Journal of Literature in Language Teaching volume 11 (1)

Richings: Japanese folktales 3

1 _iterature in Practice

Japanese Folktales: Story Grammar in the English Classroom

Vicky Ann Richings

Kobe Shoin Women's University

Abstract

In English as a Foreign Language (EFL), the story grammar approach has been

widely introduced as a way to help foster students’ understanding of text structure,

reading strategies, and language and cultural awareness. However, few studies have

been devoted to the usage of folktales. This ongoing study examines adopting this

approach in two different foreign language learning settings, EFL and JFL, using

Japanese folktales (mukashibanashi) as the text genre. For this paper, I focus on the
findings of the first part of this study: the EFL setting. More specifically, in this

paper, I discuss how the story grammar approach can be incorporated in EFL to

help develop students’ reading strategies and boost reading comprehension and

awareness of text features.
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The study of literary texts or analysis of narratives is
commonly known as narratology. The first attempts to
analyze folktales and stories were conducted in the early
1900s by Russian formalists such as Propp (1968). They
proposed that stories represented similar structures and
events and tried to define these clearly identifiable
textual properties as the narrative structure of a story.
Subsequent studies in the field have referenced several
theories on narrative analysis (Labov & Waletzky, 1967),
particularly in terms of readers’ understanding of story
structure and the cognitive activity involved in the
process of reading narratives. Four studies, all based on
Labov and Waletzky’s narrative analysis model, that
have had great influence on the understanding of
narrative development and story structure are the story
grammar studies by Rumelhart (1975), Thorndyke
(1977), Mandler and Johnson (1977), and Stein and
Glenn (1979). Looking at how readers read and
understand events in a story concerns not only L1
readers but can also be applied to reading in a foreign
language and therefore in foreign language education.
Previous studies in this area advocate that gaining a
comprehensive understanding of the development of
narratives can boost reading comprehension and the

awareness of linguistic and cultural text features in L2 as
in L1 learners. From this perspective, this pedagogical
study focuses on the story grammar approach and explores
how it can be used in foreign language learning by
introducing in this paper the results of the first (EFL)
study of two conducted in different language settings
(EFL and JFL).

Story Grammar

Theoretical Framework

Story grammar is the term used to represent the
structure of a text and constitutes a general framework
consisting of distinct elements each representing specific
functions. Mandler and Johnson (1977) call this “story
schema.” This framework helps to identify elements in
a story in the form of a pattern which in turn helps to
facilitate the listener or readet’s comprehension ot
“encoding and retrieval” of the content (Mandler &
Johnson, 1977, p. 112). Story grammar also concerns the
analysis of the character’s action and the chain of events
that follow. The foundation of story grammar lies in the
Russian formalist Propp’s (1968) extensive analysis and
description of the narrative elements in Russian folktales.
Whereas the Russian formalists identified the story
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events (the fabula), and how it is put together and
narrated by the author (the syuzhes), the classical
narratologists, such as Genette (1980) distinguished szory
and discourse “to capture the fact that there are some basic
stories that do not change even if the circumstances of
the telling and the medium through which they are told
change” (De Fina & Georgakopoulou, 2011, p. 3).
Literary structuralists and cognitive linguists further
revisited and explored these conceptions to analyze the
deeper structures of stories and present an abstract
model. The common idea was to uncover certain basic
clements and reduce them to a minimal set of universal
units that could be applied in the analysis of narratives.
It is the cognitive research of Rumelhart (1975),
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Thorndyke (1977), Mandler and Johnson (1977), and
Stein and Glenn (1979) that has established the narrative
text analysis strategies applied today. What these studies
have in common is that they all explore the structural
character or schema of narratives by outlining story
constituents. The models proposed by these studies all
represent a story grammar hierarchy: At the top of the
story grammar hierarchy are the setting, theme,
characters, plot, and resolution—the basic elements—
followed below by the subcategories such as goal,
attempt, and outcome (Figure 1). Table 1 shows the four
models each with the common basic elements that
comprise stories.

Figure 1
Story Grammar Hierarchy

Table 1
Story Grammar: Four Models

Rumelhart (1975) Thorndyke (1977)

Mandler and Johnson (1977)

Stein and Glenn (1979)

Setting Setting

Episode Theme

Event Plot
Resolution

Initiating event
Reaction

Setting Setting

Initiating event
Internal response

Ending Attempt

Consequence
Reaction

The four studies suggest that stories are formed by
elements that follow a seemingly similar progress with a
beginning, middle, and end. Each part can be further
subdivided into underlying basic constituents such as
setting, events, action, reaction, and goals. Rumelhart

(1975) proposed the story schema approach by defining
a story in cognitive terms. Mandler (1984) explains this
as “a mental structure consisting of sets of expectations
about the way in which stories proceed” (p. 18). In this
model, text comprehension relies on the process of
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decoding new information based on prior knowledge.
This approach is based on eleven syntactic rules and a
corresponding set of semantic interpretation rules with
the meta-sentence components being setting, episode
and event. Thorndyke (1977) formulated grammar rules
similar to, but more abstract than, those of Rumelhart
by suggesting that both structure and content of a
narrative discourse are crucial to comprehension and
information storage, implying that stories are
reconstructed from memory. The four basic
components in this approach are setting, theme, plot,
and resolution. Contrary to Rumelhart’s approach, this
approach contains fewer sub-structural components and
typifies narratives with one protagonist and one goal.

The story grammar approach by Mandler and
Johnson (1977) is probably the best known version of
story structure and is an adapted version of Rumelhart’s
story schema. The elements or “nodes” in this model
allow a more flexible ordering of the story grammar.
This model focuses mainly on explaining the internal
structure of a story by introducing a syntax framework
that is based on the combination of general story
elements and their ordering. The elements in this
approach are a combination of setting, initiating event,
reaction, and ending. In contrast with the other three
models, this model does not consider goal driven actions
to characterize a story. Mandler and Johnson (1980)
expanded this original version representing only a simple
story structure to an updated version in which complex
stories could be analyzed. Finally, Stein and Glenn (1979)
similarly proposed an adapted version of Rumelhart’s
model by exploring the combination of the syntactic and
semantic story structures into one form or grammar
category rather than separate categories. This model
represents two main categories—a setting category and
an episode category—and can be further divided into
seven eclements: setting, initiating event, internal
response, attempt, consequence, and reaction. These are
connected by connectors such as “and” and “then” to
indicate links within the individual categories of
structural elements and between story events.

What distinguishes these studies is the different
representation of the story elements. Some models
represent a more simplified framework than others.
Among the different trends of the story grammar
movement, Rumelhart’s story-schema approach and
Mandler and Johnson’s story grammar approach are
perhaps the most prominent. De Beaugrande (1982)
claims that these two approaches are congruent.
Additionally, it should be noted that although story
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grammars present criteria to construct abstract models
of narrative, they have led to discussion and diverse
reactions in terms of story definition or what can be
considered a story and fiction. However, as Pratt (1981)
asserts, genre refers to a subcategory of an always larger
category of fiction or literary works. Therefore,
describing genre must be made in reference to other
genres or to the whole. As such, providing an
undisputed definition of what fiction is, is not in the
scope of this paper. Also, whereas story grammars
outline text comprehension as the process of
information storage into a structured schema, recent
narratological approaches look more closely at the story
context by considering the role of the reader (De Fina &
Georgakopoulou, 2011).

Story Grammar Across Cultures
Narratives across cultures are produced in differing ways.
As a consequence, narrative analysis approaches could
be biased toward a certain area or culture. The story
grammar approach is often criticized for being western
or European inclined (McCabe & Bliss, 2003). For
example, the typical western folktale is organized in such
a way that it moves forward toward the protagonist’s
goal(s). However, while noting this suggested limitation,
this approach can still be usefully applied across cultures
and to diverse narrative structures. In contrast, the
typical Japanese tale guides the protagonist in his or her
quest toward a resolution. Instead of conflict, causality
is the key. In Japanese story culture, actions and
motivations are typically steered by external factors
rather than by the protagonist themself (Matsuyama,
1983; Takamatsu, 2004). In many cases, the external
factor is the antagonist. The antagonist features as the
bad character and is usually the one to generate an action
contesting the protagonist. As a result, the Japanese
story structure displays an action-reaction structure;
either simple or complex (Matsuyama, 1983). According
to Matsuyama, the lack of a goal format in Japanese tales
is related to Buddhist values that reject secular desires.
Hence, the Japanese story customarily concludes with an
emphasis on the protagonist’s virtues of kindness and
goodness for which he or she is rewarded in the end.
This Japanese style of discourse, written or spoken,
adopts the concept of ELAHARE or kishatenketsu, which
could be explained as a four-act narrative structure
(Takamatsu, 2004). Ki represents the beginning or
setting of the story, sho stands for a certain happening or
development, 77 means a twist or turn in the storyline,

and kezsu describes the ending or conclusion. Each act
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relates to the other; however, #n (act three) is the
principal event for the twist effect it creates on the whole
storyline. This is the major reason why the Japanese
model is not convenient for expressing the western
conflict-based storyline. The essence of kishotenketsu is
the depiction of contrast. The absence of conflict, which
is an essential part in western discourse, does not actually
make Japanese stories tedious. On the contrary, the
contrast creates expectation towards the harmony in the
conclusion. In this sense, Mandler and Johnson’s model
(1977) is perhaps the closest to compare the Japanese
story structure to, however, without the “conflict”
aspect.

The objective of this paper is not to verify and
evaluate each of the described models above but to give
readers an overview of the concept. In the next section,
the story grammar approach is considered in relation to
education, particularly in the field of foreign language
learning followed by the rationale for this study.

Story Grammar in Language Learning

As the models in Table 1 show, story grammar
introduces different perspectives on structure in the
study of narrative, but all commonly attempt to examine
the effects of the story grammar approach in
comprehending a story. One of the main applications of
narrative development studies has been in the field of
education. Story grammar is used in various ways and
for various purposes: development of language and
communication skills in children, learner disabilities,
socialization, and discourse analysis amongst others
(McCabe & Bliss, 2003; Urbach, 2012). In addition,
recently there has been an increased interest and focus
on its implications for foreign language learning and
teaching purposes. In this section, I discuss previous
studies examining the story grammar approach in
foreign language instruction.

Studies incorporating the story grammar approach
can be separated into two groups. The first group are
studies focusing on students’ recall; in other words,
examinations of how structural organization of narrative
stories affect L2 learners’
information of the text is recalled) (Horiba 1990; Riley,
1993). The second group ate studies examining the

recall” (e.g., how much

effect of the story grammar approach in terms of
enhancing specific skills. Since the present study belongs
to the second group, a brief summary of this literature is
given below. This group of research mainly addresses
the story grammar approach from a foreign language
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learning perspective by investigating how it can be
beneficial to promote explicit skills in learners such as
reading comprehension, and linguistic and cultural skills
amongst others.

Ibnian (2010) investigated the effect of the story
grammar approach on EFL Jordanian students’ short
story writing skills by introducing a story-mapping
technique. Four tenth grade classes (84 students, average
16 years old) were randomly chosen from public
education schools and divided into two experimental
and two control groups. For this study, a story-mapping
technique was implemented in the experimental groups
and pre- and post-writing tests were administered.
Students were asked to identify elements of a short story
and make a visual depiction of these elements in the
form of a map. The results of this study show that story-
mapping had a positive effect on developing students’
short story writing skills in terms of, among other things,
content and organization, mechanics of writing, and
language use. Surbakti, Siburian, and Daulay (2017)
examined the effects of implementing the story
grammar approach on Indonesian students’ reading
comprehension of texts also by comparing the results of
the experimental group (35 students) with those of the
control group (35 students). After administering a pre-
and post-multiple choice test as instrument, they found
that this approach could help enhance students’ reading
comprehension. However, in their paper, no reference
is made to the text details. Finally, Gonzalez (1998)
researched the effects of the story grammar approach by
implemented narratives in seventh grade classes in the
form of a project called the Whole Language Project.
This project consists of a set of activities such as reading
narratives, completing task sheets, retelling, writing
summaries, presentations, and self-evaluation. This is an
ongoing study, however, and up-to-date data is not
available.

As previous research in this area suggests, the story
grammar approach can be applied in the foreign
language class to promote text structure awareness on a
more oriented level. It provides students with the
reading skills to understand narratives from the
character, theme, and plot perspective. As Dymock,
(2007) claims, story structure knowledge helps enhance
learners’ schema for stories. In sum, the story grammar
approach can develop higher level reading strategies
which in turn help boost students’ reading
comprehension, vocabulary skills, as well as cultural

awareness.
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The Study

Rationale

Obviously, there is abundant research addressing this
approach in foreign language learning settings, however,
none of these studies uses folktales as an instrument.
Conversely, the usage of folktales is amply investigated,
yet not from a story grammar approach perspective.
Based on these aspects, and the fact that this study
included investigation of implementing the story
grammar approach in two L2 settings: EFL and JFL, it
was decided to use folktales as narrative mode.

In general, in order for a text to be analyzed
through the story grammar approach, it has to at least
comprise one character and one event which triggers
either an action or goal. According to Varotsis (2015),
“story grammars appear to be effective when they are
dealing with simple material that often utilize [sic] a
single character striving for the attainment of a single
goal” (p. 13). He adds that folktales and fables usually
belong to this type of story. Folktales can be counted as
one sub-genre of literature, and plots in folktales are
generally much shorter and simpler than in other prose
fiction genres (Bacchilega, 2012). Furthermore, Pratt
(1981) proclaims that short stories have their origin in
anecdote and folklore and are in a way a practice tool for
both apprentice writers and readers. For this reason, she
adds, they are extensively used in education. Likewise,
Randall (2014) maintains that students are easily drawn
to short stories as the narration in a story is a common
occurrence in their personal daily lives. In her paper,
Bacchilega reviews “folklore in/as literature” (2012, p.
449). Although she adds that the term “literature” is
difficult to define, she advocates that the discussion of
folklore as literary fiction places it at the center of
literature as a genre and that folklore and literature are
enveloped in one another.

Finally, there is one more point to consider before
introducing the story grammar approach in the language
class: the concept of “narrative” and “narrative
competence.” Pavlenko (2000) divides narratives into
two broad types: fictional and personal. In fictional
narratives, events are fictionalized; in personal narratives
events are based on personal experiences. Pavlenko
argues that narrative structure competence is equally as
important as linguistic competence since L2 learners can
be very adept at the linguistic sentence level but “may
still fail to construct language- and culture-appropriate
narratives” (p. 105). By narrative structure competence
Pavlenko refers to “the use of language-, culture-, and

genre-appropriate narrative components” (p. 107).
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Patkinson and Thomas (2000) state that teaching
narrative structure to language-oriented readers is
particularly valuable in terms of enhancing learners’
alertness to specific text features. So far, researchers
have discussed the multifarious beneficial effects of
reading fiction, of any format, on language learners in
terms of language skills, cultural enrichment, personal
development, and reading comprehension, and
numerous empirical studies have promoted its
application in the foreign language classroom (Bibby &
Mcllroy, 2013; Carter & Long, 1991; Paran, 2008;
Bobkina & Dominguez, 2014; Hall, 2015; Parkinson &
Thomas, 2000). With increased attention in the last
decade in the field of foreign language learning and
teaching, it can be said that literary narrative has re-
established its position as a valid resource tool in the
language classroom.

The remainder of this paper focuses on the details
of the first study I conducted: story grammar with
folktales in the English class. The aims of the mentioned
study are twofold: (a) to explain and illustrate how the
story grammar approach can be applied in the foreign
language classroom to help develop students’ reading
strategies and enhance reading comprehension and
awareness of text features, and (b) to highlight students’
perceptions of this implementation and perceptions of

reading short stories-folktales in the language class.

Participants and Materials

For this study, 30 first-year undergraduate students at a
small private women’s university in western Japan
participated in the EFL experiment. The participants
were enrolled in a compulsory English intermediate
(CEFR A2+ to B1) level reading course. This was a
coordinated  reading  course for  which a
reading/vocabulary textbook was to be used as the
assigned principle course text, but with the possibility to
incorporate other learning materials. As the instructor, 1
selected Japanese short stories (mukashibanashi) as
additional reading content and designed four classes to
introduce the story grammar approach. Following the
study rationale above, a second reason for folktales, and
mukashibanashi to be more precise, as text choice is the
fact that Japanese students are familiar with most of
them as they are learned in elementary school.
Fundamentally, having read these stories in Japanese, it
can be assumed that they have content and structural
background schema to a certain extent. For these
reasons, four common tales were chosen: Urashima Taro,
Kasa Jizo, Kaguya Hime, and Hanasaka Jisan. The text
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materials were a translated and simplified version of the

Japanese tales and were four to six pages long.

Implemented Course

The four classes introducing mukashibanashi with the
story grammar approach were spread over a fifteen-
week semester. The purpose of the study was explained
in Japanese at the beginning of the semester and student
consent for usage of survey data was obtained at the end
of the semester and study. In the first of the four classes,
the instructor briefly explained the story grammar
approach and demonstrated how short stories such as
mukashibanashi are one text genre that fit this method
for the reasons stated above. After this introduction, the
instructor distributed the first text and accompanying
task sheet (Appendix A) for the first folktale reading
session. As Appendix A shows, the task sheet was
designed in the form of a map (a) to focus on the basic
elements of story grammar: setting or introduction,
initiating event or development, attempt or turn,
reaction or conclusion by slightly adapting the western
model to the Japanese kishotenketsu model, and (b) to
learn basic reading strategies for fictional stories.

In groups of four, students listened as the
instructor read the story to the whole class. Following
this, the text was reread aloud by each member of each
group. The students were given time to discuss
vocabulary. This activity lasted for 15 minutes, after
which students were asked to find the key points in the
story for each stage (ki-shi-ten-ketsu) on the task sheet,
summarize their group’s story grammar as they had
perceived it, and complete the map. This 30-minute
activity was then followed by a short presentation of
each group’s story grammar to share with the whole

class. Finally, the instructor modelled an answer for each
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act and summarized the folktale according to its story
grammar. In addition, students were given a homework
sheet with seven sections (Appendix B). It opened with
simple comprehension questions to encourage deeper
engagement with the text. These were followed by
questions to designed to elicit their own opinions and
feelings about the story in order to create personal
involvement. The last question prompted summary
writing: students were asked to summarize their story
grammar map into a 100 words. The four story grammar
classes for this study were conducted in similar ways,
using a different story each time.

At the end of the semester, 28 students completed
an anonymous survey (Appendix C) in Japanese with 10
questions to elicit their perceptions of the reading
expetience. The survey included four yes/no questions
with additional spaces for reasons, one free-writing
question, and finally, five questions comprising a 5-
anchor Likert scale including responses for “totally

2 << 2 <

agree,” “agree,” “not sure,” “disagree,

) <¢

totally disagree.”
Data analysis included calculation of the percentages,
and organization of the open-ended questions to

formulate patterns in responses.

Results

Survey: Section One
Table 2 shows the results for the four yes/no questions.
To Question 1, 22 students answered “Yes,

2

and six
students answered “No.” For Question 2, only one
student did not like the materials, and the reason given
was because the texts were too long. In terms of level
(Question 3), all students felt that the texts were
appropriate to their level. Finally, in answer to Question
4, 27 students mentioned they enjoyed the reading
activities.

Table 2
Survey Section One: Results

Yes/No (n=28)

(1) Do you like reading English?

(2) Did you like the materials (mukashibanashi) used?
(3) Do you think these materials were the right level for this class?

(4) Did you like the activities for this reading experiment?

22/6 (19%/21%)
27/1 (96%,/4%)
28/0 (100%/0%)

27/1 (96%/4%)
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The reasons given by the students to Questions 2
and 4 were grouped and examined for common
elements. All students, except one, liked the materials
used for the following reasons: (1) the texts were easy to
understand in terms of level (12 students), (2) the texts
were easy to understand in terms of background
knowledge (9 students), (3) the texts were easy to
understand in terms of the material layout (6 students).
In other words, students felt that the reading part was
not challenging. Of note is the fact that they thought the
texts were accessible by reason of prior schema
knowledge. Most students mentioned they had read
these stories in their childhood and were happy to be
given the opportunity to read them again in English. The
student who answered negatively to this question
mentioned that the texts were too long and too difficult.

For Question 4, there was more variety in the
reasons for students’ responses. Again, 27 out of 28
students agreed that they liked the activities that were
prepared and administered for this experiment. Most
students thought the exercise helped improve their
reading skills and enhance reading comprehension. The
second highest response given as to why they liked it was
the group work that the activity involved. As mentioned
in the section above, students were put in groups of four
or five and had to cooperate to complete the task sheet
and present their group’s summary. Some students
wrote, “We were able to read aloud and discuss our
opinions in group.” Another student wrote, “Doing the
task in groups was a very productive and instructive way.”
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to the objective of this experiment: to help develop
students’ reading strategies and enhance reading
comprehension and awareness of text features through
folktales. “Through this activity, I was able to reconfirm
the content of the story and rewrite (paraphrase) with
ease,” “The task helped me check my comprehension of
the text content and its structure,” “l like learning
English through folktales better than the usual
textbooks.” One other interesting finding is that the six
students who do not really like reading English answered
positively to all other questions in this section. Finally,
some students mentioned a connection between

kishotenketsu and comprehension of text structure.

Survey: Section Two
Figure 2 shows students’ responses to the Likert-type

questions:

(1) Do you think your reading comprehension skills have
improved through these activities?

(2) Do you think your writing skills have improved
through these activities?

(3) Do you think your language awareness has improved
through these activities?

(4) Do you think the use of fiction (literature) is a good
way for language learning even if there is only limited

class time available in the syllabus?

(5) Do you think limited class time should be spent on
non-fiction materials only, rather than introducing

An interesting point here is that some students referred fiction?
Figure 2
Survey Section Two: "Totally Agreed" and " Agreed” Combined
n=28 %
Q1
93% Q2
Q3
71% Q4

71%

IQ5




Journal of Literature in Language Teaching volume 11 (1)

For Question 1, as seen in the table and list above,
21 (75%) students “totally agreed” and “agreed” that
their reading comprehension skills had improved. For
Question 2, 20 (71%) students felt that this task also
helped improve their writing skills. Likewise, 20 (71%)
students perceived that this kind of exercise could help
enhance their language awareness. Questions 4 and 5
referred to the meaning of introducing literary texts in
the language classroom. All students, except two,
responded that they believed the use of fiction (literature)
is a good way for language learning even if there is only
limited class time available in the syllabus. When asked
if they thought materials in the language classroom
should be limited to only non-fiction in Question 4,
more than half of the class (15 students) responded
neutrally. Perhaps the students were not sure how to
interpret this question, or perhaps it was not clear what
was meant with “non-fiction.” For future experiments,
it is thus necessary to provide the students with
sufficient information about certain terms. On the other
hand, 11 students (39%) indicated that that they thought
materials should not be limited to only non-fiction.
Some intriguing points in this section are that (1) one
student gave indecisive responses to all other items but
totally agreed that the use of fiction (literature) is a good
way for language learning even if there is only limited
class time available, and that (2) only one student
responded negatively for all items.

Finally, for the “Other opinions” section, several
responses were collected. One student wrote that some
of her peers worked actively but some did not, which
made the whole experience less fun. Another student
commented that she wished there were more than four
classes introducing folktales. Some students repeated
that (1) reading stories they knew made this whole
experience more informative and fun than the typical
reading class, and that (2) this activity overall helped
improve their reading comprehension and writing skills.

Discussion and Limitations

The analysis results indicate that, within this group of
thirty students, students self-report that the story
grammar approach can help improve their skills in terms
of reading comprehension and recognizing text features.
This approach clearly helps provide a framework for
recognizing structures in stories and basic text content
and features, which consents with study results in the
literature. Some students also referred to the
effectiveness of the group work and how they enjoyed

this. The short story grammar presentation of each
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group after having completed their story maps, could
have contributed to how students felt about the group
work. Foremost, what can be added for this study is that
students find materials such as folktales attractive
learning tools, and that this kind of activity can be very
animative, turning the reading class into a fun and
instructive learning experience. Perhaps students do not
conceive of folktales as the usual “materials.”

On the other hand, these findings have
implications for refinement of the approach. It is
interesting to see that the majority of the students
enjoyed learning about story grammar through folktales,
but it would be useful to conduct this on a larger scale
to examine how students actually read and understand
story structure more widely, and how it can enhance
language and cultural awareness skills.

It should be added that there was no comparison,
such as a before-and-after measurement, nor a control
for this study. Furthermore, this study explored the story
grammar approach with Japanese folktales only and
from a kishotenketsu perspective. Using western
folktales could have generated different results,
especially in terms of cultural awareness skills, which was
not examined in this study. Also, conducting a
comparison study using folktales from different
countries could produce interesting findings.

In all, for this study, it can be recognized that the
objectives—(a) to explain and illustrate how the story
grammar approach can be applied in the foreign
language classroom to help develop students’ reading
strategies and enhance reading comprehension and
awareness of text features, and (b) to highlight students’
perceptions of this implementation and perceptions of
reading short stories-folktales in the language class—

have been achieved.

Conclusion

This is an ongoing study examining how the story
grammar approach can be integrated in the language
class by adopting this approach in two different foreign
language learning settings, EFL and JFL. In this paper,
the findings of the EFL or first part of the study were
reported. More specifically, in this paper, 1 illustrated
how the story grammar approach can be incorporated in
EFL to help develop students’ reading strategies and
boost reading comprehension and awareness of text
features, using Japanese folktales as learning material.
Data from an EFL class were collected through analysis
of the survey administered. Given the above discussion,
the results of this first study shed some light on how this
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approach can be applied in the English class, and what
its benefits are. The findings for the JFL or second part
of the study will be reported in a subsequent paper.
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Appendix A
Story chart for Urashima Taro
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Story Chart 1
Urashima Taro G & XKER)

7 Development

#2 Introduction

Name: Number:

Appendix B

Homewort sheet

Answer the following questions.
1. Why did Taro decide to go into the sea?
He decided to go into the sea because

2. What did Taro do in the palace?

3. Why do you think the princess gave Taro a box
(Tamatebako)?

4. What happened to Taro when he opened the box?

Story Grammar 1

Reading Comprehension Urashima Taro  (Ji B AER)

5. What do you think is the message of this old story?

6. What do you think of this story?

7. Write a short summary of this story.

Name:
Number:
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Appendix C
Survey on student perceptions of reading experience
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[20 1 94 Story Grammar Activity]

TWDHDh, @UFESEE
b, B, 1) Trr— bOBMASINL, B —OIRAR W,

BIZED, HAOREIXTE W, 4) MIRUAMTER LW, 5) 7o —F

TOT U= ME, QFGFEFEENYRE (T4 7V aY) EFEEORETHOSZLICHLTED L ) RBWER -

WCBW TSR EM OB OF A EZ E R L TV ADONEHLNCT A2 &2 HE LT
2) TV —brOBMIAMB, 3) T — b

PRI, BEWEL AN T D,

HE-WEANT, T2 PAHARCARISND ZEICHAELE T, (

1. FETHOLODUETTh,
(Do you like reading English?)
2. ZOBETHEDNBMITLE T LD,

(Did you like the materials (mukashibanashi) used?

(=4

=

|A\AY-4

|A\AY-&

ZOHEMIZ. TOTFRAOULRPZSEIS DLW E ENE T,

(Do you think these materials were the right level for this class?)

4. HWEBEIZI ol EBNETh,

(Did you like the activities for this reading experiment?)

=4

A

|A1AY-4

W%
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>

o

FEHRIZONT (1=2THED 2=H5 3=L5ThhRVv 4=Ebiuv 5=2REbkiW)

(Learning outcomes and skills; 1=totally agree, 2=agree, 3=not sure, 4=disagree, 5=totally disagree)

COEHEBLC, BN LR EES, 1 - 2 - 3 4 —nee- 5
(Do you think your reading comprehension skills have improved through these activities?)

ZOIEBAB LT, AN RS, 1------ 2 - 3 4 ommeee 5
(Do you think your writing skills have improved through these activities?)

IoEHEEL T, SRADEMEESHIZLES, 1 2 ---ee- 3 - 4 oeeee 5

(Do you think your language awareness has improved through these activities?)
PERBEMBRONTNDH, % (7427 vay) OFEHIZRBEVHELEES, 1 2-eeee 3 4 -mev 5

(Do you think the use of fiction (literature) is a good way for language learning even if there is only limited class time
available in the syllabus?
FEEHPRONTNDH, EXFHTIRAN VT4 73 ay) ORIFFHZMHE S REEEE S,

(Do you think limited class time should be spent on non-fiction materials only, rather than introducing fiction?)

10. ZDoER

ChHhsbYMNESTENELE,
(Thank you)

2
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