly higher
scores on a test of reading comprehension for students taught with TPRS as compared with
students taught with ALM.

In the Direct Method, all input is to be given in the target language. Like TPRS, input is
to be comprehensible and varied, using realia and visuals. In both methods, grammar is not
explicitly taught (Omaggio, 1986). Unlike TPRS, grammar in the Direct Method is taught
inductively through questions, modeling, and students working out the grammar rules (Shrum &
Glisan, 2005). While the questions in the Direct Method are to be interesting and meaningful to
the students, the affective filter may not be low, as there is such a focus on accuracy.

The ACTFL Standards and TPRS

A common critique by teachers who know about the method is its lack of focus on the

national standards of the profession. In their website that promotes the method, Gaab, Gross and

Placido (2010) claim that TPRS fits the standards of the American Council on the Teaching of
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Foreign Language (ACTFL) “beautifully,” however they do no provide an explanation of how
the method fits the ACTFL standards. Instead they provide only a link to the ACTFL website.

Referred to as the Five C’s, the five national standards of the ACTFL (2010a) are
communication, comparisons, connections, communities and culture. Regarding these national
standards, Ray and Seely (2003) “believe that communication is the important one that nearly all
of class time should in some way be devoted to” (p. ix). Ray and Seely (2003) state that
communication is what the classroom is for and it is “fine to include the other four within
communication, but is counterproductive to work on any of them in class time without at the
same time mainly focusing on the development of communicative proficiency” (p. ix). Similarly,
for Krashen (1981), “The major function of the second language classroom is to provide intake
for acquisition” (p. 101).

As TPRS focuses on input and language production, its supporters feel that it meets the
standard of communication. Students demonstrating comprehension of verbal input by
responding appropriately through gestures or short responses and demonstrating comprehension
of reading passages demonstrate interpretive communication. According to Ray and Seely
(2003), the negotiation of meaning that comes in the telling and retelling of stories and assisting
the teacher with the details of the story during the classroom conversations demonstrate
interpersonal communication. As the teacher assesses the students’ comprehension, the students
are engaged in interpersonal communication by answering the teacher’s questions. TPRS moves
from interpersonal to presentational communication, when students retell and act out the story.
The method does not focus on the writing aspect of presentational communication.

The standards of comparisons, connections, and communities are minimally addressed in

the literature. Ray and Seely (2003) state that it is possible for the teacher to make additions to
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lessons to include these standards in TPRS lessons. Language comparisons can occur at any time
that the teacher points out differences in grammar structures. Connections to other disciplines
and connections that add perspective can be added as story points in the text of the story.
Although they do not mention TPRS specifically, Curtain and Dahlberg (2004) suggest making
connections to other disciplines easier by using activities that do not require large amounts of the
target language. The use of visuals, realia, rephrasing, repetition, connections to previous
learning, connections to past experience and vocabulary in meaningful contexts are aspects
included in a TPRS lesson.

Regarding the cultures standard, other TPRS supporters advocate written texts that
“provide context and background knowledge that allow students to appropriately interpret the
perspectives, practices and products of the target culture” (Barrette, Paesani & Vinall, 2010, p.
219). Elements of culture that fit the TPRS characteristics of bizarre and exaggerated can be
added in the plot, characters and setting of a story. An example of the inclusion of culture into
stories could be a story about misunderstandings of an American exchange student in Germany
when shopping in a department store. The character gets lost because he does not know that the
levels of buildings are numbered differently in Germany. Another example is that a character
could learn correct restaurant etiquette in a story. Ray has written student readers in Spanish,
French and German that are about American exchange students traveling in foreign countries and
foreign exchange students traveling in America (Ray, 2010a). Specific cultural products such as
folktales and fairy tales have not been adapted into TPRS stories.

TPRS and Storytelling
The biggest change from Asher’s TPR to Ray’s TPRS is storytelling. This significant

aspect of the method is minimally addressed in the literature or on the websites devoted to TPRS.
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There is only a brief section devoted to the academic benefits of storytelling in the main guide to
the method (Ray & Seely, 2003). Ray writes that he adapted TPR by adding storytelling because
his students quickly became bored with just gestures and personal questions about the
vocabulary (Ray & Seely, 2003, p. 4).

Articles that mention the use of storytelling in TPRS are not extensive. Wieber du Saire
(2010) mentions that the use of TPRS in the realm of theater, role-playing and reenactments is a
good practice for foreign language teachers, as gestures and movement engage the kinesthetic
learner and stories make memorization easier. Gibbons (2002) writes that storytelling is a good
pre-reading activity as well as an after-reading activity, which allows for innovation in retells,
rewrites and summarizations. McQuillan and Tse (1998) find that the use of narratives is
effective, because narratives are rich in input, interesting to students and lower anxiety. Finally,
Davidheiser (2002) states that the use of storytelling in college German classes allows for more
ownership of the lesson and inclusion in classroom activities.

Although she does not mention TPRS specifically, Oller (1983) states that students would
be more successful at second language acquisition, if teachers were to use good story writing
methods. Students do not find textbook narratives and dialogues interesting. This fits the
philosophy behind TPRS.

According to Curtain and Dahlberg (2004), storytelling and story reading are valuable
when learning new vocabulary, because teachers “can highlight important and interesting
vocabulary and perhaps comment on how it makes them feel, all in the target language, or they
may involve students in a physical or emotional reaction to the word” (p. 40). Davidheiser
(2002) finds that storytelling is effective because it appeals to the affective domain and helps

build a sense of community and ownership in the classroom. According to Curtain and Dahlberg
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(2004), there are four characteristics of storytelling that benefit the early stages of interpretive
language learning. First, stories are predictable and familiar. Secondly, stories are repetitive,
making the memorization of patterns easier. Next, stories lend themselves to dramatization and
pantomime easily. Finally, stories use visuals and realia to illustrate content.

Cantoni (2005) finds that stories assist students by using a large amount of
comprehensible input and lowering the affective filter. It is beneficial and easy for students,
because stories do not require rote memorization of vocabulary. Hayden-Roy (2004) finds
narrative texts with events in a causal chain, familiar frameworks of complication and resolution,
and single heroes beneficial for second-year college students of German. Text choices should
include stories, which focus on only one grammar structure. Stories, which are clear and familiar
in structure, assist with recalling and retelling the stories. Hayden-Roy (2004), states the benefits
of stories include mastery of the vocabulary, mastery of the syntax, implicit learning of
unfamiliar structures and gaining of cultural literacy through the content (p. 24).

In addition to discussion about storytelling in terms of foreign language, there is plenty in
the literature about the benefits of storytelling in general. Egan (1986) notes that stories engage
our affective response because they are about feelings. Stories are usually a matter only for the
arts and considered extras or frills in other academic areas. Egan laments that engaging the
imagination is largely left out of content area classrooms. For Ray and Seely (2003), all stories
should be “bizarre, exaggerated and personalized.” The bizarre and exaggerated aspect is
intended to excite the imagination of the students and hopefully compel them to pay attention.
Those two qualities, as well as personalization, are intended to tap into the affective domain of

the students.
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Egan (1986) gives a model of storytelling that includes a story rhythm. Story rhythm is
appealing to students because they recognize the pattern of a story’s beginning, elaboration in the
middle and a conclusion at the end. It compels the students to move forward. Secondly, stories
contain what he calls binary opposites, or opposing sides. Good stories contain elements of a
conflict of sides. Finally, storytelling should contain a good conclusion and evaluation after the
story. For Ray and Seely (2003), the evaluation after a TPRS story comes in the form of
comprehension questions and discussion.

Green’s (2004) research on stories in psychology classes lends some support to using
stories in foreign language classes. Stories spark student interest, aid the flow of the class, make
materials memorable, overcome student resistance, build teacher student rapport, and provide
structure for remembering course material. These are some of the same reasons that TPRS
supporters give to make vocabulary comprehensible, applicable, topical and interesting. Green’s
description uses almost the same terms that TPRS teachers use when describing the method.
Green talks about using stories from different points of view. Point of view to a foreign language
teacher could be a change from the third person narrative to a retelling of the story in the first
person or a change in the tense of the story. Stories should be a “clear illustration of the principle
you’re trying to demonstrate” (Green, 2004, Telling Stories in Class section, para. 3). This is
similar to a TPRS teacher creating a story to emphasize specific vocabulary and grammar
structures.

Limitations of TPRS

As with any method or activity, there are limitations of overuse. Regarding the original

TPR, Asher (2000c¢) says that any productive innovation will lead to adaptation and disinterest

by its users, if it is used too long. Also, Bowen (2009) warns that TPR should be used in
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conjunction with other methods for the same reason (para. 4). He uses harsher language though,
calling TPR a fringe method and that wholesale adoption to the exclusion of any other method
would be detrimental (para. 5). Additionally, Bowen disagrees with Krashen’s belief that
production must follow comprehension. TPR should not be used solely, as “TPR is not a
complete method. It cannot do the entire job of language teaching, nor was it designed to do this”
(Krashen, 1998a, Taking More Advantage of TPR section, para 6).

Gaab (2006) addresses some of the doubts of the effectiveness of TPRS acknowledging
that the method is considered by most to be unconventional and offbeat (para. 2). “The original
method of Ray was an accident, but the evolved TPRS is an effective second language
instructional method” (Gaab, 2006, para. 4). As the method has been refined, it overcomes its
original shortcomings. The original TPRS stories are meshed with brain research on reading,
kinesthetic learning, and visuals in a way that appeals to both visual and auditory learners (Gaab,
20006, para. 6).

Gross (2009d) addresses the limitation of grammar teaching, when she advocates,
“sheltering vocabulary, not grammar” (para. 3). This is based on natural language of parents to
children, who do not hide the tenses, moods or voices from their children, but instead use simpler
vocabulary to explain new or difficult concepts to children. Students will naturally pick up the
grammar tenses, voices and moods through the stories their teachers carefully plan. This aspect
of TPRS stems directly from Krashen’s Acquisition-Learning Hypothesis.

Caruthers’s (2010) critique of TPRS is about the use of bizarre, exaggerated and
personalized stories. He thinks that the absurdity and silliness in the stories is not appropriate for
older or adult learners. McKay (2001) suggests using stories from the news for older or adult

learners.
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Research Concerning Variables in the Study

Foreign language anxiety.

Based on literature on the theory, the first hypothesis is that students of teachers who
regularly use storytelling will have a lower affective filter and therefore will have statistically
significant lower (less anxious) scores on the Foreign Language Classroom Anxiety Scale
(FLCAS) than students of teachers who do not use storytelling or who use it less frequently. By
lowering what Krashen (1981) calls the affective filter of students, the students will be more
receptive to the input given by teachers and acquisition will be increased. In the TPRS literature,
Ray (2010Db) states that a fear of being rejected or ridiculed leads to student resistance, and
therefore teachers must remove negativity from the classroom. Although there is no research on
TPRS and anxiety specifically, there is research on anxiety in the foreign language classroom.
Much of the research has been focused on college-aged students.

Horwitz, Horwitz and Cope (1986) defined foreign language anxiety as “a distinct
complex of self-perceptions, beliefs, feelings and behaviors related to classroom language
learning arising from the uniqueness of the language learning process” (128). Anxiety in the
foreign language classroom was lessened by the student learning to cope with the anxiety or by
the student learning to make the situation less stressful. The responsibility to lower the anxiety of
the students falls to the teacher (Horwitz, Horwitz & Cope, 1986). According to Horwitz and
Young (1991), ways to reduce anxiety in the classroom include making tasks easier, reducing the
fear of ridicule, using positive reinforcement, encouraging students to make mistakes and
explaining the benefits of mistakes.

Foreign language anxiety is a complex construct that includes public speaking, test taking

and communication apprehension. It is a state anxiety over a trait or permanent predisposition
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(Marcos-Llinas & Garau, 2009). Tallon (2009) finds that the most anxiety producing activities in
the foreign language classroom include spontaneous role play, speaking in front of the class, oral
presentations, skits, dialogues and writing on the board, which are all standards of the foreign
language classroom. Oral presentations and skits can be even more anxiety producing than
quizzes (Horwitz & Young, 1991, p. 113). Anxiety is detrimental to the academic achievement
of the learner and either the anxiety or the low achievement cause students to drop out of the
language (Marco-Llinas & Garau, 2009; Tallon, 2009).

In a study of university students in Quebec, Pichette (2009) finds that the commonly held
belief that students enrolled in lower-level classes have lower anxiety than students enrolled in
higher-level classes. The usual assumption is that anxiety goes down as proficiency increases. In
a different study of university students enrolled in Spanish, Marcos-Llinas and Garau (2009)
finds a significant connection between grades and anxiety. “The fact that advanced learners
exhibited high anxiety but did not necessarily show low course achievement seems to imply that
some anxiety may be beneficial to keep learners’ motivation high to learn and to do well” (105).
Kim’s (2009) research on differences in anxiety levels of Asian college students enrolled in
English as a foreign language conversation courses versus reading courses shows that anxiety
levels are significantly higher in conversation courses (138). Using their FLCAS scale, Horwitz,
Horwitz and Cope (1986) find a significant correlation between higher levels of anxiety and
lower academic scores. There is no difference though in American students based on the
language being learned (Horwitz, 2001).

Von Woérde’s (2003) research, which although contains a very small sample, shows a
significant correlation between lower student grades and the FLCAS score. (Summary section,

para. 5). Teachers can reduce anxiety in the foreign language classroom by decreasing the
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amount of new material each semester, selecting interesting topics, using non-threatening
methods, using collaboration and creating a sense of community (Von Worde, 2003). Comfort
producing activities include working in pairs, working in groups, TPR, preference ranking and
stories (Horwitz & Young, 1991).

Continued enrollment.

The second research hypothesis is that students of teachers who regularly use storytelling
will have a statistically higher level of continued enrollment in the foreign language than the
students of teachers who do not use storytelling or use it less frequently. The older and more
traditional Grammar-Translation Method of foreign language instruction was not working as
evidenced by the “often less than five percent who start a second language, who continue to
proficiency. The lack of success is striking when compared to the language achievement of six-
year-olds, who without schooling have mastered all the essential parts of the individual’s native
language” (Asher, 2000b, The Problem section, para. 1). In a similar type of results report, Rose
states that Japanese instruction has an eighty percent attrition rate in most programs (1996).
“Debilitative anxiety... impedes language learning. Learners who suffer from debilitative
anxiety may have feelings of fear or insecurity and even suffer from poor performance and
withdrawal from the foreign language class” (Marcos-Llinas & Garau, 2009, 96).

In Swaffar and Woodruf’s research (as cited in Asher, 1993) enrollment increased from
fifty to seventy-five percent because of the use of TPR. Webster’s research (as cited in Ray &
Seely, 2003) shows that students of TPRS teachers had a lower attrition rate than traditional
teachers. The exact citation of this research was not given and the variables were not defined.
Ray and Seely (2003) provide anecdotal stories of increased enrollment without proper research

citations to support their claims.
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Listening and reading skills.

The third hypothesis is that students of teachers who regularly use storytelling will rate
higher the receptive skills of reading and listening over the output skills of writing and speaking
at a statistically significant level as compared to the students of teachers who do not use the
storytelling technique or use it with less frequency. The TPRS method focuses now more on
reading skills. The best classroom activities are natural, interesting and understood by the
students (Krashen, 1981). These activities include extensive reading and TPR (Krashen, 1981, p.
107). Because TPRS focuses on interesting and comprehensible stories, which are presented
verbally and in written form, Gaab (2006) makes the claim that TPRS leads to higher levels of
reading and listening skills. This research will evaluate whether students of teachers who
routinely use storytelling, rate their receptive skills of listening and reading higher than the
students of teachers who do not use the storytelling technique or use it with less frequency.

Academic achievement.

The fourth and final hypothesis is that students of teachers who regularly use storytelling
will score higher on academic assessments of their skills in the foreign language at a statistically
significant level than the students of teachers who do not use the method or use it less frequently.
McKay (2001) found a statistically significant difference in a t-test comparison of the TPRS
method and the Audio-Lingual Method (ALM), t(58) = 3.69, p <.001, r* =.19. The research
compared scores on a ten-question assessment by middle school students taught with either
TPRS or the ALM method.

Marsh’s (1998) research shows above average scores with the TPRS method. Her middle
school students in an introductory level class scored above the national average on the level one

National Spanish Exam. No other details about the research are provided.



35

In a small study using a t-test comparison, Kariuki and Bush (2008) found a significant
difference in academic scores of students of TPRS teachers and what they termed traditional
teachers, t(14) = 3.23, p <.05. Their definition of a traditional teacher was not explained and the
sample size was very small.

Regarding research on reading anxiety and academic achievement, Saito, Garza and
Horwitz (1999) found a statistically significant correlation between academic scores and anxiety
related to reading in foreign language classes. They postulate that reading anxiety is reflected in
academic scores.

Summary

In conclusion, the four hypotheses stem from the claims of the creator, Blaine Ray, and
the supporters of the foreign language teaching method called Teaching Proficiency through
Reading and Storytelling (TPRS). The method is grounded in the Total Physical Response
Method of James Asher and the Language Acquisition Hypotheses of Stephen Krashen. The
method, which began as an obscure adaptation of TPR, now includes entertaining stories which
are intended to not only engage the students, but also are intended to provide the large amount of
comprehensible input that leads to acquisition of the target language. Based on a review of
literature, the method’s focus on comprehensible input through stories is intended to lower the
affective filter of students allowing them to acquire the language in a natural way. The four
research hypotheses are that students of teachers who use the storytelling as it is defined in the
TPRS method will have lower anxiety scores on the Foreign Language Classroom Anxiety Scale
(Horwitz, Horwitz & Cope, 1986), plan to stay enrolled in the foreign language at a higher rate,
rate their reading and listening skills higher, and score higher on academic tests than the students

of teachers who do not use storytelling or use it less frequently.
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Chapter Three
Methods
Participants

The participants in this quasi-experimental quantitative study will be a convenience
sample of thirty-one teachers of the foreign language department in a suburban school district in
the Midwest and their middle and high students enrolled in levels one and two of French,
German and Spanish. The cooperating school district has three large middle schools and three
large high schools. The total secondary school population is 8160 students. Of that population,
fifty-two percent enroll in a foreign language. Each participating teacher will be asked to
administer the survey to level one and level two students. Potentially, data from 1500 students
could be collected. Because the students must return a signed parent consent form in order to
participate in the study, it is anticipated that the data set will be smaller. The students will be in
grades eight through twelve and between the ages of thirteen and eighteen.

The teachers participating in the research will complete the survey used to develop the
independent variable using an Internet-based survey program. Their responses will remain
confidential. Two options for taking the surveys will be provided for the students. The students
will be able to complete the survey either on paper or using an Internet-based survey program,
depending on the wishes of the teacher. The students will remain anonymous. Only students who
return a signed parent consent form will be allowed to participate in the study.

The participants will be fully informed of the parameters and rationale for the study.
Human subjects approval has been granted from Human Subject Committee of Lawrence.

Approval has been secured from the cooperating school district.
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Instruments

The first instrument to be developed for the study will be a survey to be given to the
teachers of the foreign language department in late 2010. It will assess the amount that they use
the storytelling technique of the TPRS method. Although there will be many questions about the
frequency that they use different activities, the main question to be used to put the teachers into
the different research groups will be the amount that they use bizarre, exaggerated and
personalized (BEP) stories to introduce and reinforce vocabulary and grammar.

The teacher survey will be finalized after conducting interviews with Blaine Ray and
Susie Gross. Mr. Ray and Ms. Gross lead workshops, lecture, write books, write articles and run
websites about TPRS. They are considered experts in the method. As developers of the method,
Mr. Ray and Ms. Gross will provide insight into its history and evolution. They will be asked
about the second language theories supporting TPRS and specific activities that TPRS teachers
use and do not use. The interviews will be used to validate the teacher survey that will be used as
the independent variable. The telephone interviews will take around twenty-five minutes to
complete and include a list of prepared questions about the history of the method, its theoretical
background and activities associated with the method. After the interviews, the survey used as
the independent variable will be finalized. The survey will be reviewed and evaluated for bias by
a group of teachers in the district. The evaluators include teachers who use and do not use the
TPRS method.

The instrument used as the dependent variable for the first hypothesis on the students’
level of anxiety is the Foreign Language Classroom Anxiety Scale (FLCAS) (Horwitz, Horwitz
& Cope, 1986). It is being used with permission. This thirty-three question Likert-type scale has

been used in other studies to rate student anxiety in the foreign language classroom, which
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increases its validity. Rose (1996) reports a high test-retest reliability (r = .80 and r = .83, p <
.01) using the FLCAS. Horwitz, Horwitz and Cope (1986) demonstrated internal reliability,
achieving an alpha coefficient of .93 with all items producing significant item to total scale
correlations.

The instrument used to test the second hypothesis on continued enrollment is one
question about whether the students plan to take the next level in the next academic year. At the
beginning of the second semester, the students will start the enrollment process for the 2011 -
2012 school year, so they should be able to truthfully answer whether they plan to continue their
enrollment in the foreign language.

The instrument used to test the third hypothesis on ratings of abilities of the receptive
skills of foreign language learning will be part of a survey created for this research project. By
administering the survey at the beginning of the second semester, level one students should be
able to rate their skills at learning a foreign language learning more accurately. Prior to
administration, a group of three to four teachers from the cooperating school district will review,
critique and provide input on revising the survey. They will look for bias in the survey. A pilot
study will be conducted with a sample of three or four classes of students at a middle school and
a high school. The survey will be revised as needed after pilot testing it.

The final two instruments used to test the academic success of the students in the fourth
research hypothesis will be the final exams and the reading sections of the final exams given to
the students at the end of the semester. The school district has common assessments. The final
exams are cumulative. The curriculum review committee of the cooperating school district’s
foreign language department writes the exams, reviews them regularly and revises them

regularly. The teachers on the committee have taught the subject for at least five years. The
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curriculum review committee, which oversees all curricula and assessments, includes teachers
who use TPRS regularly, partially and not at all.

Semester final exam scores will be used rather than overall semester grades, because
different teachers give different weights to different categories for the semester grades. The
teachers who participate in the research will use the same questions for the reading sections of
the final exams.

Only the multiple-choice sections of the final exams that assess reading, listening and
grammar skills will be used to measure academic achievement as the fourth dependent variable
in this study. While assessments requiring writing and speaking production in the target language
are included in other grades for the classes, they are not included in the final exams or in this
study. These writing and speaking assessments would be difficult to access and track.
Additionally, the consistency of evaluation of the writing or speaking samples would create an
issue of validity for the present research.

The instruments for the covariates are the students’ grade level, as reported on the survey,
and the six questions from the Engagement with Challenge Survey developed by Dr. David
Hansen. It is used with his permission.

Group Design

The groups for the study will be based on the teacher responses to the survey about their
use of storytelling as defined in the TPRS method. The study will be quasi-experimental, since
the student participants are grouped by the method choice of their teachers. Because a computer
assigns students to classes, random assignment of the student participants to the different teacher
groups is not possible. There will be three groups: teachers who regularly introduce and reinforce

vocabulary and grammar with BEP storytelling as it is defined in the TPRS method, teachers
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who sometimes use storytelling and teachers who do not use storytelling. The teachers in the
second group sometimes tell stories as defined by the TPRS method and sometimes use other
methods to introduce vocabulary and grammar. It is anticipated that seven or eight teachers will
fit the first category and another seven or eight will fit the third category, while about half of the
teachers involved in this research study will fit the second category of being partial storytellers.
Data Analysis

An analysis of covariance test will be conducted to test the first hypothesis about lowered
anxiety using the FLCAS. The teachers’ use of storytelling will be the independent variable and
the student scores on the FLCAS will be the dependent variable. The covariates will be the
students’ grade levels and their level of engagement in the class, as measured on the engagement
scale.

An independent samples chi-square test will be conducted to test the second hypothesis
about continued student enrollment. The teachers’ use of storytelling is the independent variable
and the students’ plan for continued enrollment is the dependent variable. Both are categorical.

Two analyses of covariance tests will be conducted for the third hypothesis. The
dependent variable will be the students’ ratings of their foreign language skills of reading and
listening. The teachers’ use of storytelling will be the independent variable. The covariates will
be the students’ grade levels and their level of engagement in the class, as measured on the
engagement scale.

Two analyses of covariance tests will be conducted for the fourth hypothesis about
academic success. Again, the teachers’ use of storytelling will be the independent variable, while

the scores on the final exams and scores on the reading sections of the final exams will be the
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dependent variables. The covariates will be the students’ grade levels and their level of
engagement in the class, as measured on the engagement scale.

Analysis of covariance tests were chosen for the hypotheses about anxiety, ratings of
receptive skills and academic achievement. All three have multiple levels of the amount of use of
BEP storytelling used as the independent variable. All three analyses have scores or ratings as
their dependent variables. A chi-square test was chosen to for the analysis about continued
enrollment, because the dependent variable is categorical. All analyses will be conducted at the
.05 level of significance.

Data analysis will be conducted for the hypotheses district-wide for grades eight through
twelve as well as analyzed just for the middle school students in eighth grade and the high school
students in grades nine through twelve. When separate data about the eighth grade students is
presented, the only covariate used will be the level of engagement.

Data analysis for the hypothesis about continued enrollment will not include twelfth
grade students, as the plans for continued enrollment of twelfth graders in the next academic year
are not as certain and predictable.

Limitations to Internal and External Validity

The internal validity of the surveys made for this research study will be increased by the
large sample size. The items on the student survey will be pre-tested and revised for
improvement. Since the survey and final exams will be new to students, there will be little threat
to validity due to testing, instrumentation or maturation. Regarding instrumentation, the final
exams, which are used as one of the dependent variables, have been reviewed and revised
regularly. The exams were written by teachers who identify themselves as TPRS teachers and by

teachers who do not identify themselves as TPRS teachers.
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The students are all receiving the same curriculum and assessments. The only difference
will be the teaching method of their teachers. There is a minor risk of validity due to
instrumentation, as the cumulative exams are written so that there is little bias towards any
particular method. Not all students are being tested on all questions in the way in which they
were taught.

As there is not one method that is more or less desirable to the students, there is little
threat to validity due to compensatory equalization of treatments, compensatory rivalry of
respondents or resentful demoralization of respondents. There is a minor risk of some diffusion
of treatment, as some students could study outside of class with students of other teachers. Since
there is no posttest, there is no threat to validity due to mortality. Because the surveys will be
administered to the teacher participants via a computer program, the administration of the survey
and information given to the teachers should be consistent. Because the surveys will be
administered to students via a computer program or on paper, there is a minor risk due to two
forms of administration.

The research is quasi-experimental, since the student participants are not randomly
assigned to the treatment. The students are grouped by how their teacher chooses to teach them,
so there may be a minor risk to validity because of selection. Although most students are
randomly assigned by the computer to a teacher, there are some instances where small groups are
of students are in the same classes due to the scheduling of single section courses, such as band
or choir.

Careful evaluation and revision of the process to determine the independent variable, as
well as evaluation and revision of the student surveys will reduce the threat to construct validity

due to poorly defined constructs. Additionally, there should be little hypothesis guessing by the
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students or evaluation manipulation. As the measures will have been tested for reliability prior to
administering them to the participants, there should be little threat due to low reliability of the
measures.

There may be threats to construct validity due to confounding constructs. Confounding
constructs might be other characteristics of the teachers or students that influence student affect
and academic success. These include the level of education of the teachers, the age of the
teachers, the language abilities of the teachers, the personality of the teachers, the attitude of the

students or the aptitude of the students.
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Chapter Four
Results
Data Collection Methods

Teacher survey procedures and statistics.

Thirty-one teachers from the foreign language department of a suburban Midwestern
school district were asked to participate in the research study about the use of the storytelling
technique of the Teaching Proficiency through Reading and Storytelling (TPRS) method of
foreign language instruction. The sample of twenty-eight teachers who agreed to participate
included male (N = 2) and female (N = 26) teachers. There were teachers of German (N = 5),
French (N = 3), both French and Spanish (N = 1) and Spanish (N = 19). The sample included
middle school teachers (N = 9), teachers who work at both middle and high schools (N = 1) and
high school teachers (N = 18). All of the teachers involved teach level one or level two classes.

The twenty-eight teachers took a survey that was used to evaluate their use of the
storytelling technique of the TPRS method. Although there were many questions on the survey
about the use of the different aspects of the TPRS method, one question about their use of the
bizarre, exaggerated and personalized (BEP) stories to introduce and reinforce vocabulary and
grammar was used to place teachers into the three groups.

Additionally, seven questions were used to create a scale of their use of the most basic
aspects of the BEP storytelling technique. Teachers answered how often they have students give
input to the storyline of the BEP stories, have students answer verbal questions about BEP
stories, how often they have students verbally translate a BEP story in class, how often they have
students retell a story in a different point of view or perspective, how often they have student

read a BEP story that was written by a teacher, how often they use BEP stories to introduce
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vocabulary and grammar and finally how often they introduce vocabulary through personalized
questions. Teachers scored between five and twenty-eight on the scale.

On the survey, teachers also rated themselves between zero and four on a scale about how
much they consider themselves to be a TPRS teacher, with zero being not a TPRS teacher and
four being an exclusive TPRS teacher.

In order to be certain that each teacher’s group assignment was true to his or her teaching
style, correlation coefficients were computed among three variables: the self-reported use of BEP
storytelling to introduce and reinforce vocabulary and grammar, the scale of basic BEP
storytelling activities and the self-reported rating of the usage of the entire TPRS method. Using
the Bonferroni approach to control for Type I error across three correlations, a p value of less
than .017 (.05/3 =.017) was required for significance. The results of the correlated analyses
show that all of the correlations were statistically significant and were greater than or equal to
.76. The results suggest that the teachers who use storytelling to introduce and reinforce
vocabulary and grammar tend to use the basic aspects of the storytelling technique and tend to
rate themselves higher as TPRS teachers. Results suggest that teachers who do not use
storytelling to introduce and reinforce vocabulary and grammar tend to use few BEP activities
and also tend to rate themselves low as TPRS teachers. Results are presented in table 1.

The teachers fell into three categories. Teachers who answered on the question from the
survey that they do not use BEP stories to introduce and reinforce vocabulary and grammar also
had the lower scores on the scale of BEP story activities. Teachers who answered that they often
and routinely use the BEP stories to introduce and reinforce vocabulary and grammar had the
higher scores on the BEP scale. Group one (N = 6) includes the teachers that do not use

storytelling to introduce and reinforce vocabulary and grammar. Group two (N = 16) includes
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teachers who only partially use the technique. Group three (N = 6) includes the teachers who
answered that they regularly use storytelling to introduce and reinforce vocabulary and grammar.
Table 2 shows the ratings of how much the teachers use storytelling to introduce vocabulary and
grammar, the scores on a scale of 0 to 28 about their usage of the basic parts of the storytelling
technique, their self-rating of usage of the entire TPRS method and their group assignment.

Student survey procedures and statistics.

At the end of the first semester, the level one and two students of the twenty-eight
participating teachers were requested to participate in the research. In total, participation was
requested from 1443 students from twenty-two classes at the three middle schools and forty-six
classes at the three high schools. The students at the middle school were enrolled in first year
level one of French, German or Spanish. The students at the high schools were enrolled in first
year level one or second year level two of French, German or Spanish. Students were given a
parent consent form to be allowed to participate in the research.

At the beginning of the second semester, the students completed the survey either on the
Internet or on a paper copy. For less classroom disruption, the participating teachers had all of
their students in their classes complete the surveys. In accordance with rules from the Human
Subjects Committee of Lawrence and the cooperating school district, only data from students
with returned parent consent forms is included in this research. 56.9% or 821 of the 1443
students who completed the survey had signed parent consent forms.

The student sample consisted of students in middle school (N =307) and in high school
(N =510). The students were enrolled in first year level one or second year level two of French
(N = 140), German (N = 150) or Spanish (N = 531). The middle school students were enrolled in

first year level one of French (N = 82), German (N = 44) and Spanish (N = 181). The high school



47

students were enrolled in first year level one of French (N = 19), German (N = 28) and Spanish
(N = 45). The high school students were enrolled in second year level two of French (N = 39),
German (N = 78) and Spanish (N = 301). The students were enrolled in level one (N = 399) or
level two (N = 422). The students were in eighth grade (N = 307), ninth grade (N = 322), tenth
grade (N = 113), eleventh grade (N = 42) or twelfth grade (N = 33). There were more girls (N =
513) than boys (N = 294). Table 3 shows the frequency statistics for the students.

As a part of the survey, students answered whether they enjoyed the class and what their
grade point average was. In order to assess their level of engagement in the class, the students
also answered the six questions from the Engagement with Challenge survey. The engagement
survey was used with permission.

When examining the students district-wide and then by grade level, differences appear.
Regarding levels of engagement, the mean for the district-wide group was 26.59, while middle
school students had a higher level of engagement (M = 28.64) and high school students had a
lower level of engagement (M = 25.37).

With a score of 1 indicating enjoyment of the class and a score of 0 indicating not
enjoying the class, the district-wide mean was .835. Middle school students had a higher mean
(M = .944) indicating higher levels of enjoyment. High school students had a lower mean (M =
.771) indicating lower levels of enjoyment.

District-wide, the grade point average mean was 3.57, while middle school students had a
higher average grade point average (M = 3.77). High school students had a lower grade point
average (M = 3.44).

Results about engagement, enjoyment and grade point averages were further divided by

grade level, showing a trend of lower levels of engagement, lower levels of enjoyment and lower
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grade point averages as the students’ grade level increased. Results suggest that as students get
older, they become less engaged, enjoy their foreign language classes less and have lower GPAs.
These trends are shown in figures 1, 2 and 3.
Data Analysis and Presentation

Preliminary analysis of the distribution of the outcome variables indicated that the
analysis of covariance (ANCOVA) assumption of the data being sampled from a normal
distribution was violated. As a result, nonparametric bootstrap sampling procedures were used in
all ANCOVA analyses (1000 bootstrap resamples). When the assumption of normal distribution
is not met, the computed standard error can be grossly inaccurate, leading to wrong conclusions
regarding the null hypothesis and increased Type I error rates. The bootstrap sampling procedure
is a modern statistical method that leads to a robust standard error and, thus, greater confidence
that the test results are accurate.

Bootstrapping proceeds as follows. A reasonably large number of random samples (with
replacement) of size N (equal to original sample size) from the data are generated. Based on the
distribution of the data across all of the bootstrap samples, the 95% confidence interval (or any
other desired confidence interval) is computed. For a particular test statistic, if the confidence
interval excludes zero the decision is made to reject the null hypothesis, i.e., claim statistical
significance. For the present study, 1000 bootstrap resamples were computed for each of the
ANCOVA hypotheses. Interpretation of the decision to reject or fail to reject the null hypothesis
is the same as when using nonparametric ANCOVA procedures.

The students of the teachers who regularly use the BEP storytelling technique to
introduce and reinforce vocabulary and grammar will be referred to as the regular use group in

this document. The students of teachers who only partially use the BEP storytelling technique
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will be referred to as the partial use group. Finally, the students of teachers who do not use the
BEP storytelling technique to introduce and reinforce vocabulary and grammar will be referred
to as the non-use group.

District-wide results about anxiety.

The first of four hypotheses was that students in the regular use group would have lower
anxiety scores on the Foreign Language Classroom Anxiety Scale (FLCAS) developed by
Horwitz, Horwitz and Cope (1986) than the students of teachers who do not use the storytelling
or use it with less frequency.

A one-way analysis of covariance (ANCOVA) was conducted to evaluate the relationship
between the amount of use of the BEP storytelling technique of the TPRS method of foreign
language instruction and student scores on the FLCAS anxiety scale. The independent variable,
the amount of use of storytelling, included three levels: no use of the technique, partial use of the
technique and regular use of the technique. The dependent variable was the student scores on the
FLCAS. The covariates were the students’ grade levels and level of engagement, as measured on
the engagement scale.

The ANCOVA was non-significant at the p <.05 level, F (2, 771) = 1.37, p=.255. The
results of the one-way ANCOVA did not support the hypothesis that regular use of the
storytelling technique of the TPRS method would have a differential effect on the students’
anxiety levels.

The results of the scores on the FLCAS adjusted for initial differences were not ordered
as expected. The regular use group had the highest adjusted mean (M = 95.18) on the FLCAS.

The partial use group had a smaller adjusted mean (M = 93.26). The non-use group had the
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smallest adjusted mean (M = 91.18). Results suggest that there are no differences in anxiety
levels based on the amount of use of storytelling.

District-wide results about continued enrollment.

The second hypothesis was that students of teachers who use storytelling as the primary
means of vocabulary and grammar introduction and reinforcement would have a statistically
higher level of continued enrollment in the foreign language than the students of teachers who do
not use the technique or use it with less frequency.

A two-way contingency tables analysis was conducted to evaluate whether students of
teachers who use the storytelling technique have a higher level of continued enrollment than
students of teachers who do not use the technique or use it with less frequency. The two variables
were the amount of use of storytelling with three levels (non-use, partial use and regular use) and
plans for continued enrollment with two levels (affirmative plans for enrollment and no plans for
continued enrollment). Test results about the relationship of the amount of use of the storytelling
technique and continued enrollment were non-significant, ¥2 (2, N =806) = 2.75, p =.326. The
results of the test did not support the hypothesis that regular use of the storytelling technique of
the TPRS method would have a differential effect on the students’ continued enrollment.

With a score of 1 indicating plans to continue enrollment and a score of 0 indicating no
plans to continue with enrollment, the regular use group had the mean of .789 (SD = .41). The
partial use group had a mean of .737 (SD = .44). The non-use group had a mean of .738 (SD =
A44).

District-wide results about ratings of receptive skills.

The third hypothesis was that on a scale of 1 to 10, students of teachers who use

storytelling as the primary means of vocabulary and grammar introduction and reinforcement
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would rate the receptive skills of reading and listening higher than the students of teachers who
do not use BEP storytelling or use it with less frequency. This was a self-reported rating of their
perceived abilities in the reading and listening skill areas of foreign language learning.

Two one-way analyses of covariance (ANCOVA) were conducted to evaluate the
relationship between the amount of use of the BEP storytelling technique of the TPRS method of
foreign language instruction and self-reported student ratings of their skills in reading and
listening. The independent variable, the amount of use of the storytelling technique, included
three levels: no use of the storytelling technique, partial use of the technique and regular use of
the technique. The first dependent variable was the student ratings of their skills in reading. The
second dependent variable was the student ratings of their skills in listening. The covariates were
the students’ grade levels and level of engagement as measured on the engagement scale.

The first ANCOVA testing ratings of reading skills was significant at the p < .05 level, F
(2, 791) =5.61, p = .004. The strength of the relationship between amount of use of the BEP
storytelling technique and ratings of reading skills, as assessed by 12, was weak. The amount of
use of the BEP storytelling technique accounted for 1.4% of the variance of the dependent
variable, holding constant the students’ grade levels and levels of engagement.

The means of the self-ratings of reading skills adjusted for initial differences were not
ordered as expected across the three groups. The non-use group had the largest adjusted mean (M
= 7.25), the partial use group had the smallest adjusted mean (M = 6.71) and the regular use
group had an adjusted mean in between the other groups (M = 7.00).

Follow-up tests were conducted to evaluate pairwise differences among the adjusted
means, using the Bonferroni adjustment. There was a significant difference in the adjusted means

between the non-use group and the partial use group. There was no significant difference
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between the regular use group and the other two groups. Results suggest that the non-use group
tends to rate their reading skills higher than the partial use group. The 95% confidence intervals
for the pairwise differences, as well as the means and standard errors for the three groups are
reported in table 4.

The second ANCOVA testing ratings of listening skills was significant at the p <.05
level, F (2, 795) = 5.75, p = .003. The strength of the relationship between amount of use of the
BEP storytelling technique and ratings of listening skills, as assessed by 12, was weak. The
amount of use of the BEP storytelling technique accounted for 1.4% of the variance of the
dependent variable, holding constant the students’ grade levels and levels of engagement.

The means of the self-ratings of listening skills adjusted for initial differences were not
ordered as expected across the three groups. The non-use group had the largest adjusted mean (M
= 7.64), the partial use group had the smallest adjusted mean (M = 7.05) and the regular use
group had a mean in between the other groups (M = 7.25).

Follow-up tests were conducted to evaluate pairwise differences among the adjusted
means. Because Levene’s Test for Equality of Variances was significant, it was decided to
assume that the variances were homogeneous and post hoc comparisons were conducted with the
use of the Bonferroni adjustment, a test that does assume equal variances among the three
groups. There was a significant difference in the adjusted means between the non-use group and
the partial use group. There was no significant difference between the regular use group and the
other two groups. Results suggest that non-use group tends to rate their listening skills higher
than the partial use group. The 95% confidence intervals for the pairwise differences, as well as

the means and standard errors for the three groups are reported in table 5.
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District-wide results about academic achievement.

The fourth hypothesis was that students of teachers who use storytelling as the primary
means of vocabulary and grammar introduction and reinforcement would score higher on
academic assessments than the students of teachers who do not use storytelling or use it with less
frequency. The two assessments were the scores on the final exams and the scores on the reading
sections of the final exams used at the end of the first semester in levels one and two of French,
German and Spanish in the cooperating school district. Exam scores were used rather than
overall semester grades, because different teachers gave different weights to different categories
for the semester grades. The district has common assessments.

Two one-way analyses of covariance (ANCOVA) were conducted to evaluate the
relationship between the amount of use of the BEP storytelling technique of the TPRS method of
foreign language instruction and the students’ academic achievement. The independent variable,
the amount of use of the storytelling technique, included three levels: no use, partial use and
regular use of the storytelling technique. The first dependent variable was the students’ scores on
the final exams. The second dependent variable was the students’ scores on the reading sections
of the final exams. The covariates were the students’ grade levels and levels of engagement as
measured on the engagement scale.

The first ANCOVA test evaluating scores on the final exams was significant at the p <
.05 level, F (2, 743) = 3.98, p = .019. The strength of the relationship between amount of use of
the BEP storytelling technique and scores on the final exams, as assessed by 12, was weak. The
amount of use of the BEP storytelling technique accounted for 1.1% of the variance of the
dependent variable, holding constant the grade level of the students and their level of

engagement.
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The means of the scores on the final exams adjusted for initial differences were not
ordered as expected across the three groups. The non-use group had the largest adjusted mean (M
= 84.81), the partial use group had the smallest adjusted mean (M = 81.78) and the regular use
group had an adjusted mean in between the other groups (M = 84.06).

Follow-up tests were conducted to evaluate pairwise differences among the adjusted
means. Because Levene’s Test for Equality of Error Variances was significant, it was decided to
assume that the variances were homogeneous and post hoc comparisons were conducted with the
use of the Bonferroni adjustment, a test that does assume equal variances among the three
groups. There was a significant difference in the adjusted means between the non-use group and
the partial use group. There were no significant differences between the regular use group and
the other two groups. Results suggest that the non-use group tends to score higher on the final
exams than the partial use group. The 95% confidence intervals for the pairwise differences, as
well as the means and standard errors for the three groups are reported in table 6.

The second ANCOVA test evaluating scores of the reading sections of the final exams
was significant at the p < .05 level, F (2, 703) = 3.89, p = .021. The strength of the relationship
between amount of use of the BEP storytelling technique and scores on the final exams, as
assessed by 12, was weak. The amount of use of the BEP storytelling technique accounted for
1.1% of the variance of the dependent variable, holding constant the grade level of the students
and their level of engagement.

The means of the scores on the reading sections of the final exams adjusted for initial
differences were not ordered as expected across the three groups. The non-use group had the
largest adjusted mean (M = 82.82), the partial use group had the smallest adjusted mean (M =

78.89) and the regular use group had an adjusted mean in between the other groups (M = 82.67).
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Follow-up tests were conducted to evaluate pairwise differences among the adjusted
means using the Bonferroni adjustment. Because Levene’s Test for Equality of Error Variances
was significant, it was decided to assume that the variances were homogeneous and post hoc
comparisons were conducted with the use of the Bonferroni adjustment, a test that does assume
equal variances among the three groups. There was a significant difference in the adjusted means
between the partial use group and the other two groups. There were no significant differences
between the regular use group and the non-use group. Results suggest that non-use group tends
to score higher on the final exams than the partial use group. The 95% confidence intervals for
the pairwise differences, as well as the means and standard errors for the three groups are
reported in table 7.

Differences between Middle School Students and High School Students

The previous presentation of results was for the district-wide sample of students in grades
eight through twelve. When the students were divided by middle school and by high school, the
results differed. The results for middle school students are presented with only two groups. None
of the participating middle school teachers answered that they did not use the storytelling
technique. There were students in the partial use group (N = 166) and students in the regular use
group (N = 141). When just middle school students are examined, the results show non-
significant differences for anxiety levels, continued enrollment and ratings of receptive skills.
There were significant differences for the levels of academic achievement.

All three of the group levels were represented in the high school student sample. There
were high school students in the non-use group (N = 167), students in the partial use group (N =
269) and students in the regular use group (N = 74). When the high school students are examined

separately, there were non-significant results for levels of anxiety. There were significant results
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for levels of continued enrollment, ratings on receptive skills and academic achievement. The
results did not support the hypotheses that high school students in the regular use group would
have the better scores for each measure. Instead, the non-use group had the higher rates of
continued enrollment, more positive ratings for receptive skills and higher academic achievement
scores.

Middle school results about anxiety.

The first of four hypotheses was that eighth grade students of teachers who use the BEP
storytelling technique, as it is defined in the TPRS method, as the primary means of vocabulary
and grammar introduction and reinforcement would have lower anxiety scores on the Foreign
Language Classroom Anxiety Scale (FLCAS) developed by Horwitz, Horwitz and Cope (1986)
than the students of teachers who do not use storytelling or use it with less frequency.

A one-way analysis of covariance (ANCOVA) was conducted to evaluate the relationship
between the amount of use of the BEP storytelling technique of the TPRS method of foreign
language instruction and middle school student scores on the FLCAS anxiety scale. The
independent variable, the amount of use of storytelling, included two levels: partial use of the
technique and regular use of the technique. The dependent variable was the student scores on the
FLCAS and the covariate was the students’ level of engagement as measured on the engagement
scale.

The ANCOVA was non-significant at the p <.05 level, F (1, 281) = .428, p=.514. The
results of the one-way ANCOVA do not support the hypothesis that regular use of the
storytelling technique of the TPRS method would have a differential effect on the middle school

students’ anxiety levels.
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The results of the scores on the FLCAS adjusted for initial differences were ordered as
expected. The regular use group had the highest adjusted mean (M = 91.51) on the FLCAS. The
partial use group had a smaller adjusted mean (M = 90.25). Results suggest that there are no
differences in anxiety levels of middle school students based on the amount of use of storytelling
by their teachers.

Middle school results about continued enrollment.

The second hypothesis was that the eighth grade students of middle school teachers who
used storytelling as the primary means of vocabulary and grammar introduction and
reinforcement would have a statistically higher level of continued enrollment in the foreign
language than the students of teachers who do not use storytelling or used it with less frequency.

A two-way contingency tables analysis was conducted to evaluate whether middle school
students of teachers who use the storytelling technique have a higher level of continued
enrollment than the middle school students of teachers who do not use the technique or use it
with less frequency. The two variables were the amount of use of storytelling with two levels
(partial use and regular use) and plans for continued enrollment with two levels (affirmative
plans for enrollment and no plans for continued enrollment). Test results about the relationship
of the amount of use of the storytelling technique and continued enrollment were non-significant,
x2 (1, N =302) =2.43, p=".119. The results of the test did not support the hypothesis that
regular use of the storytelling technique of the TPRS method would have a differential effect on
middle school students’ continued enrollment.

With a score of 1 indicating plans to continue enrollment and a score of 0 indicating no

plans to continue with enrollment, eighth grade students of middle school teachers who regularly



58

used the storytelling technique had a mean of .921 (SD = .27) on their rates of continued
enrollment. The partial use group had a mean of .963 (SD =.19).

Middle school results about receptive skill ratings.

The third hypothesis was that on a scale of 1 to 10, eighth grade students of middle
school teachers who use storytelling as the primary means of vocabulary and grammar
introduction and reinforcement would rate the receptive skills of reading and listening higher
than the students of teachers who do not use storytelling or use it with less frequency. The scores
were self-reported ratings of their perceived skills in the receptive skill areas of foreign language
learning.

Two one-way analyses of covariance (ANCOVA) were conducted to evaluate the
relationship between the amount of use of the BEP storytelling technique of the TPRS method of
foreign language instruction and self-reported student ratings of their skills in reading and
listening. The independent variable, the amount of use of the storytelling technique, included two
levels: partial use of the technique and regular use of the technique. The first dependent variable
was the student ratings of their skills in reading. The second dependent variable was the student
ratings of their skills in listening. The covariate was the students’ level of engagement as
measured on the engagement scale.

The first ANCOVA testing ratings of reading skills of middle school students was non-
significant at the p <.05 level, F (1, 296) = 3.73, p = .054. The partial use group had the smallest
adjusted mean (M = 6.91) and the regular use group had the higher adjusted mean (M =7.31).
The results of the analysis did not support the hypothesis that the eighth grade students of middle
school teachers in the regular use group would have significantly higher ratings of their skills at

reading.
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The second ANCOVA testing ratings of listening skills of middle school students was
non-significant at the p <.05 level, F (1, 297) = .436, p = .510. The partial use group had the
smaller adjusted mean (M = 7.51) and the regular use group had the higher adjusted mean (M =
7.64). Results of the analysis do not support the hypothesis that the eighth grade students in the
regular use group would have significantly higher ratings of listening skills.

Middle school results about academic achievement.

The fourth hypothesis was that eighth grade students of middle school teachers who use
storytelling as the primary means of vocabulary and grammar introduction and reinforcement
would score higher academic assessments than the students of teachers who do not use
storytelling or use it with less frequency. The assessments were the scores on the final exams and
the scores on the reading sections of the final exams used at the end of the first semester in levels
one and two of French, German and Spanish in the cooperating school district. Exam scores were
used rather than overall semester grades, because different teachers gave different weights to
different categories for the semester grades. The district has common assessments.

Two one-way analyses of covariance (ANCOVA) were conducted to evaluate the
relationship between the amount of use of the BEP storytelling technique of the TPRS method of
foreign language instruction and the middle school students’ academic achievement. The
independent variable, the amount of use of the storytelling technique, included two levels: partial
use of the technique and regular use of the technique. The first dependent variable was the
middle school students’ scores on the final exams. The second dependent variable was the
middle school students’ scores on the reading sections of the final exams. The covariate was the

middle school students’ level of engagement as measured on the engagement scale.
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The first ANCOVA test evaluating scores on the final exams was significant at the p <
.05 level, F (1, 286) = 22.59, p <.001. The strength of the relationship between amount of use of
the BEP storytelling technique and scores on the final exams, as assessed by 12, was medium.
The amount of use of the BEP storytelling technique accounted for 7.3% of the variance of the
dependent variable, holding constant the students’ level of engagement.

The means of the scores on the final exams for the middle school students adjusted for
initial differences were ordered as expected. The partial use group had the smallest adjusted
mean (M = 87.26) and the regular use group had the highest adjusted mean (M = 92.12). Results
of the analysis support the hypothesis that middle school students in the regular use group would
score higher than the students in the partial use group on the final exams.

Follow-up tests were conducted to evaluate pairwise differences among the adjusted
means. There was a significant difference in the adjusted means between the partial use group
and the regular-use group. The 95% confidence intervals for the pairwise differences, as well as
the means and standard errors for the groups are reported in table 8.

The second ANCOVA test evaluating scores on the reading sections of the final exams
was significant at the p < .05 level, F (1, 283) =23.92, p <.001. The strength of the relationship
between amount of use of the BEP storytelling technique and scores on the final exams, as
assessed by 12, was medium. The amount of use of the BEP storytelling technique accounted for
7.8% of the variance of the dependent variable, holding constant the students’ level of
engagement.

The means of the scores on the reading sections of the final exams for the middle school
students adjusted for initial differences were ordered as expected. The partial use group had the

smaller adjusted mean (M = 82.01) and the regular use group had the higher adjusted mean (M =
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91.06). Results support the hypothesis that middle school students in the regular use group would
score higher than students in the partial use group on the reading sections of the final exams.

Follow-up tests were conducted to evaluate pairwise differences among the adjusted
means. There was a significant difference in the adjusted means between the partial use group
and the regular use group. The 95% confidence intervals for the pairwise differences, as well as
the means and standard errors for the groups are reported in table 9.

High school results about anxiety.

The first of four hypotheses was that high school students of teachers who use the BEP
storytelling technique, as it is defined in the TPRS method, as the primary means of vocabulary
and grammar introduction and reinforcement would have lower anxiety scores on the Foreign
Language Classroom Anxiety Scale (FLCAS) developed by Horwitz, Horwitz and Cope (1986)
than the students of teachers who do not use storytelling or use it with less frequency.

A one-way analysis of covariance (ANCOVA) was conducted to evaluate the relationship
between the amount of use of the BEP storytelling technique of the TPRS method of foreign
language instruction and high school students’ scores on the FLCAS anxiety scale. The
independent variable, the amount of use of storytelling, included three levels: no use of the
technique, partial use of the technique and regular use of the technique. The dependent variable
was the student scores on the FLCAS. The covariates were the grade level of the students and
their level of engagement as measured on the engagement scale.

The ANCOVA was non-significant at the p <.05 level, F (2, 487) = .989, p=.373. The
results of the one-way ANCOVA do not support the hypothesis that regular use of the
storytelling technique of the TPRS method would have a differential effect on the students’

anxiety levels.
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The results of the scores on the FLCAS adjusted for initial differences were not ordered
as expected. The regular use group had the highest adjusted mean (M = 97.61) on the FLCAS.
The partial use group had a smaller adjusted mean (M = 95.12). The non-use group had the
smallest adjusted mean (M = 93.14). Results suggest that there are no differences between high
school students’ levels of anxiety based on the amount of storytelling used by their teacher.

High school results about continued enrollment.

The second hypothesis was that high school students of teachers who use storytelling as
the primary means of vocabulary and grammar introduction and reinforcement would have a
statistically higher level of continued enrollment in the foreign language than the students of
teachers who do not use the method or use it with less frequency.

A two-way contingency tables analysis was conducted to evaluate whether students of
teachers who use the storytelling technique have a higher level of continued enrollment than
students of teachers who do not use the technique or use it with less frequency. The two variables
were the amount of use of storytelling with three levels (non-use, partial use and regular use) and
plans for continued enrollment with two levels (affirmative plans for enrollment and no plans for
continued enrollment). Test results about the relationship of the amount of use of the storytelling
technique and continued enrollment were significant, x2 (2, N =469) =8.77, p=.012.

With a score of 1 indicating plans to continue enrollment and a score of 0 indicating no
plans to continue enrollment, the regular use group of high school students had a mean of .582
(SD = .497). The partial use group of high school students had a mean of .627 (SD = .485) and
the non-use group of high school students had the highest levels of continued enrollment with a

mean score of .752 (SD = .433). Overall, results of the test suggest that the high school students
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in the non-use group are more likely to continue to the next level. Results suggest that high
school students of teachers in the regular use group are least likely to continue to the next level.

High school results about receptive skill ratings.

The third hypothesis was that on a scale of 1 to 10, high school students of teachers who
use storytelling as the primary means of vocabulary and grammar introduction and reinforcement
would rate the receptive skills of reading and listening higher than the students of teachers who
do not use storytelling or use it with less frequency. The score was a self-reported rating of their
perceived skills in the reading and listening.

Two one-way analyses of covariance (ANCOVA) were conducted to evaluate the
relationship between the amount of use of the BEP storytelling technique of the TPRS method of
foreign language instruction and self-reported ratings of their skills in reading and listening of
high school students. The independent variable, the amount of use of the storytelling technique,
included three levels: no use of the storytelling technique, partial use of the technique and regular
use of the technique. The first dependent variable was the students’ ratings of reading skills. The
second dependent variable was the students’ ratings of listening skills. The covariates were the
grade level of the students and their level of engagement as measured on the engagement scale.

The first ANCOVA test evaluating ratings of reading skills of high school students was
significant at the p <.05 level, F (2, 492) = 3.73, p = .025. The strength of the relationship
between amount of use of the BEP storytelling technique and ratings of reading skills, as
assessed by 12, was weak. The amount of use of the BEP storytelling technique accounted for
1.5% of the variance of the dependent variable, holding constant the students’ grade level and

level of engagement.
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The means of the self-ratings of reading skills adjusted for initial differences were not
ordered as expected across the three groups. The non-use group had the largest adjusted mean (M
= 7.08), the partial use group had the smallest adjusted mean (M = 6.59) and the regular use
group had an adjusted mean in between the other groups (M = 6.76). Results did not support the
hypothesis that high school students in the regular use group would have significantly higher
ratings of their reading skills.

Follow-up tests were conducted to evaluate pairwise differences among the adjusted
means. There was a significant difference in the adjusted means between the partial use group
and the non-use group. There were no significant differences between the regular use group and
the other two groups. Results suggest that the non-use group of high school students will rate
their reading skills higher than the partial use group. The 95% confidence intervals for the
pairwise differences, as well as the means and standard errors for the three groups are reported in
table 10.

The second ANCOVA test evaluating ratings of listening skills of high school students
was significant at the p < .05 level, F (2, 495) = 5.48, p = .004. The strength of the relationship
between amount of use of the BEP storytelling technique and ratings of listening skills, as
assessed by 12, was weak. The amount of use of the BEP storytelling technique accounted for
2.2% of the variance of the dependent variable, holding constant the students’ grade level and
level of engagement.

The means of the self-ratings of listening skills adjusted for initial differences were not
ordered as expected across the three groups. The non-use group had the largest adjusted mean (M
= 7.40), the partial use group had the smallest adjusted mean (M = 6.77) and the regular use

group had an adjusted mean in between the other groups (M = 6.99). Results did not support the
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hypothesis that high school students in the regular use group would have significantly higher
ratings of listening skills.

Follow-up tests were conducted to evaluate pairwise differences among the adjusted
means. Because Levene’s Test for Equality of Error Variances was significant, it was decided to
assume that the variances were homogeneous and post hoc comparisons were conducted with the
use of the Bonferroni adjustment, a test that does assume equal variances among the three
groups. There was a significant difference in the adjusted means between the partial use group
and the non-use group. There was no significant difference between the regular use group and
the other two groups. Results suggest that high school students in the non-use group tend to rate
their listening skills higher than students in the partial use group. The 95% confidence intervals
for the pairwise differences, as well as the means and standard errors for the three groups are
reported in table 11.

High school results about academic achievement.

The fourth hypothesis was that high school students of teachers who use storytelling as
the primary means of vocabulary and grammar introduction and reinforcement would score
higher academic assessments than the students of teachers who do not use storytelling or use it
with less frequency. The assessments were the scores on the final exams and the scores on the
reading sections of the final exams used at the end of the first semester in levels one and two of
French, German and Spanish in the cooperating school district. Exam scores were used rather
than overall semester grades, because different teachers gave different weights to different
categories for the semester grades. The district has common assessments.

Two one-way analyses of covariance (ANCOVA) were conducted to evaluate the

relationship between the amount of use of the BEP storytelling technique of the TPRS method of
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foreign language instruction and the high school students’ academic achievement. The
independent variable, the amount of use of the storytelling technique, included three levels: no
use of the storytelling technique, partial use of the technique and regular use of the technique.
The first dependent variable was the high school students’ scores on the final exams. The second
dependent variable was the high school students’ scores on the reading sections of the final
exams. The covariates were the high school students’ grade levels and their levels of engagement
as measured on the engagement scale.

The first ANCOVA test evaluating the high school students’ scores on the final exams
was significant at the p < .05 level, F (2, 454) = 5.36, p = .005. The strength of the relationship
between amount of use of the BEP storytelling technique and scores on the final exams, as
assessed by 12, was weak. The amount of use of the BEP storytelling technique accounted for
2.3% of the variance of the dependent variable, holding constant the high school students’ grade
level and level of engagement.

The means of the scores on the final exams for the high school students adjusted for
initial differences were ordered as expected across the three groups. The non-use group had the
highest adjusted mean (M = 81.46). The partial use group had the smaller adjusted mean (M =
78.37) and the regular use group had the smallest adjusted mean (M = 74.39). Results of the
analysis did not support the hypothesis that high school students in the regular use group would
score higher than students in the partial use or non-use groups on the final exam.

Follow-up tests were conducted to evaluate pairwise differences among the adjusted
means. There were significant differences in the adjusted means between non-use group and the
other two groups. There were no significant differences between the partial use group and the

regular use group. Results suggest that high school students in the non-use group tend to score
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higher than students in the regular use or partial use groups. The 95% confidence intervals for
the pairwise differences, as well as the means and standard errors for the three groups are
reported in table 12.

The second ANCOVA test evaluating scores of the reading sections of the final exams of
high school students was significant at the p <.05 level, F (2, 417) = 3.85, p =.022. The strength
of the relationship between amount of use of the BEP storytelling technique and scores on the
final exams, as assessed by 12, was weak. The amount of use of the BEP storytelling technique
accounted for 1.8% of the variance of the dependent variable, holding constant the students’
grade level and level of engagement.

The means of the scores on the reading sections of the final exams of the high school
students adjusted for initial differences were not ordered as expected across the three groups. The
non-use group had the largest adjusted mean (M = 79.41), the partial use group had the smaller
adjusted mean (M = 76.83) and the regular use group had the smallest adjusted mean (M =
70.86). Results of the analysis do not support the hypothesis that high school students in the
regular use group would have significantly higher scores on the reading sections of the final
exams.

Follow-up tests were conducted to evaluate pairwise differences among the adjusted
means. There was a significant difference between the non-use group and the regular use group.
There were no differences between the partial group and the other two groups. Results suggest
that high school students in the non-use group will score higher on the reading sections of the
final exams than high school students in the regular use group. The 95% confidence intervals for
the pairwise differences, as well as the means and standard errors for the three groups are

reported in table 13.
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Chapter Five
Discussion
Introduction

The foreign language teaching method called Teaching Proficiency through Reading and
Storytelling (TPRS) is very broad and it has changed since its development by Blaine Ray. Since
the teachers in the present research study use the various aspects of the method inconsistently, it
was decided to only examine one part of the method. The independent variable for this research
was the amount of use of storytelling using bizarre, exaggerated and personalized (BEP) stories
to introduce and reinforce vocabulary and grammar. The dependent variables are the levels of
anxiety, as measured on the Foreign Language Classroom Anxiety Scale (FLCAS) developed by
Horwitz, Horwitz and Cope (1986), levels of continued enrollment, self-perceived ratings of the
receptive skills of reading and listening, and academic achievement. Academic achievement was
measured using two different scores: the score on the entire final exam and the score on the
reading sections of the final exam. The covariates were the grade levels of the students and their
levels of engagement in the class.

When the middle school students in eighth grade and the high school students in ninth
through twelfth grades were examined as a district-wide group, the first two hypotheses that the
regular use group would have lower anxiety levels and higher levels of continued enrollment
than the partial use and non-use groups had results with statistically non-significant differences.
The third hypothesis was that the regular use group would rate their own skills in reading and
listening higher than the partial use and non-use groups. The results were significant but the
order was different than was anticipated. The non-use group had the higher ratings of receptive

skills. The fourth hypothesis that the regular use group would have higher academic
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achievement, as measured on the cooperating district’s final exams and on the reading sections
of the final exams, had statistically significant results. In both analyses the non-use group had
higher scores. When the students were analyzed district-wide, none of the four hypotheses had
the anticipated results.

When the results analyzed for just middle school students in eighth grade, there were
non-significant differences among the groups for anxiety levels, continued levels of enrollment,
self-ratings of receptive skills. There were significant differences for middle school students in
academic achievement on both the final exams scores and the scores on the reading sections of
the exams. For middle school students, the regular use group had a higher mean score than the
partial use group. For middle school students, only the fourth hypothesis about academic
achievement was confirmed.

There were no significant differences for high school students with regards to anxiety
levels. There were significant differences for high school students in the groups for levels of
continued enrollment, self-ratings of receptive skills and assessments of academic achievement,
but the results were not in the anticipated order. The regular use group did not have higher mean
scores on these variables as was hypothesized. Instead, the non-use group had higher rates of
continued enrollment, higher ratings for receptive skills and higher scores on academic
achievements. An overview of all results is presented in table 14.

Results discussion

Anxiety and storytelling.

Until now, there has not been any research comparing TPRS or the BEP storytelling
technique to levels of anxiety. Ray (2010b) makes the claim that the TPRS method lowers the

students’ affective filter as it is defined by Krashen (1981). Ray (2010b) claims that lowering the
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affective filter leads to increased acquisition. Using the Foreign Language Classroom Anxiety
Scale (Horwitz, Horwitz & Cope, 1986) as a measure of anxiety levels in students, there were no
significant differences in anxiety levels of the regular use group, the partial use group and the
non-use group. There were also no significant differences when just middle school students were
examined and just high school students were examined. Results are presented in table 14.

Tallon (2009) found that the most anxiety producing activities used in a foreign language
classroom include oral presentations, skits, dialogues and role-playing. The TPRS method does
not use these terms when describing the storytelling technique, but the concepts are similar. This
is supported by the research of Frantzen and Magnan (2005). Although the research was with
college students, beginning level students still listed oral performance as the most anxiety
producing activities in class.

The TPRS method advocates using volunteers as actors in class and not requiring
students to speak until they are ready. Because the TPRS method focuses entirely on input and
downplays output in class, it was hypothesized that students of teachers who regularly use
storytelling would have lower levels of anxiety as measured on the FLCAS. Results suggest that
storytelling is no more anxiety producing than not using the technique or using it less frequently.
Further qualitative and quantitative research on what are the causes of anxiety in a secondary
school TPRS teacher’s classroom and how those differ from those of teachers who do not use
storytelling or TPRS is warranted.

Because no correlations were found when comparing the use of the storytelling technique
of the TPRS method and anxiety levels, it could be construed that anxiety is influenced by

factors other than the use of storytelling to introduce and reinforce vocabulary and grammar.
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Continued enrollment and storytelling.

Inconsistent with the research of Webster (as cited in Ray and Seely, 2003), students of
teachers who regularly use the BEP storytelling technique of the TPRS method did not have
statistically higher rates of continued enrollment as compared to students of teachers who do not
use the technique or use it with less frequency. When the students were grouped district-wide,
there were no statistically significant differences between the three groups in this research. When
just middle school students were analyzed, there were no significant differences. There were,
however, significant differences for high school students, but not in the order that was
anticipated. The non-use group had the higher level of continued enrollment.

The high school results suggest that the use of BEP storytelling by the teacher does
influence the decision about continued enrollment. Since the TPRS method does not place an
emphasis on culture, it may be possible that the lack of a positive attitude about the target
language and culture is a confounding construct in the decision to continue enrollment. This is
partially supported by the research of Mantle-Bromley (1995) who finds that a lack of motivation
and negative attitudes towards the language and the culture are ultimately the major obstacles in
achieving increased continued enrollment. Further research using robust measures of attitudes
about the language and culture is warranted.

It is also possible that the decision to continue enrollment is less a factor of the teaching
method, but instead correlated to the enjoyment of the class and attitudes towards the teacher.
Mantle-Bromley (1995) finds that teachers have the best effect on influencing positive changes
in attitudes. The present research study did not specifically include robust measures of attitudes.
Looking at the attitudes of the high school students by using only one question on the survey

about their level of enjoyment of the class, there was a correlation between their level of
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enjoyment of the class and continued enrollment. Further research using a more robust measure
of attitude is warranted.

When a correlation coefficient was computed for high school students among the two
variables of plans for enrollment next year and the level of enjoyment, the results show a
statistically significant correlation of .431, p <.001. A two-way contingency tables analysis was
conducted to evaluate whether high school students in the regular use group would have a higher
level of enjoyment of the class than students in the partial use or non-use group. The two
variables were the amount of use of storytelling with three levels (non-use, partial use and
regular use) and enjoyment of the class with two levels (enjoyment and no enjoyment). Test
results about the relationship of the amount of use of the storytelling technique and enjoyment
were significant, y2 (2, N =453) = 7.85, p =.020.

With a score of 1 indicating enjoyment and a score of 0 indicating no enjoyment, high
school students in the regular use group had a lower mean of .734 (SD = .445). High school
students in the partial use group had a mean of .746 (SD = .436) and high school students in the
non-use group had the highest levels of enjoyment with a mean score of .859 (SD = .349).

Since there was a correlation between enjoyment of the class and continued enrollment in
high school students, results suggest that high school students in the non-use group tend to enjoy
the class more and tend to have higher rates of continued enrollment. Figure 4 shows the
differences in levels of enjoyment by grade level and group assignment.

With no significant results for middle school students, the research suggests that the
teaching method of the teacher does not influence the decision of middle school students to
continue to the next level. It could be construed that the variable is influenced by factors other

than the use of storytelling. This is supported by the research of Shedivy (2003), who found that
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the factors that lead to continued enrollment are not as simple as the one factor of the teaching
method of the teacher. Less measurable motivators for continued enrollment include cultural
curiosity, intellectual curiosity, community involvement and attitudes towards the target
language community. Verkler (as cited in Shrum & Glisan, 2005) found that middle school
students generally find the foreign language learning experience significantly more favorable
than high school students. Reasons for differences included a positive climate at the middle
school level, as well as the openness and curiosity about the world of younger adolescents.

Middle school students of teachers who regularly used storytelling had a level of
enjoyment mean of .944 (SD = .231) while middle school students of teachers who partially use
the technique had a mean of .939 (SD = .240), with a score of 1 indicating enjoyment of the class
and a score of 0 indicating no enjoyment of the class.

A two-way contingency tables analysis was conducted to evaluate whether middle school
students of teacher who regularly use storytelling have a significantly higher level of enjoyment
than students of teachers who partially use it. The two variables were the amount of use of
storytelling with two levels (partial use and regular use) and enjoyment of the class with two
levels (enjoyment and no enjoyment). Tests results about the relationship of the amount of
storytelling and the level of enjoyment were non-significant, ¥2 (1, N =301) =.136, p=.712.
Results suggest that the amount of storytelling does not affect the level of enjoyment of middle
school students. Figure 4 shows the differences in levels of enjoyment by grade level and group
assignment.

Ratings of receptive skills and storytelling.

Because the TPRS method focuses on the receptive skills of reading and listening by

using entertaining stories to introduce and reinforce vocabulary and grammar, Gaab (2006)
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asserts that the method is better at promoting proficiency in listening skills and in reading skills.
It was therefore hypothesized that students of teachers who use this technique would rate their
own skills in reading and listening higher than the students of teachers who do not use the
technique or use it with less frequency.

Results of the research did not support the hypothesis that middle school students in the
regular use group would have higher ratings of reading or listening skills. When all the students
in grades eight through twelve, and just the high school students were analyzed, there were
significant differences. The differences were not in the anticipated order. Results showed the
regular use group had higher ratings than the partial use and non-use groups.

Since there were no the statistical differences for middle school students, it is possible
that the question was poorly worded and misinterpreted by the students. It is also possible that
the students do not posses a frame of reference on which to base their ratings of their skills in
reading, listening, writing and speaking a foreign language. Mantle-Bromley (1995) finds that
students consistently have false beliefs about the nature of language learning and aptitude.
Finally, there may be confounding constructs, which influenced the group differences.

The high school results were not in the anticipated order. Since the non-use group scored
higher on academic assessments, it is likely that the higher ratings of the receptive skills are
correlated to actual higher academic skills. In order to test the relationship between the self-
reported ratings of reading skills, the self-reported ratings of listening skills, the scores on the
final exams and the scores on the reading sections of the final exams, correlation coefficients
were computed for the four variables. Using the Bonferroni approach to control for Type I error
across the six correlations, a p value of less than .008 (.05/6 = .008) was required for

significance. The results of the correlated analyses show that all of the correlations were
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statistically significant and were greater than or equal to .26. Results suggest that high school
students in the non-use group who rate their reading and listening skills high also tend to score
higher on the final exams and the reading sections of the final exams. Results are presented in
table 15.

Academic achievement and storytelling.

Although the research of McKay (2001), Marsh (1997), and Kariuki and Bush (2008)
looked at the academic differences of the TPRS method and this research only examined the
academic differences of the BEP storytelling technique of the method, limited support could be
given to the claims of TPRS supporters for higher academic achievement in middle school
students. When looking at both final exam scores and scores on the reading sections of students
district-wide in grades eight through twelve and then just in high school, the non-use group had
the highest scores. However, middle school students in the regular use group had the highest
scores, as hypothesized. Results suggest that storytelling is beneficial for middle school students
in academic achievement and not for high school students.

Much of the prior research about academic achievement in foreign language classes
found correlations between lack of academic success and elevated anxiety levels (Marco-Llinas
& Garau, 2009; Tallon, 2009; Horwitz, Horwitz & Cope, 1986; Von Worde, 2003). Since there
were no significant differences in anxiety levels associated with storytelling, the results suggest
that the observed significant differences in academic achievement are more associated with the
storytelling technique than anxiety.

This research lends support the research of McKay (2001) and Marsh (1998) who also
found significant differences in academics of middle school students using TPRS. It is perhaps a

developmental difference allowing for easier acquisition by younger students, but it also may be
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due to the character of younger adolescents who are still young at heart and enjoy learning
through entertaining stories.

High school student results show that older students tend to enjoy classes that use
storytelling less. As supported by Caruthers (2010), it might be in the character of older students
not to enjoy the silliness of bizarre and exaggerated stories and therefore score lower on
academic achievements. There may also be differences between high school students and
teachers in how they value different teaching practices. Brown (2009) finds that students rate the
value of formal grammar instruction higher than the value of communicative exchanges, while
teachers tend to rate them in the opposite direction. Further research about which aspects of the
TPRS method are motivating and not motivating to different age groups is warranted.

As seen in table 14, the middle school students tend to score higher than the high school
students on all assessments. Survey question results about grade point averages also showed that
the younger students had higher grade point averages than the older students as presented in
figure 3. Results suggest that the observed grade level differences in academic scores may be due
to aptitude. Further research is warranted.

Limitations

This research did not examine the entire TPRS method. Because the method has evolved
since its initial development, it was difficult to define the entire method for the independent
variable in this study. The amount of use of activities associated with TPRS such as TPR,
storytelling, story asking, using actors in class, point of view changes, pop-up grammar, silent
reading, reading stories and personalized questions was not consistent with the sample of
participating teachers. Since most teachers are eclectic in nature, they use the parts of various

methods, which serve their own teaching philosophies, styles and personalities best. They also
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look to adapt to the learning styles and personalities of their students. None of the teachers
surveyed for this research rated themselves as exclusive TPRS teachers, because the definition
was different for each of them depending on when they received training in the TPRS method. It
was decided to group the teachers based on the amount that they use BEP storytelling to
introduce and reinforce vocabulary and grammar in level one and level two students of French,
German and Spanish, since that was an activity that was easily defined and interpreted.

Because the research did not find a correlation between the use of BEP storytelling and
anxiety levels and a consistent correlation with continued enrollment, it should not be construed
that there is no correlation between the entire TPRS method and these variables. If the method
could be concisely defined and measured in a research study, further research looking at the use
of the entire TPRS method would be interesting.

This present research was conducted with level one and level two students. Because no
questions were asked about the level two students’ first year teachers, the research regarding the
level two students did not factor the effects of the teaching methods of their previous level one
teachers. Student attitudes and academic success in level two classes could be influenced, in part,
by level one teachers. A longitudinal research study following students through multiple levels of
classes where TPRS is regularly used would be interesting. High school students enrolled in
upper level foreign language classes were not included because the use of TPRS and storytelling
was less consistent in upper level classes.

Results about middle school students only included two group levels: non-use and partial
use of storytelling. None of the middle school teachers involved in the study rated themselves as

complete non-users of the BEP storytelling technique.
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The survey only asked about the students’ intent to enroll in the next level of the class.
Because of the timing of the survey, the students were not surveyed on whether they actually
enrolled in the next level. Although the students had already begun the enrollment process at
school, official enrollment had not occurred. Twelfth grade students were not included in this
research question, because their answers about plans of continued enrollment would have been
less definite and their responses would have been a threat to validity.

This research only looked at a few aspects of academic achievement, that being scores of
reading, listening and grammar skills. While the cooperating district does have speaking and
writing assessments, it was decided not to include those in this research because inconsistencies
of evaluation would threaten the validity of the study. The academic assessments used in this
research were not nationally standardized. Instead teachers in a cooperating school district
developed the assessments. It was not financially possible to use national standardized exams
that are sponsored by professional foreign language teaching organizations.

While the participating teachers used the exact same exam questions on the reading
sections of the final exams, minor deviations were allowed in the cooperating school district on
the rest of the final exam. Teachers were allowed to change a few questions to allow for minor
deviations of emphasized vocabulary words and grammar.

Finally, homogeneity within the sample is a limitation of the research. Only middle and
high school students from one large suburban district in the Midwest were surveyed.
Recommendations for Further Research

Younger students and storytelling

Since there were statistical differences between middle and high school students, the

most important question that arose from this research is about differences between younger and
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older adolescents when it comes to storytelling in the foreign language classroom. Differences in
the middle and high school students could be due to developmental differences in foreign
language abilities of different age groups (Shrum & Glisan, 2005). Success of the storytelling
technique with middle school students may be due, in part, to the character of young adolescents,
which Egan (as cited in Shrum & Glisan, 2005) called romantic learners influenced by strong
affective components.

Since this research suggested a trend for benefits of storytelling for younger students and
more American school districts are exploring elementary school foreign language classes, it is
suggested to look at elementary school student anxiety levels, interest levels and academic
success based on storytelling or TPRS. As writing and reading skills for younger elementary
students may not be valid measures of success, oral and listening assessments are suggested.
Since this research suggests a trend for academic benefits for the younger middle school students
and if the trend towards benefits for even younger students were extended, promotion and use of
storytelling and the TPRS method with elementary and middle schools students seems more
appropriate than with high school students. The use of storytelling with younger foreign
language learners would also be an appropriate technique to include in university methods
courses for pre-service teachers.

Classroom interaction.

Ray and Seely (2003) provide several anecdotal examples of success and positive student
rapport in chapter eleven of their book. While inspiring, these anecdotes do not qualify as
qualitative research. The success stories that the developers of the TPRS have seen may not be
transferable to every teacher. Perhaps the successes that lead to fluency as described by Ray and

Seely (2003) are caused less by the method and more by such immeasurable variables as teacher
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and student rapport, teacher personalities, and student motivation. A suggestion for further
research would be a qualitative study looking at characteristics of teachers and classroom
activities that lead to academic success and positive rapport between successful TPRS teachers
and their students.

Nationally standardized exams.

Taking a cue from Asher (as cited in McKay, 2001), it would be interesting to research
the claims of academic success by comparing the scores of students of TPRS teachers on
national standardized proficiency exams in the foreign languages. National organizations such as
the American Association of Teachers of German, French and Spanish/Portuguese sponsor such
programs. Unfortunately, few districts have the funds to spend on optional national exams for
elective classes. While Ray and Seely (2003) cite six examples of student success on national
exams, none of the references have any proper statistical citations or explanations. Ray and
Seely’s (2003) list of examples of academic success, while inspiring, are just testimonials.
Researching the scores of a large number of students of teachers who exclusively use the method
on nationally recognized and standardized exams is suggested. It is recommended that rigorous
standards of statistical research be followed, since claims of academic success are often
published without proper citations, as found in Schmitz and Polito (2004).

The modern foreign language learner.

TPRS has responded to the changing foreign language classroom and appears to attempt
to be in tune with the modern learner. In a commentary about the changing characteristics of
today’s learners, Spodark (2010) describes ways that the modern young person differs from past
generations. TPRS seems to have tapped into these societal changes not only affecting the

workplace but also the classroom, as students “have a desire to incorporate their own ideas into a



81

project,” “have fun at work™ and have a “need for immediate feedback™ (pp. 40-41). The basic
aspects of telling stories allow for student input, are hopefully more fun for the students and
allow teachers to give immediate feedback by constantly checking for understanding throughout
the storytelling process.

In a study about teaching behaviors, Bell (2005) finds that some of the basics of a TPRS
lesson include items that are rated as important in the foreign language teaching profession.
These include reducing anxiety, learning grammar through less formal instruction, teaching
grammar inductively, and teaching new language structures only after there is mastery of
previous structures.

Included in ACTFL’s recommendations for using target language in the classroom are
suggestions for teachers to promote comprehensible input, make meaning clear through visuals
and gestures, conduct comprehension checks, elicit talk that increases fluency and complexity
over time, and offer oral feedback (American Council on the Teaching of Foreign Languages,
2010b). These are all aspects of the typical TPRS lesson. Researching which particular aspects
are most beneficial and motivating is suggested.

TPRS in the CLT classroom.

Rather than reject other methods, it is suggested that TPRS supporters embrace aspects of
other foreign language experts and demonstrate how their method fits other methods. It is
recommended that TPRS supporter attempt to demonstrate how the method fits in the eclectic
Communicative Language Teaching (CLT) Approach. It is obvious that TPRS aspires to fit
Krashen’s theory of natural acquisition of language through copious amounts of comprehensible
input. Linguistic competence does not come only from input. It also comes from meaningful

output. Swain’s output hypothesis states that speaking and writing in meaningful ways is
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necessary for students to build confidence in the language (Shrum & Glisan, 2005). Such a
stringent focus on only receptive skills makes the method feel restrictive to teachers that may
want to try it.

Through the repetition of stories and a focus on circling questions, TPRS fits Savignon’s
focus on developing strategies that become second nature to the students. Another
recommendation is that TPRS supporters promote that it fits Ellis’ suggestions for contextualized
lessons, immersion and implicit grammar teaching (Burke, 2010).

TPRS also fits some of Burke’s (2010) recommendations for improving the amount of
target language used during class. These recommendations include posting common expressions
in the target language, regularly implementing communicative act