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Abstract 

In various educational contexts in which I have had the opportunity to collaborate as a teacher of 

English as a Foreign Language (EFL), speaking performance is frequently obstructed by the 

experience of anxiety. Frequently, negative effects of anxiety affect the effectiveness of speaking 

and, consequently, students perceive themselves as unable to speak in English. This study report 

presents an account of an action research project conducted in a private elementary school 

located in Medellín de Bravo, Veracruz.  Therein, fifth and sixth grade students constantly 

encounter anxiety when they are called to speak in class, which affects their confidence as 

competent speakers. Participants were twelve children aged between eleven and twelve. The 

implementation of task-based storytelling practices consisted of eleven weekly one-hour-long 

sessions. Diverse data collection methods were utilized to investigate how the strategy impacted 

on these young learners' sense of speaking anxiety as well as on their speaking performance self-

perception. Results shown that the practice of task-based storytelling has positive effects on EFL 

elementary learners' speaking anxiety. The implemented strategy also resulted on better 

participants' perception about their own speaking performance achievement. 

 Key words: anxiety in speaking, speaking performance, self-perception, task-based 

storytelling 
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Introduction 

English is the most widely used language for communication among people from 

different countries (Rao, 2019). It can be inferred that due to such importance, English learners 

strive to develop their speaking skills although inner difficulties as anxiety arise during speech 

production. Research on Teaching English as a Foreign Language (TEFL) has revealed that 

speaking is considered the hardest skill to master even though most students consider it as 

extremely valuable (Gutiérrez, 2005; Hosni, 2014; Rao, 2019; Zhang, 2009). Despite this, EFL 

teachers often hinder their students’ speaking development by spending most of the class time on 

vocabulary and grammar practice vocabulary instead of considering building learners confidence 

through the use of communicative strategies to promote oral skills.  

Arnold (1999) states that anxiety is the most obstructive feeling in the language learning 

process making learners feel nervous and afraid. Several studies conclude that negative anxiety 

effects in language learning contexts are diminished through a friendly and empowering 

environment (Aydin, Harputlu, Savran, Uştuk, & Güzel, 2018; Brown, 2000; Dewaele, Witney, 

Saito, & Dewaele, 2017; Gkonou & Miller, 2017; Gopang, Bughio, Memon, & Faiz, 2016; 

Hashemi, 2011; Horwitz, Horwitz & Cope, 1986). Thus, an anxious environment could be 

reached if EFL teachers include engaging and interactive strategies as well as constructive and 

corrective feedback. This may lead to an atmosphere of well-being and dynamic participation 

which generally keeps students attentive and willing to learn. According to Arnold and Brown 

(1999), when affect and cognition are intermingled in teaching, the learning process is built on 

firmer foundations, which will lead to desired effectiveness in language teaching.  

Task-based approach is said to develop both cognitive and communicative skills of 

language learners and to provide a sense of security to students into the learning process 
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(Chuang, 2010; Herazo, Jerez, & Arellano, 2009; Shehadeh, 2005). Nunan (1992) states that 

task-based learning increases students talks, makes the classroom atmosphere relaxing, and 

reinforces learners’ comprehensible input. The framework of the task-based approach (Willis, 

1996) promises a precise learning structure to drive the development of the speaking competence 

since it provides the opportunity to experience the use of language as a communicative tool. Both 

points of view regarding the task-based approach support the strategy that the present study 

implemented, aiming to achieve better communication in English through constant oral 

interaction that comes off. 

 Along with effective teaching practices, storytelling is presented as a thoroughgoing 

strategy to use with elementary school students that are in a developmental process of EFL 

language skill. A number of authors have argued that storytelling promotes an appropriate 

learning context by providing a natural and interactive class environment which motivates EFL 

learners to bridge the gap between the information obtained and the use of English in the 

classroom, affords meaningful learning, and produces innovative and better forms of language 

understanding while generating new knowledge (Agudelo, 2016; Cameron, 2001; Isbell, Sobol, 

Lindauer, & Lowrance, 2004;  Kalantari & Hashemian, 2016; Porras González, 2010). 

Therefore, task-based storytelling aims to positively impact EFL students as it attempts to elicit 

attentiveness and efficiency on speaking performance, minimizing some negative effects of the 

anxiety experienced.  

 The present action research project intends to explore how the implementation of the 

task-based storytelling strategy reduces the negative effects of EFL elementary learners' anxiety 

in their speaking performance as well as support students on perceiving themselves as competent 

speakers. 
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Context and Focus 

Research in the educational context is usually rooted by teachers' reflection on how to 

make their practice a more successful and satisfying job. Whatever the outcome of a class, a 

committed teacher reflects on what happened and propels after what is observed. In general, 

students appreciate teaching that is attentive to their needs and carried out under a feeling of 

security and confidence that allows them to enjoy the application of what they have learned 

(Rodgers, 2020). Consequently, the success of teaching practices is framed by all the elements 

that interact within the learning situation. This chapter explains the impact of the study in the 

educational context in which it was implemented, detailing its importance in language learning 

and how it can be related to broader issues of TEFL. 

Context of the Phenomenon under Study 

Teaching speaking is a demanding task that requires patience and a lot of practice to 

approach the difficulties that arise during speech production (Hughes, 2010). One of the major 

challenges is to reduce emotional reactions such as anxiety accompanying EFL learners when 

speaking in a foreign language (Horwitz, Horwitz & Cope, 1986; Tanveer, 2017; Young, 1991).  

Some studies related to TEFL, specifically on speaking skills development, revealed that learners 

feel troubled and blocked as a result of the fear of making mistakes (Chen, 2015; Gregersen & 

Horwitz, 2002; Gkonou, 2013; Hashemi, 2011). According to Gregersen and Horwitz (2002), 

students who focus on not making mistakes present a feeling of anxiety in language learning. 

Therefore, EFL teachers boost their students’ speaking performance on the understanding that 

any learning process brings errors with it, but it is not a reason to feel fear or embarrassment. 

In this sense, feelings and emotions experienced by learners, influence their language 

learning as much as cognitive factors (Méndez López & Peña Aguilar, 2013). The experience 
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provided in the classroom commonly impact both, learner’s achievement level, and their 

attitudes on current and future language learning (Gardner & Macintyre, 1992; Lennartsson, 

2008). As for any other skill, EFL teachers must lead learners to success, being a supportive and 

sensitive guide through speaking tasks. Students have to be provided with an environment that 

encourages them to freely express their ideas, feelings and thoughts in the foreign language. 

Focus of the Research 

First and foremost, the interest of this study lies in diminishing the negative effects of 

anxiety on the young EFL learners’ speaking through task-based storytelling as the teaching 

practice that balances cognitively and affectively the oral ability development. Additionally, the 

present action research project is focused on exploring and describing how elementary EFL 

learners’ perception on their speaking performance is influenced by the practice of the 

aforementioned strategy.   

It often happens that EFL students are familiar enough with the language to speak about 

any relevant subject within the classroom, and once they try to contextualize it to their reality, 

they feel unable to do so. One of the common causes for this feeling of impairment is being 

distressed by affective factors such as anxiety, which prevents them from developing their 

speaking skills as much as they have tried (Tanveer, 2007). Consciously or unconsciously, their 

language learning is affected by the emotions of which often teachers, either do not realize 

(because it happens outside the classroom, or due to lack of observation) or decide not to get 

involved. Perhaps an adequate remedy to this bump in speaking would be that EFL teachers 

decide to take students' emotions into account and adapt the tasks of speaking to a balance 

between what the learners are expected to achieve and what they are really capable of doing 

without facing adverse feelings.  
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As mentioned by Zheng (2008), when activities’ difficulty is adequate, students 

experience facilitative anxiety and their learning is benefited, while under a high level of 

difficulty, debilitative anxiety emerges, and students respond with evasion or inefficiency in the 

class work. As in any other area of learning, the speaking skills development depends on how the 

class activities motivate and build confidence in students. In other words, EFL teachers must 

meet the affective necessities of their students as much as learning. This will not only impact on 

the individuals’ speaking performance, but in the entire educational context as well. 

Aims of the Study 

The purpose of this study is to explore the effects of task-based storytelling on EFL 

elementary learners’ anxiety when speaking. Therefore, the expected outcome of this action 

research project is to reduce the negative effects of anxiety in the speaking performance of young 

EFL students through the practice of task-based storytelling. 

 Moreover, as a result of the modification of their anxiety, the improvement of the EFL 

elementary learners’ perception about their own speaking performance is also intended, since the 

negative effects of speaking anxiety frequently prevent them from strengthening the skill.  

Research Questions 

What impact does task-based storytelling practice have on EFL elementary learners’ 

speaking anxiety? 

How do task-based storytelling activities influence EFL elementary learners' perception 

about their own speaking performance? 

Rationale 

There are a great number of strategies to be used in order to develop speaking skills in 

elementary EFL learners. Certainly, the level of anxiety that is experienced in the EFL classroom 
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depends to a large extent on the learning situations and the effectiveness of the students' 

performance that results from them. According to Horwitz (2001), the correlation of anxiety and 

language learning is extremely close since students become anxious when their performance is 

poor, and there is no anxiety with fulfillment. Likewise, Asnur (2013) affirms that the more 

intense the anxiety, the greater the interference in language efficiency. In this regard, committed 

teachers should consider the beneficial and harmful results of their teaching practices, in order to 

regulate the impact of language anxiety.   

This study proposes the use of task-based storytelling as the suitable strategy to reduce 

the debilitating effects of anxiety and to reach the desired confidence of EFL students in their 

own speaking performance achievement. A clear task model to be reproduced and the 

opportunity to practice the task in a warm and supportive learning environment in which students 

feel comfortable to speak despite their mistakes, may lead participants to develop their speaking 

skill as well as lessen the negative effects of anxiety.  

This action research project is relevant to EFL teachers since it aims to strengthen 

elementary EFL learners’ perception as effective speakers by means of a variety of storytelling 

activities under the task-based approach. The implementation of this strategy would help anxious 

students to deal with the experience of negative feelings and to encourage their willingness to 

develop their speaking skills. 

This project would have an effect not only on the speaking skills of the EFL learners, but 

also transversely in their life skills, helping them to cope with anxiety both in academic 

situations that have to do with the English language domain, as in any other area. Conclusively, 

language teachers who design encouraging, functional and authentic learning situations to attend 
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the development of productive skills are on track to guide students to succeed in English 

language communication effectiveness.  
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Literature Review 

      This chapter summarizes a review of the development of speaking skills and the 

interaction of anxiety in English as a foreign language learning. The main concepts of the task-

based approach are described and how it is used in improving the speech performance of 

students when intermingled with the practice of storytelling. 

English as a Foreign Language Learning 

Language is at the center of human life and is part of our individual and social identity. 

As it is known, a foreign language is studied in an environment where it is not the main vehicle 

for daily interaction and where input in that language is restricted (Oxford, 2003). English is 

spoken as a foreign language by approximately 1.5 billion people (Crystal, 2012) so it is known 

as the universal language. Therefore, learning to communicate in English effectively and 

efficiently undoubtedly impacts people's careers, lives, identities and possible futures. Setting 

conditions as exposure, opportunities to use the language, motivation, and instruction, are 

fundamental for EFL learners since they need chances to say what they think or feel and to 

experiment what they have learned in a supportive atmosphere (Willis, 1996). EFL should be 

taught through meaningful activities that focus on use language in context (Gutiérrez, 2005; 

Nunan, 2004; Wolff, 2010); thus, those learning experiences should be grounded on the needs, 

interests, and experiences of students.  

Developing speaking skills in EFL young learners. As stated in Hosni (2014), the 

ability to speak is to actively use the foreign language and it is common for English learners to 

face difficulties in speaking. The development of speaking skills is based on a positive attitude of 

seizing the opportunity to express oneself without fear or worry of making mistakes (Wright, 

2002).  
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Recent studies conclude that once learners have spoken in small groups that generate a 

sense of safe risk, they are generally less reluctant to speak (Chang & Brickman, 2018; Oroujlou 

& Vahedi, 2011; Shin, 2000). This kind of interaction allows students to not only express their 

ideas, but also work cooperatively, increasing group cohesion and motivation (Atkinson & 

Hilgard, 1996; Foster-Cohen, 1990). A correct selection of activities might achieve a 

motivational balance in the EFL classroom, reducing anxiety. 

Affective considerations in EFL teaching. Affectivity has a positive or negative 

influence on EFL students, facilitating or impeding learning (Arnold, 1999; Brown, 2015; 

Jahangiri, 2014). That is to say that how students feel and how they perceive themselves as 

learners will define their progress in learning. So, it is paramount that teachers consider learners 

affective needs. 

Méndez López (2012) asserts that "students' emotions, feelings and attitudes shape the 

process of learning a foreign language and help to determine the degree of success students may 

experience in this process" (p. 12). The interaction of emotions with the various factors that 

affect student learning can help them continue or make them give up. Thus, teachers ought to 

promote an optimum learning environment to help them focus (Méndez, 2012); an appropriate 

context in which students feel willing to produce the foreign language without fear of failure. A 

well- structured and predictable learning environment provides support for children’s self-

regulatory capacities and offer secure and warm relationships with educators which benefits 

children’s social and emotional development (Institute of Medicine and National Research 

Council, 2015). 

Anxiety in language learning. Negative emotional factors such as anxiety affect 

language learning in general (Zubko & Ortega, 2013), and specifically speaking skills 
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development. A number of studies have indicated that speaking performance is the aspect that 

causes more anxiety in a foreign language learning situation (Arnold, 1999; Ellis, 1994; Horwitz 

et. al., 1986; Young, 1991).  In this sense, Arnold (1999) stated that anxiety is quite possibly the 

affective factor that most pervasively obstructs the learning process when it comes to negative 

feelings intimately connected to cognition. It is commonly associated with uneasiness, 

frustration, self-doubt, apprehension and tension.  

Gardner and Macintyre (1993) defined language anxiety as fear of apprehension 

occurring when a learner is exposed to perform in the foreign language. Several studies show the 

negative correlation of language anxiety with the speaking performance (Cheng, Horwitz & 

Schallert, 1999; Gardner and MacIntyre, 1991; Horwitz et al., 1986; Trylong, 1987; Young, 

1986). Some others refer to two types of anxiety, the facilitative anxiety which promotes a more 

efficient speaking skills’ development and self-confidence of language learners, and the 

debilitative one which is essentially a consequence demanding tasks exceeding the learning 

capacity perceived by the students (Ehrman & Oxford, 1995). Whatever the position on this, it 

could be said that anxiety is a constant emotion in EFL learning. Its function is making us aware 

of possible failures to respond in the best appropriate way (Mental Health Foundation [MHF], 

2014), because it is indisputable that the expectation of success is an inevitable fact of anxiety.  

Some studies reveal that the subjective character given to the feeling of anxiety and the 

physical reactions that students may have in response to this, seem not to be far from those 

observed when experiencing any other specific anxiety (Hashemi, 2011; Horwitz et. al, 1986; 

Jannati & Estahi, 2015; Jahangiri, 2014). Horwitz et. al. (1986) identify some physical symptoms 

associated with speaking anxiety as tenseness, trembling, perspiring, and palpitations. Their 

study reveals the experience of apprehension, worry and dread among language learners, who in 
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consequence face difficulties in concentrating and become forgetful. In addition, Jannati and 

Estaji’s study (2015) detects varied anxiety symptoms reflected in EFL learners’ body language 

like wiggling or squirming in a chair, chewing on a pencil, twisting ones’ hair, and playing with 

clothes. Moreover, symptoms of speaking anxiety in voice may be a change in the usual speed, 

the presence of disfluencies and disrupting their speech (Argyle & Lu, 1990; Cook, 1969; 

Gregersen, Olivares‐Cuhat, & Storm, 2009; Siegman, 1987). Cook (1969) states that anxiety in 

speaking is reflected in the quality of the voice, through repetitions, stuttering, omissions of 

words and breathy voice. Identifying these features of anxiety in the voice is a complex issue due 

to the subtlety of them and because some changes depend absolutely on the personality of the 

speakers (Gregersen, Olivares‐Cuhat, & Storm, 2009).  

 On the contrary, effective communication begins with a strong presentation, showing 

confidence through movements and gestures, and making eye contact to capture the audience’s 

attention (Astuti & Rohim, 2018; Tanveer, Zhao, Chen, Tiet, & Hoque, 2016). Outstanding 

speakers are aware of both their words and what their bodies express when they speak. But 

occasionally, language teachers have become so accustomed to observing attitudes derived from 

anxiety, so they do not bother to address them and promote greater confidence in their learners’ 

performance (Blazar & Kraft, 2017; Wu, 2010)  As in almost every aspect concerning the 

preparation of teaching practices, EFL teachers must give their best effort to identify those kinds 

of undesirable changes due to anxiety, make their students anxiety aware and assist them in 

accepting it as a natural and momentary emotion (MHF,2014).  

Attitudes and perceptions in language learning proficiency. Positive experiences in an 

EFL classroom are key aspects for learning proficiently. According to Williams, Mercer, and 

Ryan (2017), learning and motivation to practice the English language is deeply and frequently 
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influenced by the perception that learners have about their successes and failures. The 

relationship between attitudes, perceptions and learning becomes complex due to the 

particularity of the affective and cognitive needs of each student. Marzano (2006) illustrates that 

in order to reinforce confidence in EFL students and project good attitudes towards learning, it is 

essential to improve the students' perception on the usefulness of tasks in improving their 

performance. Thus, a warm EFL classroom in which learners feel satisfied with the development 

of skills might favor the effectiveness of their oral communication. 

Task-based Approach 

The task-based approach has been very popular in recent years, which has as its principle 

the notion that learning and teaching should be organized around a set of meaningful tasks that 

require learners to use language, in order to attain a goal (Cook, 2016; Nunan, 2004; Skehan, 

2003; Willis, 1996). The success of teaching practices depends to a great extent on the 

organization of the tasks, and on the correct planning and preparation of the lessons. 

One of the purposes of the use of communicative tasks in the EFL classroom is to make 

the students speak in the target language. EFL teachers are responsible for designing tasks with 

specific objectives that encourage students to interact in the target language in the classroom. 

Tasks must be designed to create the optimal conditions for a practical language learning with 

the clear purpose of communicating in a real context (Ellis, 2003; Willis & Willis, 2007).  

While students perform tasks, they should use language in a significant manner, being 

this the vehicle to achieve the objectives of the task (Rodríguez-Bonces, 2010). Often, the goal 

and the result are the motivation for students to get involved in the task, which then becomes a 

learning opportunity for them. As said by Willis (1996), the task-based approach helps students 

gradually gain confidence as they discover that they can rely on cooperation with their peers to 
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achieve the task's objectives, mainly through use of the target language. If a task stimulates 

interest and the desire to be actively involved in the work, students will learn. And, when they 

get that satisfactory feeling of achievement, they will be willing to participate in future 

occasions. 

Under the vision of Ellis (2003), the task-based learning process has simple steps to 

follow: pre-task, during task and post-task. Pre-task has to do with consciousness and raising 

activities. Then, students develop the task given and teachers monitor the continuity of the work 

on the established topic. Finally, the post-task part is focused on communication activities in 

which the participants report the task, repeat it if necessary, and reflect on their own work. 

Similarly, Willis and Willis (2007) proposed three phases for this process: pre-task, task 

cycle, and language focus.  The pre-task phase introduces the task usually giving examples. The 

task cycle offers learners the chance to use whatever language they already know to carry out the 

task. In this phase, first students do the task in pairs or small groups under teacher guidance. 

Then, they plan how to report, and teachers should be attentive and provide useful advice for 

improvement. After that, the report is presented, and teachers listen to it and make their 

comments. Lastly, the language focus phase consists in analyzing some of the specific features 

occurring in the target language and practicing new language uses. 

In both models, students repeat their process causing them to realize that the target 

language is diverse, so many different structures and words make sense and can be used for 

various communication contexts. Although their work on the main task has been satisfactorily 

completed, the learning process never ends, and the evaluation part is fundamental for students to 

become aware of their own learning. 

 



TASK-BASED STORYTELLING 20 

 

Storytelling in the Educational Context 

Telling stories is one of the oldest forms of communication. Nowadays, storytelling is 

emerging as a powerful teaching-learning tool and has even diversified its application in 

important areas such as marketing, tourism or the arts, so its purposeful use has ceased to be 

distant to our daily life. Roney (1996) defines storytelling as: 

 

A process where a person (the teller), using vocalization, narrative structure, and mental imagery, 

communicates with the audience who also use mental imagery and, in turn, communicate back to the 

teller primarily through body language and facial expression in an ongoing communication cycle. (p. 

2) 

 

In this connection, Moon (2010) asserts that storytelling implies the enlivening of a story to 

hold attention and facilitate engagement. Then, the purpose of students learning to tell stories, is 

to rise their ability to present the story with confidence without always looking at the script, in 

other words, to manage the content of the story by their own means. Therefore, it is closely 

related to communication skills, since it can be considered as a practice to handle self-expression 

and the confidence to speak (Moon, 2010). 

To take part in storytelling implies the participants’ active engagement in a meaningful 

language experience with a great expectation of success. Different authors agree that stories are a 

source of motivation and rich in linguistic experience (Ellis & Brewster, 2014, Kalantari & 

Hashemian, 2016; Porras González, 2010). The stories guide learners to their own knowledge of 

the language while sharing and collaborating (Wright, 2002). Stories are useful in learning 

English as a foreign language because they present language in a repetitive and memorable 
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context, they are motivating, challenging and enjoyable, which untangle positive attitudes 

towards the foreign language, and exercise imagination and creativity (Ellis & Brewster, 2014).  

Using storytelling in the classroom on a regular basis is a good teaching-learning strategy, 

since it is based on the oral strengths of the students who live the language experience to help 

them develop social, intellectual and linguistic competences successfully (Roney, 1996). 

Students who are frequently exposed to stories could develop oral language more easily than 

those who are not, and this exposure would also help them reach a higher level of language 

proficiency, being active participants in their foreign language learning in a social context of 

constant interaction.  

Stories offer an important and constant source of linguistic experience for children so the 

storytelling strategy in the classroom can be used to help children empower themselves as 

competent and confident speakers. The success of a storytelling session with children depends on 

their willingness to participate and demonstrate a skilled performance. Despite the ease with 

which children learn languages, the foreign language contexts challenge their natural ability 

since in most cases, exposure to the foreign language is limited in the classroom. Considering 

this, the importance of making language learning events in the classroom meaningful and 

appropriate for the learning needs of children becomes crucial (Recio, 2005). Storytelling 

inspires young learners and stimulates their mind in a low-anxiety and motivating setting for 

learning English as a foreign language. 

Regarding language learning, the methodological structure of the task-based approach 

covers children's need to understand their reality because it allows them to plan language 

objectives in accordance with their own communication needs. If children who perform 

communicative tasks make an error during the completion of the task, it can be corrected in the 
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subsequent stages without an adverse learning effect, and they will ask for more explanation 

after having understood the conventions of the language. 

Following the cycle of tasks suggested by Willis (1996), in task-based storytelling, the 

sequence of events previously shown to young learners, is retaken and they are asked to tell a 

story to the teacher in small groups. This encourages children to follow a structure in their own 

stories where a clear organization can be observed; however, children are always free to change 

the details during the development of the main task and to express themselves about the story by 

sharing it with their audience.  There is evidence of great progress in overcoming difficulties in 

oral expression after the implementation of task-based storytelling (Norbey & Muñoz, 2015). In 

view of the foregoing and in the context in which this study is to take place, task-based 

storytelling seems to be a very suitable combination of an avant-garde teaching approach that 

seeks to place EFL young learners in a communicative experience of the real world through the 

competition of significant task, and the proper application of an effective teaching strategy such 

as telling stories. 
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Methodology 

This chapter presents the methodological components of this action research process. Its 

design represents a form of intervention in which the researcher constantly interacts with the data 

in order to understand how the studied events occur (Fraenkel & Wallen, 2003; Hernández, 

Fernández, Baptista, Méndez & Mendoza, 2014). Therefore, it also includes a description of the 

instruments that will be used for gathering data. These were selected for collecting relevant 

evidence in order to answer the research questions.  

The importance of acting thoughtfully over the research process to record in detail both 

the anxiety experienced by the participants and their effect on their attitudes and perceptions on 

their own oral performance is highlighted.  

Action Research 

Stringer (2013), defines action research as a systematic research aimed at finding 

solutions to everyday problems in an effective way. Additionally, Brown (2015) determines that 

action research is the term given to a set of research approaches that aims to achieve positive 

changes and improvements in the social situation of the participants, both by generating 

theoretical and practical knowledge about the situation, as well as improving the collaborative 

environment and establishing the basis of a positive attitude towards self-development. 

The main purpose of action research is to generate changes. So, it is participatory and 

collaborative since teachers are involved in the research process to examine their own teaching 

context (McKay, 2006). This embraces the investigative method as a collaborative process in 

which teachers assume the role of researchers, having primary responsibility for framing the 

research project and for acting as agents in the implementation thereof. It is intended that 

teachers and learners link efforts to achieve the study purposes by keeping on critical and 
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reflective actions into the research process. Consequently, action research is characterized by 

being a continuous process of self-reflection, self-evaluation and self-questioning due to the 

interaction among teacher-researchers and participants (Guerra Sánchez, Rodríguez Vásquez, & 

Díaz Mosquera, 2015; Luttenberg, Meijer, & Oolbekkink-Marchand, 2017). 

In addition to the fact that action research benefits education by being used to explore 

teachers’ own practices, other advantages must be taken into account. Wallace (2000) stated that 

some of the most beneficial aspects about teacher action research are being small-scale, 

contextualized, localized, and aimed at discovering, developing, or monitoring changes to 

practice. This type of collaborative and democratic research can not only be carried out 

individually but also as a team; in fact, there are institutions that take action research as a 

continuous professional development process, so the educational practice improvement is 

fostered. In addition, diverse studies evidence that teachers-researchers identify systematically 

problems to overcome into their educational context, which leads to the development of 

individuals oriented to investigation (Burns, 2015; Costello, 2011; Nasrollahi, Krish, & Noor, 

2012; Hien, 2009). Although the action research intervention occurs in the particularity of a 

context, its adaptation to diverse situations in different circumstances is conceivable. For this to 

be possible, the methodology of the study has to be deeply described, so readers can follow each 

of its procedural stages in detail and endorse it according to their own research needs (Miles, 

Huberman, & Saldaña, 2014). 

Teachers who opt for action research takes a series of risks. The validity and reliability of 

the study are compromised since the professional decides to evaluate their own practice. From 

identifying the problem, selecting participants and designing the action, to interpreting data and 
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reporting the study results, the quality of the study may be compromised if the researchers are 

not prepared to analyze critically and evaluate their own practice (Hien, 2009; Mertler, 2006). 

Over the last two decades action research has become increasingly popular in TEFL 

because its practice expands the teaching skills of educators, who gain a better understanding of 

themselves, their classrooms and their students (Mackey & Gass, 2013; Nasrollahi, Krish & 

Noor, 2012). Thus, it is becoming an academic tool which strengthens the commitment to make 

educational changes happen (Stringer, 2013). Moreover, action research is itself a recurring 

activity in daily teaching tasks. As teacher-researchers systematically do when conducting an 

action research, educators plan the lesson, implement it and evaluate their teaching practice, so it 

is a familiar research process that can be done naturally to get conclusive results without further 

complications (Mills, 2011).  

The most noteworthy feature of action research is probably the predictability of possible 

adverse situations in teaching-learning processes, in such a way that a positive impact on the 

students’ performance is reached. To sum up, committed teachers invest effort in research, 

reflecting deeply on the design and exploration of the project, as they will be benefitted from the 

clarity of the results. 

Context of the Study 

This action research project was carried out in a private elementary school located in 

Medellín de Bravo, Veracruz. EFL learners are instructed for one hour daily.  The participants of 

this study attend the fifth and sixth grades. They were twelve children between ten and eleven 

years old; seven girls and five boys. These students have achieved an English language level that 

fluctuates between A2 and B1. The implementation sessions were held once a week, sixty 
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minutes. That is, one of their regular English class periods per week was replaced by our 

storytelling sessions. 

It is worth noting that before deciding that this would be the context of the study, 

preliminary meetings were held with the school's management team and the English teachers in 

charge of the 5th and 6th grade groups. They reported that their students certify their level of 

English through external evaluations (Cambridge YLE tests), so they documented an overall 

level between A2 and B1. However, they recognized that the skill in which most of the students 

scored lowest was speaking. In addition, their teachers stated that in the classroom, the students 

were reluctant to participate in oral presentations, conversations, or any other activity related to 

expressing themselves in English.  

Such observations led the school authorities to think that one of these students’ problems  

was apathy and lack of interest in being part of the activities related to EFL speaking practices. 

They also acknowledged having neglected the classroom environment, and not being aware of 

the emotions that were experienced in it. After having discussed the purpose of the study, they 

welcomed the idea of being able to see themselves benefited by trying to revive the motivation of 

their students in speaking English. They enthusiastically agreed to collaborate in the 

investigation process. 

Implementation  

The intervention of this study was carried out in four phases with different specific objectives. 

Each phase consisted of three implementation sessions. Before and after the implementation, 

fundamental data collection activities were carried out for a better development of the project. 

Each is detailed below. 
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Before the implementation. Study sessions were held to be familiarized with the study context 

through preliminary observations and by interviewing the school authorities and teachers in 

charge of the groups. Subsequently, the pilot of the initial data collection instrument was 

conducted: a survey of similar students as potential candidates for participants. Thus, the initial 

survey was refined, and it could be applied to the participants. The interview was also conducted 

before beginning the task-based storytelling sessions with the participant students. 

Phase 1: Classic stories to tell. As mentioned, the formal work of the implementation was 

designed in four stages. The first phase named ‘Classic stories to tell’ was the safe bridge 

between the known and the new knowledge, using stories that young students already knew in 

their mother tongue, with vocabulary easy to understand, retain and reproduce. The main 

objective was to allow students to make a mental representation of the story and strengthen the 

ability to speak through internalization to retell. It was made up of three sessions.  

Session one was titled 'Into the woods'. In this, the strategy used was re-telling and the 

study group interaction was in teams. The story used was 'Little red riding hood'. Sessions two 

and three completed another task-based cycle with the title 'News in the kingdom'. As indicated, 

the strategy was the creation of news related to a story. Both 'Little red riding hood' and 

'Goldilocks and the three bears' were the stories that the students worked in small groups to 

create their news to tell. Students were guided to produce news into these stories. For example: 

What was behind the crime of the wolf? Maybe he had a very complicated life, living with too 

many siblings and always trying to call his parents’ attention. So, the students had to create a 

catching title, to place the news and write some details of what police investigated about the 

wolf’s possible motives for committing the crime. 
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Phase 2: Move into stories. In the second phase, the selection of stories and activities related to 

them responded to the necessity of students to expand their learning space; to mobilize 

themselves through different points of the classroom and move around the school. Similar to the 

first phase, 'Move into stories' took place in three sessions.  

In the first session, the story selected was 'The little Indian boy'. Interacting the whole 

group, students had the opportunity to experience the story following the map of events through 

simulated scenarios in the schoolyard. For example, if the story said that the Indian boy climbed 

the mountain, students were asked to climb a playground game instead. All these actions 

following the story told.  

In the following session entitled 'Neverland stories', the participants were asked to work 

in teams. A supposed map of Neverland and a segment of the classic 'Peter Pan' story were 

distributed. The task was to stand in line and to whisper the part of story so the last one in the 

line had to find the correct paper and say the fragment. This prepared them for the fulfillment of 

the next task in the last session of this phase, in which they had to invent a story from within the 

story. That is, in pairs or trios, they had to create an original story but relative to the Neverland 

map. For example: an adventure in the crocodile creek, or a swimming competition in the 

mermaid lagoon. In addition, it should have been told in just ten sentences, as the whispering 

story was ordered in the first session of this phase. This type of activities allowed participants to 

involve their body in telling stories, recognizing that what is told is not only projected through 

the voice, but that eye contact and gestures are also part of what is communicated. 

Phase 3: Storytelling figure and form. In the same vein, the third phase aimed to achieve the 

focus of the relationship between sight and hand control in oral performance. The participants 

handled the task of telling stories with the use of simple figures in cubes, expanding their 
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creativity and ease of speech. The 'Storytelling figure and form' phase began to specify the skills 

developed safely and comfortably in the previous sessions. In the seventh session of the 

implementation, the participants had to individually tell a story with icons and emoticons 

embodied in cubes. Continuing with the same strategy, in the following two sessions the students 

had the task of creating their own story cubes to tell stories. They combined them with those of 

other classmates, ordered them in various ways, and repeated the activity as many times as they 

wanted to improve their stories and make them increasingly long, imaginative and fun. 

Phase 4: Picturing the story. Finally, the last stage of the implementation meant the challenge 

of exposing the developed speaking skills individually and in front of the group. Sessions ten and 

eleven of the action research intervention corresponded to 'Picturing the story'. With the visual 

help of a given sequenced story, the participants had to narrate what the images meant to them, 

just trying to be fluent and accurate. It was a series of five pictures that the students arranged 

themselves according to what they wanted to tell. Without any time-limit or restriction, they 

should communicate their ideas, thoughts and feelings, giving verbal form to what they 

observed. 

After the implementation. As stated above, data relevant to the study was collected during the 

implementation. Once the four phases of the intervention were completed, a survey and 

interview were again carried out to support the report of the action research project. That is, to 

share results and plan future actions with the school management team. 

Data Collection 

For the purpose of this study, the instruments used for data collection were: pre and post 

surveys, initial and final interviews, a self-assessment language form, observation notes, and 

audio and video recordings. Data sources were closely related to the research questions and 
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provided pertinent data to be thematically organized for its analysis (Alberta Teachers’ 

Association [ATA], 2000).  

Surveys. A pre-survey was the opening instrument utilized to get further comprehension of the 

situation to be studied. It was made up of fifteen questions which have to be answered by a rating 

scale. The design of the survey served to obtain data on how good English speakers students 

perceive they are, and the anxiety rate they experienced when speaking. The same survey was 

applied after intervening for getting a comparison of the obtained results and to evidence 

learners’ progress (see Appendix A). 

Through the use of surveys, factual, behavioral and attitudinal information regarding 

students’ perceptions and beliefs is attained (McKay, 2006). In other words, learners’ attitudes 

and their way of conducting themselves into the experience of speaking was shown, and the 

grade of self-confidence against anxiety was compared in the speaking performance of the 

students before and after the intervention (see Appendix B). 

Interviews. After the application of the pre-survey, the main characteristics of the participants 

were detected in terms of their experience of speaking anxiety, and their perception as speakers. 

In order to obtain an intentional sample, three students were selected to apply the questionnaire 

for more effective data collection (King, 2004; Patton, 2015): 1) the student with the highest 

confidence in his speaking ability and the lowest anxiety rate, 2) one of the average students in 

both speaking proficiency self-perception and sense of anxiety, and 3) the student who showed 

greater anxiety when speaking in English and perceived himself as a substandard speaker (see 

Appendix C). 

The interview was semi-guided consisting of six basic questions to which some follow-up 

questions were added to obtain more information relevant to the study. The six basic questions 
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were asked in the same order to the participants to maintain coherence, and they were recorded 

in audio to focus on the answers (Johnson, 2012; Schmidt, 2011). To contrast the students' 

confidence progress in speaking and to know the effectiveness of the strategy, the interviews 

were carried out at the beginning and at the end of the implementation. The procedure for both 

interviews was the same, but the questions were different, adjusted to obtain the required 

information (see Appendix D). 

Video recordings. Being able to analyze anxiety and discomfort through body movements, is the 

product of a detailed observation of the learners’ speaking performance. For this fact, sessions 3 

and 11 of the implementation were recorded, thus allowing the comparison in terms of their 

speaking progress. The video recordings were intended to capture non-verbal behavior (Denham, 

& Onwuegbuzie, 2013; McKay, 2006) and to take into account details that occurred during the 

oral participation of the students, which could be omitted at the moment (Gibbs, 2011). 

 Video recordings were duly transcribed with the particular purpose of keeping a record of 

the achievement obtained by a sample of 6 of the 12 students in terms of their speaking ability, 

although finally, for purpose of the investigation, only their perception was taken into account. 

These recordings were analyzed using an observation chart (see Appendix E). It provided a holistic 

picture of the students' oral performance and allowed to isolate the specific behaviors related to 

the anxiety of speaking showed by the sample of participants (ATA, 2000). In this regard, 

Bachman (1990) suggested two main components of the ability to speak, aspects categorized in 

the organization (vocabulary, morphology, syntax) and its pragmatics (the efficient expression of 

a variety of functions). 

Audio recordings. The way in which a sample of six participants managed to tell stories was 

recorded. Stringer (2013) points out that recording learners’ speech may be extremely helpful in 
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gathering data about the speaking skills of the participants. These recordings were made in sessions 

9 and 11 of the implementation in order to detect audible signs of anxiety. As with video 

recordings, an observation chart (see Appendix F) was used for analysis and interpretation. 

Speaking pace and pitch changes, lack of fluency, repetitions, stuttering, omissions of words or 

incomplete sentences were considered as audible features of voice anxiety (Argyle, 1990; Cook; 

1969; Gregersen, Olivares‐Cuhat, & Storm, 2009).  

Although some notes regarding the interpretation of the data were made from the moment 

of recording, an open mind was always kept before the search for explanations and patterns in the 

data collected during the recordings (Miles, Huberman, & Saldaña, 2014), therefore, the 

observations from these were made as neutrally as possible. 

Self-assessment learning form. At the end of session 6 of the strategic intervention, a self-

assessment form was applied to the participants. Rodríguez Ochoa (2007) argues that self-

assessment helps students to reflect on their language learning process and facilitates teachers to 

obtain more valuable comments to improve the design of activities. Furthermore, Brockbank, 

McGill and Beech (2003) affirm that this type of instruments can provide information about 

participants’ perspectives on affective and instructional factors and afford a vehicle for data 

triangulation. So, it was intended to help students reflect in a structured way on the development 

of their speaking ability and to make them aware of how the strategy of task-based storytelling had 

helped them in this process so far.  

The participants were asked to briefly describe how they have felt participating in the 

project and about their perception of individual and relational factors relevant to the study, about 

the activities in the intervention sessions, and how they perceived themselves in terms of their 
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participation. They also were allowed to add their own comments and observations if they wish to 

do so (see Appendix G).  

Checklist. In order to provide first-hand information about the participants' perception of their 

speaking performance, they were asked to fill out a checklist and to record additional comments 

about it, at the end of session 7 of the strategic intervention. This instrument allowed participants 

to indicate simply if the behavior or characteristic in question was presented (Mertler 2019), but 

by adding a brief description as it was done, it became a conducive tool for action research which 

allowed a meaningful analysis of the learners’ comments regarding their perceived skills. 

 This checklist consisted of six yes/no questions, with a section at the end for making further 

comments (see Appendix H). The students added an extra answer column that they called 

sometimes, or more or less, according to the question. In the comments section, they were 

instructed to write any comments regarding how they felt speaking English or performing the tasks 

of speaking during the implementation of the project. 

Observation notes. According to Tessier (2012), taking observation notes makes data analysis 

accessible due to the synthesis of what was happened in the study situation. Notes of constant 

observations were added to the implementation document during each session (see Appendix I) in 

order to made up a record of the central facts and issues presented during the sessions as well as 

details pertinent to the research purpose. These notes allowed to record how participants exposed 

their speaking anxiety or, on the contrary, the level of confidence students shown when speaking 

English. Particularly, these notes were related to some significant comments regarding the self-

perception about the learners’ speaking performance proficiency, how they interacted during the 

intervention and reacted to their speaking practices. 

 



TASK-BASED STORYTELLING 34 

 

Data Analysis Process 

 Once data collection procedures had been completed, the information obtained from all 

those instruments was systematically analyzed. The steps followed for data analysis were based 

on the process suggested by Stringer (2013): first, data was revised to select the most pertinent to 

the research aims and questions; next, data was analyzed to determine preliminary the significant 

pieces; these units of meaning were coded and categorized in different ways but limited to the 

study interests; after that, themes or super categories were determined to be deeply analyzed; 

finally, a category system was organized to structurally display data.     

 In addition, to ensure rigor in the investigation and to achieve the desired trustworthiness 

of the study, the strategy of triangulation of the methods was implemented in order to address the 

possibility of bias (Krefting, 1991). The analysis of the data and how they were handled, is detailed 

below. 

Systematical and certain data analysis. Once significant data was determined, these units of 

meaningful information were coded. For this purpose, an open coding was carried out which 

allowed to break down the data to be categorized and examined, contrasting them in search of 

similar patterns or significant differences (Richards, 2003). For larger amount of information as in 

interviews, transcripts from recordings and observation notes, a computer program to organize 

qualitative data named Atlas.ti, was utilized (see Appendix J). Additionally, color coding and letter 

coding were implemented to analytically observe incidences and particularities of the data 

obtained (Miles et. al., 2014).  After that, themes to be deeply analyzed were determined. This 

process was conducted in line with the research purposes to facilitate decision-making on what 

data to use and how pertinent it was.  
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Triangulation of methods as the study confirmation. The instruments for data collection in this 

study were diverse in order to obtain information from different angles, allowing the guidance of 

the credibility and trustworthiness of the research (Krefting, 1991). Creswell (2014) defines 

triangulation as a strategy to guarantee internal validity, while Patton (2015) enhances the function 

of triangulation in the comprehensive understanding of phenomena through the application of a 

variety of methods to collect data on a same phenomenon, involving different types of samples. 

 The triangulation of methods allows the convergent study of the results from multiple 

perspectives, minimizing the probability of distortion in the analysis. To optimize the quality of 

the study, the information was analyzed through the researchers’ observation notes and the self-

evaluation of the learners; inquiring about the data when requesting specific information about the 

participants’ emotions and perceptions through surveys and interviews; as well as examining 

student performance with the use of recordings and learning records (Creswell, 2014; Patton, 

2015). 
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Results  

 This chapter presents two main themes that emerged from the understanding and 

interpretation of the data collected: 1) the reduction of the negative effects of anxiety 

experienced when learners’ speaking practices; and 2) the improvement of the students’ 

perceptions about their own speaking performance. The evidence that allowed to make these 

assertions is presented below. Students' responses were transcribed without editing or error-

correcting. For the purpose of the participants’ confidentiality, pseudonyms were used (Miles et. 

al., 2014).   

Reduction of Negative Effects of Speaking Anxiety 

In general, the practice of task-based storytelling impacted positively on EFL elementary 

learners' anxiety. Data shown that this strategy led most participants to diminish the negative 

effects of anxiety when speaking. Learners’ responses comparison  in the pre- and post- surveys 

revealed that the majority perceived themselves as less anxious active speakers. Figure 1 shows 

that there was a lower range of anxiety when speaking in six of the eleven respondents.  

 

Figure 1. Anxiety in speaking. Comparisons results of individual speaking anxiety score. 
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It should be noted that Yadira was not taken into account since she was not in the group at 

the beginning of the study. In addition, the responses of Carlos indicated that there was no change 

in his sense of nervousness when speaking.  

Secondly, some findings revealed that implemented task-based storytelling activities 

supported EFL learners in speaking anxiety management. This is shown in some transcripts of 

interviews (see Appendix D) and observation notes (see Appendix I). In the final interview, 

Georgina was questioned if she felt anxiety or worry when speaking in English, to which she 

answered the following: 

 

Ahhh, no. Because I… I think I… because I know all the persons with, what I am talking, and I 

know that those persons know how I am, and I think that can help you. [GEORGINA_FI] 

 

In order to continue obtaining more information about this, she was asked what would 

happen when speaking in front of strange people, and she answered the following: 

 

Ahhh, well ahm, if I had been practicing I think I don’t feel nervous or scared, but if I didn't 

practice and it’s something new, well, I could feel a few. [GEORGINA_FI] 

 

For further evidence of the previously asserted, one of the observation notes made in 

session 11 highlights the generalized situation of a slight decrease in the feeling of anxiety when 

speaking in most of participants. Contextualizing, at the end of the session, and after having been 

recorded during their oral participation, Amanda finished telling her story and smilingly 

commented that it was now very easy to speak English. Her comment opened the door for the 

group to express their feelings. The annotation was as follows: 
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Session 11_ June 4th, 2019 | In general, SS commented they did not feel nervous in their oral 

participation, even if they were recorded. They also reported not having noticed their 

movements when talking (they show unconscious anxiety). 

 

It is necessary to insist that the note above was based on a number of comments made by 

the students; in the expression of their own perception. However, in the recordings of their oral 

participation, anxiety symptoms were detected in his voice and movements. So, the comment in 

parentheses responds to what was observed in the participants' performances while speaking. 

 

Overall, evidence suggested that participants perceive themselves as more confident EFL 

speakers. In the final interview, the three respondents (Georgina, Carlos and Rodrigo) were 

questioned about the emotions faced when speaking English in the school context, to which 

Georgina responded as follows: 

 

I think that I face a little of nervous but when I have, mmm, a little time talking I start to 

have more confidence. [GEORGINA_FI] 

 

Although most participants fulfilled speaking tasks with commitment, anxiety traits could 

be detected in learners' speaking as previously mentioned. According to records, the participants 

achieved a satisfactory number of words when telling stories, however, there was also a higher 

incidence of anxiety signs observed in their body movements and gestures (see Table 2).  
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Table 2 

Symptoms of anxiety visually observed in the body and attitudes of the participants. 

Words number  Video recordings | Observation notes 

Carolina_ 78 Getting against a bookshelf, moving subtly from side to side; the hands always in movement, 

come together, separate, touch and tighten constantly, stretching their fingers and moving their 

knuckles in a circle; chuckling; she only makes eye contact when he finishes talking. 

Eduardo_ 59 Speaking too fast, hesitating when connecting ideas, keeping his hands into the pockets, visual 

contact at the end. 

Carlos_ 54 With the right hand, scratching his clothes. With the left hand, tapping on the wall. Grimacing 

when he did not remember a word. Visual contact at the end of your participation. 

Leandro_ 51 Scratching clothes, fidgeted with hands, trembling fingers while pointing, pinching his eyes 

with his fingers. 

Rodrigo_ 46 Hands in his back, no eye contact, moving knees, closing eyes. 

Amanda_ 56 Exaggerated gestures, movements indicating doubt, fake smiling, visual contact at the 

beginning and at the end of the participation. 

  

As an increase in the variety of anxiety symptoms was visually observed through video 

recordings, audio recordings also showed similar signs of anxiety when speaking. Figure 2 shows 

those voice anxiety cues observances which indicated a speaking anxiety increasement. As 

indicated in the methodology section, audio recordings were used in sessions 9 and 11 of the 

implementation and they were analyzed later to have a register of anxiety signs audibly observed.  

 

 

Figure 2. Incidence of anxiety traits observed. The audio recordings comparison indicates an 

increment of anxiety in the voice of the sample. 
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According to the results obtained mainly from the surveys, interviews and checklist, the 

experience of anxiety in the participants was reduced, feeling less concerned of expressing 

themselves orally and having more self-confidence when speaking. Conversely, it turns out that 

the recordings allowed to observe a greater number of anxiety indicators in the individual oral 

participation of some students. 

Better Perception of Speaking Performance 

 On the whole, the practice of task-based storytelling successfully influenced EFL 

elementary learners' perception about their speaking performance. In general, the participants 

reported themselves as better EFL speakers. However, data had shown that two of them 

continued experiencing the need for further exposure to speaking practice. 

 Data evidenced a satisfactory improvement in the self-perception that most students had as 

English speakers. A better perception regarding their speaking performance was demonstrated due 

to the checklist instrument. Results suggested 90.9% of success on the task due to having followed 

the instructions punctually, 81.8% of commitment in the creation and telling of stories and 72.7% 

of efficiency in their oral participation (see Table 3). One of the participants, Georgina, did not 

attend school that session so her responses are not registered. 

 

Table 3 

Perception of the students of their own abilities as speakers. 

Checklist questions 
Students’ responses 

Ana Yamileth Carolina Eduardo Carlos Leandro César Rodrigo Amanda Vania  Yadira 

1. Were you engaged 

with the story? 
Y Y N Y Y Y Y Y Y Y N 

3. Did you follow 

instructions to create the 

story? 

Y Y Y Y Y Y Y N Y Y Y 

4. Did you put all your 

energy into it? 
Y Y Y Y Y N Y N N Y Y 
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To affirm that the purpose of study in terms of improving the students' perception of their 

oral performance was achieved, it is required to talk about the effectiveness of the intervention 

strategy. This is closely related to better speaking practices by these young EFL learners. 

Generally, it is fair to say that the learning process framed by task-based storytelling provided 

clarity and significance to the oral production of the participants. In accordance with Georgina’s 

response in the final interview, by means of task-based storytelling, better speaking performance 

opportunities were attained than in regular EFL classes. 

 

I think we have more difficult English and we learn more. Because in the school class we know a 

little of words and ... They teach. And I think here we can learn more than in the school class. 

[GEORGINA_FI] 

  

Additionally, findings indicated that most students reached satisfaction and good compliance in 

their oral performance. Some comments made by participants as the ones retrieved from the 

checklist instrument and the final interview, acquaint this statement as follows.  

 

I liked my story and to include YouTube in it. [VANIA_CC] 

I think I know too many words, and this can help me because my vocabulary is greater, and I can 

be specific. [GEORGINA_FI] 

 

When establishing a comparative analysis of surveys, a positive perception of the own 

learners’ speaking practices was demonstrated (see Figure 3). 
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 Figure 3. EFL learners’ perception of success in speaking performance. Comparisons results. 

  

As it is shown in Figure 3, the comparative analysis of question 3 in the pre- and post- 

surveys -I can successfully accomplish speaking tasks-, illustrated an approximate increase of 

43% in learners' perception on their efficient fulfillment of English-speaking tasks.  

On the contrary, certain students still presented English speaking difficulties. Two 

participants declared that English language management was as difficult as usual after the task-

based storytelling implementation and two more expressed not being satisfied with the creation 

of their stories. Table 4 encloses some of the participants’ negative comments on the 

accomplishment of their speaking task and some others suggest disliking the stories produced. 

These were taken from the self-assessment language form.  

 

Table 4 

Self-assessment form comments. 

Speaking difficulties Storytelling dislikes 

Eduardo_ I find it difficult to speak English. Carlos_ My story had no sense. 

 

Rodrigo_ It is difficult for me to speak English. Leandro_ Well, I did not like my story. 

0 1 2 3 4 5 6 7 8

Yadira

Vania

Amanda

Rodrigo

César

Leandro

Carlos

Eduardo

Carolina

Yamileth

Georgina

Ana

Post-survey Pre-survey
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 In conclusion, the results showed that the task-based storytelling practice reduced the 

negative effects of most participants' speaking anxiety while allowing the development of this 

skill. On balance, evidence suggests that anxiety was no longer perceived as an emotion that 

prevents oral expression. It was also evidenced that the perception of the learners in their oral 

performance improved, although a greater number of anxiety indicators was detected. These 

findings provided a broader understanding of the study context, considering that factors such as 

security provided by clear, precise and achievable tasks, and a comfortable learning 

environment, enrich the strategy and therefore its results. Thus, higher expectations were raised 

about the benefits of reducing the negative effects of anxiety on EFL learning. 
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Discussion and Reflections 

This action research reported the results obtained after the implementation of task-based 

storytelling to reduce the negative effects of anxiety when speaking in a group of twelve young 

learners. The fact that facing negative emotions as anxiety tends to decrease children’s optimal 

learning potential was considered for the design of the present study (Hashemi, 2011; Oxford, 

1999). Accordingly, the results,  mainly surveys, interviews, and observation notes, showed that 

the practice of task-based storytelling had a positive impact by decreasing the negative effects of 

anxiety when speaking in most participants. As the recordings revealed, anxiety was still 

observed in the participants. However, it seemed that they no longer perceive it as an intrusive 

sensation in their oral performance. 

Additionally, the interaction happened in the implementation of this project allowed 

participants to avoid situations that cause anxiety and achieve a natural transition of the students 

towards speaking with more confidence (Shin, 2000). This is consistent with this study’s 

findings that revealed that the utilized task-based storytelling activities supported EFL students 

in managing speaking anxiety. Also, a thoughtful selection of structured activities to promote 

their self-esteem and confidence benefited the children's speaking development (Institute of 

Medicine and National Research Council, 2015; Willis, 1996). In this sense, observation notes, 

the checklist results and interviews responses seem to suggest that after the implementation of 

the strategy the participants perceived themselves as more confident EFL speakers. 

The implementation of the task-based storytelling strategy was planned and conducted in 

four sequenced phases. In the first phase of the present action research were considered classic 

stories to tell under the idea that they are well known to the participants in their mother tongue 

and this would be used to prevent the usual anxiety about the unknown. It often happens that 



TASK-BASED STORYTELLING 45 

 

stories with high language are misunderstood by children and this causes their lack of interest 

(Isbell et. al., 2004).  While in these stories would be vocabulary or linguistic structures 

unfamiliar to students, they would know what the story was about and that would gain ground 

for their perception as good English language learners (Ellis & Brewster, 2014). According to the 

observation notes, in the first sessions (specifically in session two and session four) some 

participants demonstrated resistance to participation. Instead, it can be seen that the 

implementation of this project allowed the opening of young students to participate confidently 

in the proposed activities (observation notes from sessions nine to eleven). 

While the achievement of the first stage was to capture the attention of the students in the 

study process and allow them to rely on their understanding and oral production skills, the 

second stage also served its purpose. In the words of Zubko and Ortega (2013) "classroom 

dynamic influences motivation to learn" (p. 8), so the phase called 'Moving into stories' attended 

to the needs of dynamism that motivated those students still reluctant to participate in tasks with 

enthusiasm. The data obtained through the self-assessment learning form, which was gathered 

after session six, gave an account of how the participants perceived storytelling as an 

understandable and enjoyable experience, in which they enjoyed expressing their own stories 

orally. 

Then, in the third stage, the students were willing and attentive to create their own stories 

with visual aids that guided their innate creativity (Chuang, 2010; Kalantari & Hashemian, 2016; 

Nunan, 2004). The activities carried out in this phase were intended to guide children in a simple 

way so that they could freely interact with simple icons of their own creation and open their 

perspective regarding the creation of stories and how to tell them. The data collected by the 

applied instrument (checklist and reflective comments) revealed that in some sense most of the 
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participants managed to commit to their own creation; however, only two of the twelve 

participants expressed that they felt better in their oral participation. 

At the end of the implementation of this action research, in the fourth stage, the EFL 

young learners accomplished a particularly complex storytelling task. Without any written help 

and by having a sequence of pictures, they were able to tell a logical and detailed story. It was 

then that this study’s results showed that the experience of anxiety was reduced in six of the 

eleven participants. As stated in Arnold (1999), anxiety commonly causes the inhibition of the 

speaking skill and once this feeling is overcome, performance improves.  The young EFL 

students manifested themselves as less anxious to speak English in front of the class and  ignored 

the anxiety symptoms they used to experience as it was registered in the observation notes and 

confirmed by surveys and final interviews responses. Nevertheless,  it is likely that all students 

have experienced anxiety at some level, and this also depends on factors beyond a learning 

process (Cooper, Downing, & Brownell, 2018). For this reason, it cannot be ascertained that the 

strategy used is decisive in reducing or increasing anxiety in EFL learners. 

Regarding the perception of the EFL young learners about their oral performance, it was 

positively influenced through this study. As evidenced, in general, participants reported 

themselves as better speakers, feeling satisfied to achieve a better oral participation. However, 

although the students' perception favored the intention of this study, the observations collected 

showed a contrasting data. Students said they were not anxious, and this, according to Astuti and 

Rohim (2018), should be reflected in firm gestures and confident eye contact. Nevertheless, the 

data collected through the audio and video recording revealed that this sense of comfort in the 

students differed from what could be observed. As it was reported in the results, the anxiety traits 
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detected increased in diversity and number of repetitions between the first and last time in which 

the speaking performance of the participants was recorded (see Table 2).  

The implementation of this action research project implied an EFL learning process in the 

young participants, specifically in the search of improving their perception as good speakers. As 

part of that process, the observations made highlighted the change in the attitude of the audience 

of young students. This can be observed when comparing video recordings. In session three of 

this action research intervention, background giggles are heard, mocking interruptions that 

clearly affect the safety of the speaker. Instead, in the last session, the recordings revealed a 

radically more respectful audience, in complete silence. This boosted the confidence of the 

participants, as they were able to capture a respectful attention of their audience in what for them 

was a reliable proof of their improvement as English speakers (Williams, Mercer, & Ryan, 

2017). 

Through students’ perceptions, the findings of this study confirm that an emotionally 

conducive EFL learning environment is mostly based on surrounding comfort and the effective 

work experienced (Aydin, Harputlu, Savran, Uştuk, & Güzel, 2018; Dewaele, Witney, Saito, & 

Dewaele, 2017; Gkonou & Miller, 2017; Gopang, Bughio, Memon, & Faiz, 2016; Hashemi, 

2011; Horwitz, Horwitz & Cope, 1986). In this connection, the observation notes indicated that 

the listeners were expectant of the stories of their peers, which benefited the emotional control of 

the participant in turn and consequently, their better speaking performance. According to Zubko 

and Ortega (2013), the fear of being corrected or humiliated often leads to anxiety about learning 

foreign languages, so once this situation was minimized, young EFL learners strengthened their 

confidence in their ability to speak.  
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Similarly, this study demonstrated that the self-perception as English speakers of most of 

the participants improved. Several studies have exposed the correlation between the effectiveness 

of language learning and the self-perception of learners (Marzano, 2006; Williams, Mercer & 

Ryan, 2017; Zubko & Ortega, 2013). In like manner, findings revealed that participants 

perceived themselves as successful in the speaking tasks performed, creating and telling stories 

efficiently. It is likely that due to the short period of this study, no a significant positive impact 

could be observed in reducing the negative effects of anxiety when speaking. However, it could 

be hypothesized that if this type of approach were carried out throughout the entire school year, 

students would get a much better speaking performance, expressing themselves in English with 

more confidence. 

Regarding the effectiveness of the strategy implemented, several studies conclude that the 

task-based approach provides clarity and meaning to the language learning process (Agudelo, 

2016; Cameron, 2001; Kalantari & Hashemian, 2016; Nunan, 1992; Porras González, 2010; 

Willis, 1996). Likewise, the results of this study revealed that the learning process framed in the 

task-based narration provided an understandable line of work of attainable and significant 

outcomes in terms of the oral production of the participants. 

On the other hand, although Zheng (2008) establishes the inevitable emergence of 

negative effects of anxiety in the face of learner performance, the results of the study differ from 

that statement. Participants still recognized some difficulties in speaking, and this did not lead 

them to evade the fulfillment of tasks or to perform them inefficiently. After the implementation 

of the strategy, they declared that the management of English language was as difficult as usual, 

and even expressed self-criticism of their performance. But beyond being an impediment or 

barrier, these recognized difficulties encouraged them to try to achieve it better. 
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Prior to the intervention, when preliminary observations were made to the study group, it 

was evident that participants had been given good EFL teaching during their elementary school 

years. Although the school is not bilingual, the students’ level of English was acceptable, with a 

broad word bank and substantial grammatical knowledge. However, opportunities to integrate 

what has been learned, to intertwine thoughts, to express ideas and communicate them orally 

were particularly scarce. In addition, an atmosphere of tension due to the lack of control in class 

activities and group behavior opened a gap between knowledge and its application. Once the 

conditions were favorable, the participants felt free from the negative effects of anxiety and 

improved their performance accordingly. These added benefits were decisive for the study 

findings. 

In accordance to the aforesaid, the present study confirmed that the use of task-based 

storytelling is an effective strategy to reduce the negative effects of anxiety in young EFL 

learners and consequently improve their perception as efficient speakers. By means of the 

strategy, the students not only responded favorably to the way to address anxiety when speaking, 

but also the study group was benefited from fundamental aspects of class management such as 

the logical organization of tasks, interactive teamwork, a relaxed atmosphere in the classroom 

and meaningful learning. 
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Conclusions and Implications 

 This chapter deals with the conclusions drawn from the results of the study, as well as its 

pedagogical implications in EFL teaching. Initially, it details the conclusions derived from the 

study findings in comparison with the theoretical framework. Then, the implications for EFL are 

highlighted. While it is true that this study was focused on the ability to speak and its relationship 

with the anxiety experienced, the emotions lived in the classroom are as diverse as the affections 

of each group member, and the cognitive aspects to be developed are also varied. Consequently, 

additional research is proposed in relation to EFL teaching to young learners. 

Effects of Anxiety in EFL Elementary Learners’ Speaking 

This action research establishes that the practice of task-based storytelling has a positive 

impact on EFL elementary learners' speaking anxiety. Most participants reported having gained 

confidence in speaking, ceasing to feel anxiety or worry. The implemented strategy also results 

on better participants' perception about their own speaking performance achievement. That is to 

say that the reduction of the negative effects of anxiety in the elementary students resulted in a 

restored viewpoint of themselves as English speakers. 

Constant observation of anxiety traits when speaking. The study findings suggest that the 

greater the extension of the speech, the more anxiety indicators may be observed in the speakers’ 

performance. As stated by Gregersen, Olivares‐Cuhat, and Storm (2009), the detection of 

speaking anxiety varies according to the personality of the speaker: some anxious speakers may 

speak more slowly, while others may do it faster; while some speakers suffer from lack of 

fluency and speech disruptions, only certain forms of verbalization increase and others do not. 

This is consistent with the idea that anxiety is measurable on a scale and the greater the anxiety 

experienced, the more it will obstruct the foreign language learning (Horwitz, 2001). Who seeks, 
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finds; and researchers interested in detecting audible and visual traits of anxiety when speaking, 

will find more observation opportunities in broad speeches. In other words, anxiety is habitually 

observable in every given speech. 

Positive impact on the speakers’ self-perception by overcoming the negative effects of 

anxiety. This research findings concur with other studies that affirm the close relationship 

between trust surrounding learning experiences and the perception that students have of 

themselves as good learners (Marzano, 2006; Williams, Mercer, & Ryan, 2017). Through the 

activities implemented with this study group, children assumed anxiety as a natural emotion that 

they should not be ashamed of; they minimized its relevance and therefore snatched the power it 

had against its speaking performance. The feeling of success when speaking improves when the 

negative effects of anxiety are suppressed.  

Implicit benefits of a structured methodology in EFL teaching to young learners. In my 

experience, EFL elementary school teachers often struggle to keep a reasonable teaching pace 

and managing the class. The approach allowed the class environment to be optimized. 

Participants stopped interrupting oral participation and mock at the speaking performance of 

their peers. Among the unexpected benefits through the intervention of this study are the 

strengthening of the cohesion of the group and the increasingly productive effective work in the 

assigned tasks. 

Implications for EFL Elementary Teaching 

It would be worthwhile to ungroup the methodological elements of this study. The EFL 

teacher-researchers may examine how much the storytelling strategy fits into a different 

approach to task-based, and for the development of EFL comprehensive skills as a source of 

motivation, creativity, and engagement in language learning (Ellis & Brewster, 2014, Kalantari 
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& Hashemian, 2016; Moon, 2010; Wright, 2002). In addition, teachers who have had the 

opportunity to teach English as a foreign language to elementary school children recognize the 

importance of classroom structure. The task-based approach might be immersed in endless class 

strategies, providing a clear and concise learning process, under a communicative approach 

which is what teaching today needs. 

Decisively, EFL teachers must take care of providing an emotionally safe atmosphere in 

order to prevent anxiety-provoking situations and generate an unstoppable vicious circle: anxiety 

makes students feel nervous and fearful contributing to the insight of a deficient self-

performance, which in turn creates more anxiety and even worse performance perception. In line 

with this, in order to help students to cope with the negative effects of anxiety, speaking 

development must be supported by a correct selection of activities carried out under a 

comfortable class environment that fosters reflective and positive thoughts. Although this study 

was limited to exploring the effectiveness of the strategy with young learners, whatever the age 

of the students, they are always grateful to exploit their skills and knowledge under the shelter of 

a conducive learning environment. 
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APPENDIX D 

SEMI-GUIDED INTERVIEW QUESTIONS AND TRANSCRIPTS 

 

P02_ INITIAL INTERVIEW 

Good morning (name). How are you today? 

Fine, thanks. And you? 

Fine, thanks for asking. Well, I call some of you because I need some help. Could you help me 

answering some questions please? 

Yes, of course. 

Thanks, so, I am going to ask you some questions about how you feel when you speak in English 

and how good you think you are in speaking. Is that right? 

Yes. 
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Okay. In English language learning, what skill among about reading, writing, speaking and 

listening. What skill do you consider is most necessary to be good at and why? 

Speaking because you can write in English, but you need to mmm… speak right because if you 

don’t speak well so what. 

Okay. In what situations do you think is necessary to speak?  

Well, when, for example someone native from USA asks you something, you need to speak. You 

not always have a mmm…  

Laptops, some device as laptops to translate. 

Yes. And you have to talk with that person.  

Okay. Excellent. Second question. What difficulties do you face when speaking in English? Or 

first, do you think is any difficulty in speaking?  

No, it’s, it is easier than speaking in Spanish. 

Really? 

Yes, sure. 

Good! Do you experience any anxiety or worry when speaking in English? 

Sometimes when it’s something so so important and I put some nervous and I do not speak so 

well. 

Okay. In which cases do you think is very important? 

Mmm, in the speaking exams. 

Okay, in certifications? 

Mjm. 

Because of the grade, right? 
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Yes. 

Okay.  Do you consider that your oral production in English is good? 

Emmm, yes. Yes, because I practice so much. And, I… I think if I like to speak English, I can work 

more on that. 

Now, what things do you consider are necessary to practice better? 

Practice better? Emmm, speaking in English out of class and some things like that and there are 

these APPs to learn English and you, I mean, and the people is always using the cell phone. It 

don’t… mmm… they are APPs that the people would use to practice more. 

Good. I love the way you think. Next question. What was the occasion when you manage to 

speak better in English? 

Ahhh, when, ammm… Sometimes I speak alone. And then, that's the way I practice. I… Sometimes 

I had conversation with my friends in English. 

Really? 

Yes. And, that are the occasions when I speak better because I had… mmm… how do you say 

when you’re fine with something? 

Ahhh, you feel comfortable. 

Aja, I feel comfortable. 

Okay. Good. Excellent. What do you think could help you to increase your oral production in 

English? 

Speak more English. Because I… I talk it, I talk alone, yes, I talk English but not so much. I have to 

speak it. 
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To practice. Excellent, thank you so much. Muchas gracias (nombre). Hablas muy bien para tu 

edad. Te acompaño. [Trans. Thank you very much (name). You speak very well for your age. I 

accompany you.] 

 

P06_ INITIAL INTERVIEW 

Hey (name). Thanks for being here helping me. We are in this room because we need as most 

silence as possible to record your voice. I am going to ask you some questions and to record your 

answers, okay?  

Yes. 

These questions are to know about how you feel when you speak in English and it is the only 

purpose so if you can answer in English is okay, but if you prefer to answer in Spanish is okay too. 

Además, si alguna pregunta no queda clara me puedes pedir que te la traduzca, ¿vale? Sin 

problema. ¿Podemos comenzar? [Trans. Also, if any question is not clear, you can ask me to 

translate it, okay? No problem. Can we start?] 

Yes.  

Let’s see. In English language learning, what skill do you consider is most necessary to be good 

at? And why?  

The… 

We have reading, writing, listening and speaking. Which do you think is more important? 

Listening. 

Listening, perfect. Why do you think listening is important? 

Bec… because… 
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Si no puedes contestarme en inglés lo puedes hacer en español, eh, no te preocupes. [Trans. If 

you cannot answer in English, you can do it is Spanish as well, okay? Please, do not worry.] 

Listening porque lo usas para, para responder, para responder todo. [Trans. Listening because 

you use it for, for answering, to answer everything.] 

Okay, yes, it’s a very good reason. Excellent. A ver otra pregunta: [Trans. Let’s see, a different 

question.] tenemos reading, writing, listening y speaking, ya me dijiste que listening es para ti el 

más importante, y está muy bien. ¿Qué número le pondrías a los otros tres? En el top estaría 

listening, ¿y en el dos? [Trans. You already told me that listening is in your opinion, de most 

important and it is very good. What number would you give to the other three? In the top would 

be listening, ¿and as the second?] 

Mmm, speak.  

Okay, ¿y después de speaking? [Trans. And after speaking? 

Y… y… reading. [Trans. And… and… reading.] 

Okay, y al último writing pues es el que nos queda ¿cierto? Bien. Ahora. [Trans. Okay, and the 

last is writing since is the number we have left, right? Well.] What difficulties do you face when 

speaking in English? 

Mmm. 

Well, but first. Do you think is difficult to speak? 

No. 

¿No? Okay. And when you have to speak, what things are the most difficult and the easiest?  

The easiest is to speak. 
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Okay, so, there is no difficulty to speak. Good. I like it. When you speak, do you experience any 

anxiety or worry? 

Mmm, yeah. 

Yes? How do you feel when you need to speak? ¿Qué sientes? ¿Qué pasa por tu cabeza si tienes 

que hablar? Así de – ah… me toca hablar. [Trans. How do you feel?  What goes through your head 

if you have to speak aloud? So – ah… I was requested to talk.] 

Nervioso, sí. [Trans. Nervousness, yes.] 

¿Nervioso? ¿Por qué? ¿Por qué crees que te pongas así? [Trans. Nervous? Why? Why do you 

think you feel like that?] 

Porque tengo miedo a equivocarme. [Trans. Because I am afraid of being wrong.] 

Okay. ¿Y tú qué crees que pasaría si te equivocas? [Trans. And why do you think  

Que se rían de mí. [Trans. That they laugh at me.] 

¿Sí verdad? Sí a veces eso pasa. ¿Nada más o te preocuparía otra cosa? [Trans. Yes right? Yeah, 

sometimes that happens. Nothing else or would you worry about something else?] 

Mmm, no. 

¿Sólo eso? Perfecto. Te entiendo. [Trans. Is that all? Perfect. I understand you.] Then, do you 

consider that your oral production in English is good or not? 

What? 

That you can speak good or not.  

Good.  

Okay. Good. Excellent. Mmm, what else? Now, okay. What was the occasion when in speaking, 

you did it great? 
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Uhm. 

Así que puedas recordar y digas – ah, ¡qué bien lo hice! [Trans. Thus you can remember and say 

– ah, how well I did it!] 

[No answer] 

O la mejor presentación que hayas hecho. [Trans. Or the best presentation you have made.] 

[No answer] 

Any? 

No. 

And, what do you think will help you to increase your oral production in English? Si te dijeran – 

te puedo ayudar a que hables mejor inglés. ¿Cómo se te podría ayudar? [Trans. If someone tells 

you – I can help you to speak better English. How could you be helped?] 

Que me ayuden a entenderlo más. [Trans. Helping me for better understanding.] 

Okay, to understand better. Okay. ¿Y qué crees que necesites más entender? [Trans. And what 

do you think you need to understand better?] Structures, vocabulary?  

Vocabulary. 

Vocabulary. Thank you! You did it great. 

 

P09_ INITIAL INTERVIEW 

Hello (name). This just takes some few minutes, okay?  I need your help to answer some 

questions in an interview. I will record this for my project, is that okay?  

Yes. 
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The questions I am going to ask, have the purpose of knowing some about how you feel when 

you speak in English. You can answer in English or if you prefer, you can use Spanish. All right? 

Ready to start? 

Yes.  

In English language learning what skill -skills are reading, writing, listening and speaking-do you 

consider is most necessary to be good at and why? 

Write. 

Writing? Okay. And why? Writing in first place. Okay, again. Writing, listening, reading or 

speaking? 

Writing. 

Writing, okay. Why do you think is writing the most important? 

[No answer] 

¿Por qué crees que escribir es la habilidad más importante? [Trans. Why do you think writing is 

the most important skill?] 

No.  

No? 

Well… Speaking. 

Speaking, ah, okay. ¿Y por qué crees que es speaking? [Trans. And why do you think it is 

speaking?] 

Porque así nos ayuda a hablarnos en el idioma.  [Trans. Because in that way we are helped to 

speak to us in the language.] 
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¿Sí? ¿Y tú crees que es importante el habla? ¿Para qué crees que es importante? ¿Para qué te 

sirve? [Trans. Yes? And do you think that speaking is important? What do you think it is important 

for? What is its utility?] 

Para aprender a hablar otros idiomas. [Trans. To learn how to speak in other languages.] 

Okay, very good answer. Now, what difficulties do you have when speaking in English? What is 

the difficult part of speaking?  

Speak in front of people. Speak aloud. 

Okay. ¿Y por qué se te hace que es difícil para ti? ¿Qué crees que te hace falta o por qué crees 

que sea complicado? [Trans. And why do you find it difficult? What do you think you need or why 

do you think it is complicated?] 

To study. 

To study? Okay. You don’t like to study at all? Don’t worry. Okay, mmm… do you experience any 

anxiety or worry when speaking in English?  

Yes. 

Okay. How do you feel when you speak? ¿Cómo te sientes cuando hablas o cuando tienes que 

hablar? [Trans. How do you feel when you speak or when you have to speak?] 

Pues muchos nervios y raro ya que… porque es un idioma que apenas aprendemos a conocer y 

que no lo hablamos. [Trans. Well, many nerves and weird because ... because it is a language that 

we just learn to know, and we do not speak it.] 

Claro. Sí, tienes razón. Y [Trans. Sure. Yes, you are right. And…] do you consider that your oral 

production in English is good? ¿Consideras que hablas bien en inglés, más o menos, qué crees 
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que te hace falta? [Trans. Do you think you speak English well, more or less? What do you think 

you need?] 

[Hands moving to express more or less] 

Más o menos. [Trans. More or less.] Okay. Muy bien. [Trans. Very good.] Mmm… What was the 

occasion when you manage to speak better in English? ¿Cuál fue la ocasión que tú te acuerdes 

que mejor has hablado en inglés? [Trans. What was the occasion that you remember in which 

you have spoken English the best?] 

In the Spelling Bee. 

In the Spelling Bee? ¿Concursaste? ¿Qué tal? ¿En qué lugar quedaste? [Trans. Did you compete? 

How was it? What place did you achieve?] 

En todos. [Trans. In all of them.] 

¿Sí? [Trans. Really?] 

Siempre he participado. [Trans. I have always participated.] 

¿Todos, todos? ¡Genial! ¿Desde inicios de primaria, desde primero? [Trans. All the contests, all 

of them? Cool! Since the beginning of primary school? From first grade?] 

No. Desde… creo que inician desde cuarto, no, desde tercero. [Trans. No. Since ... I think they 

start from fourth, no, from third grade.] 

Pues felicidades. [Trans. Well. Congratulations.] Excellent.  

Thank you. 

You’re welcome. Okay, what do you think could help you to increase your oral production? 

¿Qué crees que podría ayudarte a incrementar tu producción oral, a que puedas más? [Trans. 

What do you think could help you increase your oral production, so you can speak more?] 
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Estudiar las oraciones y estudiar más el idioma, cómo se dice en los países y hacer siempre la 

tarea. [Trans. Study the sentences and study the language furtherly, how it is pronounced in the 

countries and always do the homework.] 

Okay, so, basically grammar structures, vocabulary, okay. Very good. Thank you (name). I think 

that’s all. With this is okay. Thanks. 

 

 

P02_ FINAL INTERVIEW 

Let´s see. I am going to interview you, okay? They are going to be six base questions and 

maybe, through your answers I discover that I have to ask more questions, okay? 

Mjm. 
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For further information. So, of course you know that this is not going to affect your grade or 

anything, it’s just for me to help me, okay? Good. First question, what emotions do you face 

when speaking English in the school context?  

I think that I face a little of nervous but when I have, mmm, a little time talking I start to have 

more… mmm… how do you say confianza [Trans. Confidence]? 

Confidence.  

Confidence. 

Okay. Very good. And, uhm, for example, here that we were practicing, and first you have an 

example on what to do. Ehm, this could help you? Or not? Or what difference can you see 

according to the activities that you do in the school? 

Mmm, what I was doing in the… 

Mjm, with me in the sessions. 

I think, I mmm… we have more ahhh… difficult English and we learned more. Because in the 

school, in the school class we… we know a little of words and... They teach. And I think here we 

can learn more than in the school class.  

Okay. Very good. Ahm… Next question. Do you think that you experience anxiety or worry 

when speaking in English? 

Ahhh, no. Because I… I think I… because I know all the persons with, what I am talking, and I 

know that that persons know how I am, and I think that can help you.  

And what about for example if you have to talk in front of people that you don’t know? 

Which are strangers for you.  
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Ahhh, well ahm, if I had been practicing I think I don’t feel nervous or scared, but if I didn’t 

practice and it’s something new, well, I could feel a few. 

Good. Okay. Next question. How do these feeling, well, for example, you did not practice so, 

you feel more nervous than other occasions… do you think that nervousness or anxiety affect 

your speaking performance in some way? 

Mmm no, because there are persons that are too good speaking English and they put nervous 

and that don’t affect nothing. I think that I.. I am not a excellent speaking English but everyone 

can put nervous but I don’t think that affect, no. 

Excellent. Okay. How good are you speaking English? In your opinion, of course. 

I think I am good. Not excellent, no perfect, but I think I am good. I could learn more, yes. 

I think it too. Hehehe. What are the reasons for being so good speaking English? 

I think I know too much words and… and that can help with me because… because my 

vocabulary is more… is bigger and I can use more words, I can be more… how do you say 

específico [Trans. Specific]? 

Specific.  

Specific with things that I am saying. 

Good. Excellent. And, how has your speaking performance been in recent months? Ehmmm. 

What I mean? 

Mmm… 

If you compare when we started to work and now, that you already tell me that here we have 

more practice and English was a little bit more difficult and you have more opportunities to 

express… Do you think that something changed from the beginning until now?  
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Yes, because when we started I didn’t talk in English too much and here I think I talk more 

English than before because… ahm… we did too much speaking activities and that’s all.  

Excellent, very good. Mjm. Ok. That’s all. Thank you so much.  

 

P06_ FINAL INTERVIEW 

So, well, ahm, this is an interview, I am going to ask you six questions, six base questions, it is 

going to be very fast. If you need translation to Spanish, please tell me. And you are allowed to 

speak Spanish also, it is not a problem. Okay? 

(Participant moved his head as saying yes.) 

Excellent. Okay. When you have to speak English in the school context, what emotions do you 

feel? 

I feel nervous. 

Nervous? Mmm… Much nervousness or a little?  

A little. 

A little. Okay. And, for example, what other activities that you do in the school make you feel 

nervous? 

To speak. 

Only speaking? 

(Participant moved his head as saying yes.) 

Really? Exams, for example? 

No. 

No? Ahm, which is your favorite subject in the school?  



TASK-BASED STORYTELLING 83 

 

Science. 

Science? Wow, excellent. Very good. Okay, next question. Mmm… you already told me that 

speaking makes you feel nervous, so, you experience anxiety no? When you have to speak, 

also, do you consider that you experience worry, preoccupation for doing these activities?  

No. 

No. Okay. Very good. And when you feel this anxiety or this nervousness, what happen to 

you, inside yourself? For example, your heart’s rating sounds faster or your hands are 

trembling? What do you experience in your body? 

My hands… 

Tell me in Spanish, it is not a problem. 

Me sudan. [Trans. They sweat.] 

Sudan? [Trans. Do they sweat?] Okay. That happens, sometimes. Very good. Okay. And, so, do 

you recognize that you are anxious because of your hands or, in before, you know that you 

are anxious? ¿Cómo te das cuenta de que te sientes nervioso? [Trans. How do you realize that 

you are nervous?] 

(Silencio.) 

¿No es algo en lo que habías pensado? [Trans. This is not something that you had thought 

about before?] 

No. 

No? Okay, no problem. Good. Ahm… do you consider that this nervousness affects your 

speaking performance?  

No. 
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No? So, you feel nervous, but you can speak, no problem? Ah, that’s excellent. And, so, is there 

no affectation because you feel nervous? 

No.  

No? Or, on the other hand, do you think that nervousness impulses or benefits your speaking?  

Impulse. 

Yeah? Ah, that’s excellent! Very good. Okay. Ahm… In your opinion, are you a good or a bad 

speaker?  

Good. 

A good speaker, that’s excellent. Okay, why, or what are the reasons because you are a good 

speaker? Remember that this is just your opinion. Okay?  

(Silence.) 

¿Qué ha sucedido contigo o cuáles crees que sean las razones para haber llegado a ser tan 

buen orador? [Trans. What has happened to you or what do you think are the reasons for 

having become such a good speaker?] 

Because I study.  

Okay. What else? 

That’s it. 

That’s it? Very Good. Okay. Remember a little when we started to work together here in the 

class, in our sessions, and, until now, this moment. Do you consider that your speaking 

performance has changed? Has it been modified somehow? 

No. 

No? Do you think that you were a good speaker and now you continue as a good speaker? 
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Yes. 

Okay. ¿No crees que ha cambiado en absolutamente nada? [Trans. Don´t you think it has 

changed in absolutely nothing?] 

No. 

No, perfecto. [Trans. No, perfect.] Okay. That’s all. Thank you.  

 

P09_ FINAL INTERVIEW 

Okay. Thanks for helping me. Remember that this is not going to affect your English grade or 

anything else, okay? So be free to answer sincerely. As much as you can. And obviously, ehhh, if 

you need… if you do not understand the question, I can say it in Spanish again and nothing 

happens, okay? Now. First question, what emotions do you face when speaking English in the 

school context? 

Mmm… happy. Cuando hablo en inglés… [Trans. When I speak in English…] 

Ajá. [Trans. Yeah.] 

Mmm, sí a veces sí me gusta. Hablar, sí. Pero hay veces que se me dificulta un poco. [Trans. Yes, 

sometimes I like to talk, yes. But there are times when it’s a bit difficult for me.] 

¿Y en qué veces se te dificulta? Por ejemplo. [Trans. And at what times do you find it difficult? 

For example.] 

Mmm… cuando… cuando tengo que hacer oraciones este no, ahí sí. Ahí sí lo hago bien. [Trans. 

When… when I have to make sentences no, that’s easy. Then I do it well.] Ehm… Al hablarlo hay 

algunas partes poquitas que sí se me dificultan un poco. [Trans. When speaking there are some 

few in which yes, it is kind of difficult for me.] 
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Okay. Y cuando sientes esa dificultad, ¿qué sientes? ¿Qué emociones pasan por ti? [Trans. And 

when you feel that difficulty, what do you feel? What emotions go through you?] 

Mmm. Un poco de nervios. Es lo único que siento. [Trans. A little nervous. It's the only thing I 

feel.] 

Okay. ¿Y tú qué crees que necesitarías para enfrentar esos nervios? [Trans. And what do you 

think you would need to face those nerves?] 

Mmm. 

¿Cuál es la diferencia entre una ocasión en que no sientas nervios y una que sí? ¿Qué 

necesitas para no sentirlos? [Trans. What is the difference between a time when you do not 

feel nervous and one that does? What do you need to not feel them?] 

Estudiarlo más. [Trans. To study harder.] 

Okay. ¿Sólo eso? Muy bien. [Trans. Only that? Very well.] Second question. Do you consider 

that you experience anxiety or worry when speaking in English?  

Yes. 

Yes? Ok? And how you feel? When you feel nervousness, how you feel?  

Mmm, nervous.  

Nervous? Okay. And what happen to you? Inside yourself, what happen to you? 

Mmm, este, me siento muy nervioso y también a veces como que me trabo un poquito. [Trans. 

I feel very nervous and also sometimes like I get stuck talking a little bit.] 

Okay. ¿Y tu crees que sea por causa de esos nervios? [Trans. And do you think it would be 

because of these nerves?] 

Mmm, yo creo que sí. [Trans. I think so.] 
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Bien. Okay. Next question. Mmm. Well, you already tell me because the next question was how 

do these feelings affect or benefit your speaking performance? Y tu acabas de decirme que 

crees que esos nervios a veces suelen afectarte de manera que no puedes hablar, que te trabas. 

Mjm. ¿De qué otra manera crees que te afecta? [Trans. And you just told me that you think 

those nerves sometimes affect you, so you cannot talk, that you get stuck. Mjm. How else do 

you think it affects you?] 

Mmm, no, creo nada más. [Trans. No, I think that’s all.] 

Muy bien. Y crees… [Trans. Very well. And do you think that…] 

O a… o a veces también este, digo este, mal las palabras o así, que no son. [Trans.  Or, or 

sometimes also, I mean, I say wrong words, but those are not.] 

Claro. ¿Y tú ya las tenías pensadas bien, pero esos nervios hacen que las digas mal? [Trans. And, 

have you already thought about them well, but those nerves make you say them wrong?] 

Mjm. 

Bien. Okay. Ahm, alguna vez crees que, que estos nervios han beneficiado, que le han hecho 

bien a tu participación oral? [Trans. Have you ever thought that these nerves are beneficial, 

that they have assisted your oral participation?] 

Mmm, este, no. [Trans. I don’t think so.] 

No. Okay. In your opinion, how good are you speaking English? 

Mmm… yo digo que en sí lo hablo bien un poco. [Trans. I say that yes, I speak it well 

sometimes.] 

¿Sí? Por ejemplo, del uno al 10, ¿qué tan bueno crees que eres? [Trans. Really? Okay, for 

example. From one to ten, how good you are?] 
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Un ocho.  

Okay. Es muy bueno. ¿Y cuáles crees que sean las razones para ese ocho? Porque ocho no está 

mal, es un buen número. [Trans. That is very good. What do you think are the reasons for that 

eight? Because eight is not bad, it's a good number.] 

Mmm, porque, a veces este, mmm, porque me entran los nervios y así como que mmm, se me 

traban las palabras y no puedo, me, me paro ya este, casi no hablo y después ya. [Trans. 

Because, sometimes this, mmm, because I get the nerves and like that mmm, I get stuck with 

the words and I cannot me, I stop and…, I rarely speak and then I do it.] 

Okay, mmm, okay. This question is important. Ahm, how you consider that your speaking 

performance has been modified? When we started working here in the sessions at the 

beginning and now, this day? Do you think it has been modified? Your speaking?  

Yes. 

Okay. ¿Cómo crees que se ha modificado desde que iniciamos a trabajar juntos hasta ahora? 

[Trans. How do you think it has changed since we started working together until now?] 

Que antes este, sólo trabajábamos un grado y después se fueron juntando dos. [Trans. That we 

used to work just in our group and then two groups were joined together.] 

Okay.  

Mmm, también este, las historias ya estaban desde antes pero lo nuevo ahorita es que se 

juntaron dos grupos. [Trans. Also the stories were used long ago but the new thing now is that 

two groups were joined together.] 

Bien. ¿Y eso en qué crees que te ha ayudado? [Trans. Good. And this, what do you think has 

helped you with?] 
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Mmm, me ha ayudado también a, mmm a, a repasar el inglés porque ellos también este, saben 

algunas palabras y otros casi no, y así. [Trans. It has also helped me to review English because 

also by doing this, they know some words and others do not, and so on.] 

Okay. Muy bien. Y crees que desde que comenzamos a trabajar hasta ahora, ¿crees que tú 

hablas mejor, o no? [Trans. And do you think that since we started working until now, do you 

think you speak better, or not?] 

Sí. [Trans. Yes.] 

¿Sí? ¿Poquito mejor, moderado mejor o mucho mejor? [Trans. Yes? A little better, moderate 

better or much better?] 

Moderado. [Trans. Moderate.] 

Moderado. Perfecto. Okay. Mmm, y qué crees que necesitas para… para que logres hablar más? 

[Trans. Moderate. Perfect. Okay. Mmm, and what do you think you need to ... so that you can 

talk more?] 

Necesito este, repasar este, más el inglés este. También este, estudiar oraciones y cómo 

hacerlas. [Trans. I need this, review this, plus English. Also, to study sentences and how to make 

them.] 

Perfecto. [Trans. Perfect.] Okay.  
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APPENDIX E 

VIDEO RECORDINGS TRANSCRIPTS AND OBSERVATION NOTES 
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APPENDIX F 

AUDIO RECORDINGS TRANSCRIPTS AND OBSERVATION GRID 
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Word 
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Speech 

disturbances 

Speaking 

rapidly 

S9 S11 S9 S11 S9 S11 S9 S11 S9 S11 S9 S11 S9 S11 S9 S11 S9 S11 S9 S11 

P04 3 2 2 3  X   X X X       X  X 

P04 3 3 3 3 XX    X      X   X X X 

P06 1 2 2 2 X X X X X X X X  X     X X 

P07 2 1 1 2 X X X  X X X X  X X   X X X 

P11 1 2 2 2 XX X X   X  X  X   XX X  X 

P12 2 1 3 1 X XX  X  XX  X  X    X   
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APPENDIX G 

SELF-ASSESSMENT FORM EXAMPLE 
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APPENDIX H 

STORYTELLING CHECKLIST EXAMPLE AND RESULTS 
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APPENDIX I 

OBSERVATION NOTES 

[PRB1]Add example of how it should be answered. Rearrange questions. Simplify 

vocabulary of the instructions. 

[PRB2]SEE SURVEY RESULTS AND INTERPRETATION 

[PRB3]SEE TRANSCRIPTS 

[PRB4]Participants 2 and 11 are volunteers. Participant 9 is totally disinterested. 

Participant 8 looks worried. 

[PRB5]P02 and P11 again want to participate. They are joined by P04. 

[PRB6]Since there were no volunteers, I encouraged P08 to participate. He is willing to 

cooperate, but still seems as worried (frustration face). 

[PRB7]SEE TRANSCRIPT AND EVALUATION. 

[PRB8]A rubric was displayed but clarifying this project do not affect their grades and 

any activity done in our sessions will be taken into account as a part of their English 

classes. 

[PRB9]SEE NEXT COMMENT 

[PRB10]P07 was chosen. At the end and while distributing headbands, he covered his 

face as an Indian but without identity. 

[PRB11]SEE SELF ASSESSMENT FORM RESULTS 

[PRB12]Orally, one by one, randomly, no recorded or registered. 

[PRB13]SEE RESULTS 

[PRB14]No significant oral production today.  

[PRB15]SS still remain reluctant to speak English among them. They converse in Spanish 

while working on their task. 
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P05 and P08 remake their cubes. P01, P07, P11 and P12 plan their stories (no writing) 

while drawing. 

[PRB16]RANDOMLY SELECTED TO AVOID UNWILLINGNESS 

[PRB17]Immediately six were the volunteers. Some others wanted to participate but the 

time was over. 

[PRB18]SEE TRANSCRIPTS 

[PRB19]P01, P03, P10, P12 are silent. 

[PRB20]Interested, creative. 

[PRB21]SEE TRANSCRIPTS 

[PRB22]In general, SS commented they did not feel nervous in their oral participation, 

even if they were recorded. They also reported not having noticed their movements 

when talking (they show unconscious anxiety). 

[PRB23]SEE TRANSCRIPTS 
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APPENDIX J 

ATLAS.TI DATA ANALYSIS  

 

 

 

 


