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Abstract

This study aims at investigating the effects of learner-generated stories on students’ attitudes and English
language development in comparison to ready-made readers. Using a mixed-methods research design, the data
were obtained from the questionnaire, semi-structured interview, and the Oxford Placement Test (OPT). One
hundred and forty English as a Foreign Language (EFL) students from the experimental group and 140 from the
control group from two different public high schools participated in the study. The students in the experimental
group wrote stories for their peers throughout the academic year. The students in the experimental group read the
stories written by their peers and the students in the control group read the stories (readers) published by the
international publishers. The results indicated that the students in the experimental group perceived the learner-
generated materials more positively in comparison to the control group using the ready-made readers. Moreover,
the learner-generated materials also contributed to the students’ English development more than the ready-made
ones.

1 Introduction

As the evidence indicating the positive effects of pleasure reading on students’ language develop-
ment has accumulated, pleasure reading has been a hot topic in English language teaching (ELT)
(Beglar, Hunt, & Kite, 2012; Ellidokuzoglu, 2017; Krashen, 2004; Pruzinsky, 2014). First of all, it
helps to expose students to compelling comprehensible samples of a target language, which is a sine
qua non of language learning (Isik & Krashen, 2020; Krashen, Lee, & Lao, 2017; Sari, 2013). More-
over, since students choose what they want to read and what they comprehend, they are intrigued by
the story while reading. Thus, pleasure reading provides optimal affective conditions for autonomous
language learning (Isik, 2000). They read at their own pace and if they have a comprehension problem
with certain parts of a story, they can reread that part as many times as they want or refer to the
reference (dictionary, grammar books) and ask for help. If the story is difficult or boring, they can just
quit reading that book and choose another one. There is no pressure on when and how to read or at
what pace to read. There is no external authority dictating what to do and checking comprehension.
Furthermore, pleasure reading paves the way for learner autonomy since students choose what, when,
how, and how long to read. Hence, pleasure reading individualizes language education and enables
students to make more efficient use of their time outside the classroom. (Isik, 2018; Krashen, 2017,
Mori, 2015). Moreover, it can be a source of real communicative tasks in which students get involved
both cognitively and effectively. They do not need to focus on target language forms in the story, but
the story itself, which actually reflects the real use of language. Thus, pleasure reading fosters the real
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use of language and helps create an optimal context for language education (Isik, 2018; Krashen,

The research indicating the role of pleasure reading on language proficiency proliferates as well.
The first hallmark study gathering the attention on the remarkable role of pleasure reading on language
learning is the one carried out by Elley and Mangubhai (1983) who compared the effects of pleasure
reading on language development to a form-focused EFL language instruction in Fijian primary
schools. They found that the pleasure-reading group outperformed the form-focused instruction group
in all language skills. Likewise, the findings of Hafiz and Tudor (1989) supported those of Elley and
Mangubhai (1983). In another study, Gradman and Hanania (1991) vigorously pinpointed the role of
pleasure reading on language proficiency. They indicated that among all the other factors, pleasure
reading accounted for 49% of the TOEFL scores of the students studying at Indiana University, USA.
In another study, Beglar et al., (2012) studied the effects of pleasure reading on the reading rate de-
velopment of Japanese university students. It was found that pleasure reading groups outperformed
the intensive reading groups. Moreover, they also found a positive relationship between the amount
of pleasure reading and reading rate. Ponniah and Priya (2014) investigated the effects of pleasure
reading on the proficiency level of students. They indicated that the pleasure-reading group did better
than the control group since they got a more pleasurable input in a low anxiety context. Cho (2017)
reported a case study about a Korean middle school student developing English language skills
through pleasure reading without any formal education or being in an English-speaking country. In
short, the positive findings of pleasure reading in language development in ELT, concurs with the
theoretical discussions upon both theoretically and practically.

The word “pleasure” is the essence of pleasure reading; however, it may not be always possible to
find story books which address students’ culture, age group, and interests at their linguistic level
(Dawkins, 2017). This is a real challenge that needs to be addressed especially in an EFL context. One
of the solutions could be learner-generated materials (LGM). These materials are likely to be appre-
ciated by students because both writers and audience (readers) are of a similar background, cognitive
and academic level.. Hence, students can find something about themselves in those materials and feel
more affiliated with the language and events in LGM (van Djik & Lazonder, 2016). They tend to
develop positive attitudes towards those materials and feel more satisfied using them in their learning
venture (Brown, Iyobe, & Riley, 2013).

LGM, which also promotes learner autonomy, is also compatible with the social-constructivist
view because students are the active participants teaching/learning processes, they are no longer the
objects but the subjects and agents of the process (Liu & Lan, 2016). They get cognitively very active
because the materials production task is a very demanding process, which requires them to dwell on
and activate their pre-existing knowledge concerning content and language to present something ap-
pealing to their peers. When they produce materials, they actively engage in a learning process requir-
ing higher mental order processes. In other words, while they are producing materials for the use of
others, they operate at the upper limits of learning.

Moreover, it is also pointed out that LGM fosters student ownership both as a writer and an audi-
ence (Hudd, 2003). Since students producing materials are familiar with their audience and know their
peers in person, they are aware that those materials are of immediate use and serve for a purpose. In
addition, they are in the same context and have a chance to receive immediate feedback about their
materials. This “here and now” nature of LGM helps students develop a sense of ownership. The peers
are more receptive to LGM as well because they acquainted with one another. They are not from an
outsider, an authority but are their peers. Since they also develop materials and experience the same
hardship, it is highly likely that students respect and appreciate each other’s materials.

The research about LGM is also promising. Chen and Liu (2012) studied the effectiveness of
learner-generated multimedia annotations in comparison to instructor-provided ones on the foreign
language reading comprehension and attitudes of Taiwanese university students. The results showed
that the learner-generated annotation group outperformed the instructor-provided group in reading
comprehension irrespective of their cognitive style, field-dependent/independent. Although no sig-
nificant difference was observed between the two groups at the lower level, the learner-generated
annotation group did better at the upper level. Besides, it was observed that students developed



20 Ali Isik and Birgen Isik

positive attitudes towards the learner-generated multimedia annotations, no matter which cognitive
learning style they were. In another study, Mennim (2012) reported a classroom-teaching project in
an oral communication course which required Japanese university students to generate and teach a
thirty-minute lesson in English. The results indicated that the students showed a positive reaction to
both the material development and teaching experience. They also reported the difficulty of material
development and teaching. Brown et al. (2013) conducted a study about the materials produced by
Japanese university students for their peers. It was found that the students reacted to the materials
positively and requested more of such materials. Publishing materials for real use and addressing a
wider audience also motivated the students. However, the students, especially the ones with lower
proficiency, preferred consuming materials prepared by their fellow students, rather than producing
them. In another study, Green, Inan, and Maushak (2014) investigated the impression of students on
the learner-generated videocasts in ESL classes. It was found that the materials helped students de-
velop their language. Moreover, the materials production process fostered collaboration among stu-
dents, which also contributed to language development. Azman, Zaibon, and Shiratuddin (2016) stud-
ied the effects of learner-generated comics on student perception. The study carried out in Malaysia
with university students indicated that the students evaluated the materials, which positively impacted
their comprehension. The materials enabled the students to understand academic content and retain
facts better. It was also found that the learner-generated comics boosted student creativity, storytell-
ing, and thinking skills. In short, the research shows that students developed positive attitudes towards
LGM, which also helped improve their language skills.

The research on LGM in Turkey is not abundant. Kilickaya and Krajka (2012) conducted a study
to investigate the effects of student-produced web-based comic strips on students attending a private
language institution in Turkey. Students reported that they enjoyed the materials and were willing to
produce them. Some participants also reported that comic strips improved their grammar and reading
skills. Engin (2014) investigated how LGM affected the English language learning experience of stu-
dents in a flipped ESL writing class. It was observed that since they found and worked on the content,
and wanted their materials to be comprehensible and accurate, student-generated materials contributed
to their English language learning process. However, the students also reported that they found
teacher-generated materials more reliable and preferred them to learner-generated ones. Bakla (2018)
investigated what university EFL students think about LGM on pronunciation in a flipped class. It
was observed that the students developed positive attitudes towards these materials and found them
valuable and user-friendly.

The summary above indicates that the discussion about LGM in ELT is scarce. Although the topic
is attention-grabbing, a thorough, full-fledged theoretical knowledge base is missing. Likewise, the
research about it is also far from being sufficient. The pre-existing research is related to the use of
digital technology in ELT (Dowling, 2013). Moreover, they are too narrow in focus and consist of
short hypertexts and related tasks (Mennim, 2012). Thus, the problem of insufficient level-appropriate
materials still exists. Another problem is finding culturally relevant and appealing materials, which
needs to be handled. Thus, this project is promising and contributes to solving these problems, at least
in its local context. It is also innovative and unique. First of all, it is not limited to a specific task for
a limited period of time but is comprehensive and consecutive throughout the academic year. It com-
bines writing and reading as well. The students did not write for the sake of practicing writing in
English, but they had a real purpose in their minds and a target audience. Moreover, it situated the
student at the center of attention. They actively participated in the materials development process and
had a voice in the ELT program. Unlike the LGM mentioned above, it is not digital in nature. It does
not require any computer skills, and everybody could participate in the story writing process. Moreo-
ver, it combines two current popular topics in ELT, pleasure-reading and LGM. In short, the project
brings a unique practical perspective to ELT. Although the program was not strictly research-oriented
but rather designed to help students improve their English, it was necessary to evaluate its efficiency
and revise it considering the data obtained. Hence, this study was born out of the need to investigate
the effectiveness of the project and aimed at examining the effects of LGM on the attitudes and Eng-
lish language development of EFL students who receive a general English course in a public high
school in Turkey. More specifically, the study tried to answer the following research questions:
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RQ1. How do the learner-generated stories affect the attitudes of EFL students in comparison to
the ready-made graded readers?

RQ2. How do the learner-generated stories affect the English language development of EFL stu-
dents in comparison to the ready-made graded readers?

2 Methodology
2.1 The participants

One hundred and forty EFL students from the experimental group in a public high school and 140
from the control group from another public high school participated in the study. In each group, 35
students from each grade, 9, 10, 11, and 12 took part in the study. The students in the experimental
group were chosen from among 974 EFL students and the ones in the control group from among 1128
EFL students through random cluster sampling. The students in both groups took the same entrance
exam and the qualified ones were assigned to one of the schools randomly. Thus, it can be concluded
that the students in both groups were similar in terms of academic background and level of English.
Moreover, both groups were administered the online Oxford Placement Test (OPT) at the beginning
of the academic year. The OPT was given to only the 9th graders as a pre-test and post-test for the
sake of practicality. The English level of the students in both the groups at the beginning was similar
(see Table 8). At the end of the academic year, all the students in both groups, in every grade were
administered the questionnaire and semi-structured interview.

2.2 The ELT context

Both schools in which the experimental and control groups studied English were run by the same
institution which decided to implement a comprehension-based approach in ELT, an approach main-
taining that learners acquire a target language only when they receive ample amount of compelling
comprehensible input in non-threatening contexts in which the target language is used as a means of
communication (Isik & Krashen, 2020; Krashen, 2013). To realize the adopted methodology, three
academicians were assigned as teacher trainers. At the start, the teacher trainers organized a one-week
workshop to train all teachers on the theoretical and practical aspects of the methodology. The trainers
also visited the schools throughout the academic year to continue teacher training on the spot and
scaffold them when needed. Moreover, the teacher trainers also trained one teacher at each school as
a local teacher trainer with whom the rest of the teachers could easily collaborate. At the end of each
academic year, the teacher trainers reorganized a one-week teacher-training workshop with the par-
ticipation of all teachers. The in-service teacher-training program, which was practiced as an ongoing
process, was repeated each year in the same format. In every teacher training session, the role of
pleasure reading was rigorously underlined, and the teachers were urged to practice it fervently in
their ELT practice. Hence, in both schools, the same language teaching methodology was imple-
mented. Additionally, the teachers got to know each other well via teacher training and other ELT-
related projects and tasks. Moreover, the institution that ran both schools appointed the teachers from
one school to another or the teachers demanded to be transferred to the other school. Thus, the teachers
in both schools shared a similar background. In addition, the same ELT materials were used in both
schools following the same ELT curriculum. Finally, the teachers in each school sharing the same
language teaching philosophy taught the experimental and the control groups. In short, other than the
student-generated story writing process, the experimental and the control groups were exposed to the
same ELT process in almost identical education contexts.

2.3 The story writing process

Each student in one class from the experimental group was required to write a story in a particular
week. Thus, 24 stories for each grade (9, 10, 11, and 12) on average were written for each week. Each
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student wrote one story throughout the academic year. To maintain a level-appropriate grammar and
vocabulary content for the students, the stories had to be written during class time without referring
to any ELT resources (grammar book, coursebook, dictionary, etc.). In other words, they were on their
own and had to depend on their current level of English while creating their stories. In this way, the
students were discouraged from using the language beyond their current level of competence, which
would guarantee an optimal level of difficulty for their fellow readers. The students’ stories were
inspired from their personal experiences or the books and movies they have been ex-posed to. When
the stories were completed, the teachers collected and edited them only for accuracy without changing
the language. They were then edited by native speaker teachers following the same principle-accuracy.
Later, all the stories were compiled in the form of a reader and printed indicating the names of the
student who authored the stories (see Appendix 1). Their audiotapes were prepared, and the stories
were distributed for student use. The number of the weeks, which signaled the level of the stories, was
marked on each book to help students find books of the appropriate level in that academic year or for
the following academic years. Thus, a 34-staged (one set of stories per week) array of learner-gener-
ated readers were provided for the appreciation of other students in the same school. As an apprecia-
tion for their efforts, the students were awarded “performance grades” for their stories, which directly
affected their final English grade. The authorship of the stories was also another source of motiva-
tion for the students.

2.4 Treatment

The students across all grades in both groups received ten hours of EFL instruction per week. At
the beginning of the academic year, all the students were given a persuasive talk about how a foreign
language could be learned. In this talk, the role of pleasure reading was strongly emphasized. Hence,
the students were academically and psychologically prepared and oriented for the language instruc-
tion. The students in both groups practiced pleasure reading in their free time. On average, the students
in the experimental group did about 120-page pleasure reading per week for 36 weeks, and the control
group about 50. For the control groups, a classroom library consisting of about 400 graded readers of
different stages published by international ELT publishers was available for students to choose from,
to match their levels and interests. Other pleasure reading-related tasks implemented in the experi-
mental group are summarized as follows: The students read the stories written by their peers. For each
story they read, they filled out the book report and filed them in their pleasure reading folder in a
chronological order (see Appendix 2), which served for both self-evaluation and teacher-student col-
laborative evaluation. The cumulative pleasure reading page average was written on the classroom
board each week and kept there for that particular week so that the students could check their cumu-
lative average with that of the class. It served as a benchmark and motivated the students to read more
to keep up with their class average. In addition, for each week, one pleasure reading chart was used
in the classroom depending on the level of the students (see Appendix 3). These got increasingly more
complex, and linguistically and cognitively more demanding as the students improved their English
levels. For example, in the very early stages of the instruction, the students were required to write
down only the title of the reader and characters in the story in Task 1, whereas, in the later stages, they
were asked to compare two characters in Task 14 (see Appendix 3). The tasks were not time-consum-
ing and helped create a genuine interactive context in the classroom. One of the charts considering the
level of the students was distributed to the students and a class hour a week was allotted to complete
it. In that class hour, the students reflected on what they read and expressed their ideas about it within
a group using the distributed chart. Since each student shared what they read with the other group
members, the chart completion turned into real information-gap activities and communicative tasks.
After completing the chart, each group posted it on the bulletin board for a week and the rest of the
class were welcome to write their comments about the stories on the posted charts. Thus, the group
work evolved into classwork. It turned into an interactive task because some students might have read
the same books and were encouraged to add their reflections on the weekly charts of other groups.
One-to-one teacher-student individual conferences with the students were also held about their pleas-
ure reading process and the teachers guided the students about their pleasure reading process based
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on pleasure reading and student self-report folders. During the academic year, the guidance and em-
phasis on pleasure reading were handled as an ongoing issue.

2.5 Data collection

A mixed-methods design was implemented to collect both qualitative and quantitative data to draw
a more informed conclusion about the impact of LGM on the attitudes and English development of
the students.

2.5.1 Reader evaluation questionnaire

To obtain the attitudes of the students towards the stories for pleasure reading, the reader evalua-
tion questionnaire was administered to both experimental and control groups in week 33 of the 36-
week academic year (see Appendix 4). The questionnaire was developed by Dawkins in 2010 (cited
in Dawkins, 2017) and used for economically disadvantaged African American students in California
(Dawkins, 2017). The experimental group answered the questionnaire for the learner-generated read-
ers, the control for the graded readers published by the international publishers. Cronbach’s alpha was
used to calculate the internal consistency reliability of the questionnaire, which was found to be 90.5.

2.5.2 Follow-up semi-structured interview

To triangulate the data obtained from the questionnaire, a follow-up, a semi-structured interview
was carried out with the experimental group about the stories they wrote and the ones they read which,
were constructed by their peers (see Appendix 5). Follow-up interviews were conducted in weeks 34
and 35.

2.5.3 orr

OPT is an online computer adaptive test which adjusts the difficulty level of questions considering
the responses given by test takers. The responses of the learners are automatically marked and instant
results showing the level of test-takers, ranging from Pre-A1l to C2 CEFR levels, are provided. To see
the effect of learner-generated stories on the language development of students, OPT was used as a
pre-test and post-test for both the groups in the 9th grade. It was administered as a pre-test in the first
week and as a post-test in the final week of the academic year.

2.6 Data collection

SPSS was used to analyze the data obtained from the questionnaires and OPT. To see if there was
a significant difference between the responses given by the experimental group and control group one-
way ANOVA (between subjects 2X12) was used. The same analysis was also carried out to investi-
gate if the grade levels (9, 10, 11, 12) of the students affected their responses to the questionnaire. To
investigate the effects of pleasure reading within each group, paired sample T-test was used to com-
pare the pre-test and post-test scores, independent samples T-test was used to compare pre-test and
post-test scores between the two groups. Finally, the semi-structured interview was transcribed, and
the content analysis was done. The data obtained from the semi-structured interview was categorized
and coded.
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3 Results
3.1 Reader evaluation questionnaire

The experimental group evaluated LGM and the control group evaluated the graded readers from
international publishers. The results below summarize the cumulative evaluation of both types of ma-
terials.

Table 1 and Table 2 present one-way ANOVA results to test if there is a significant difference
between the experimental group and the control group in terms of their attitudes towards the materials.

Table 1. Tests of Between-Subjects Effects

Type 111
Source Sum of Squares df Mean Square F Sig.
Intercept 1254107,220 1 1254107,220 45383,601 ,000
Group 52312,405 1 52312,405 1893,080 ,000
Error 6576,770 238 27,633

P<0.05

Table 1 indicated that there was a significant difference between the responses given to the
questionnaire by the experimental and control group at the p<.05 level for the conditions [F (1, 1) =
1.893, p=0.00].

Table 2. Tests of Between-Subjects Effects Including Grades (9, 10, 11,12)

Type III Sum of
Source Squares df Mean Square F Sig.
Intercept 1242051,822 1 1242051,822 46922,827 ,000
Grade 290,135 3 96,712 3,654 ,013
Group 52187,532 1 52187,532 1971,565 ,000
Grade * Group 168,353 3 56,118 2,120 ,098
Error 6141,063 232 26,470

P<0.05

Table 2 indicated that there was no significant difference between the responses given to the
questionnaire by the grades (9,10,11,12) of the students in the experimental and control group at the
p<.05 level for the conditions [F (1, 3) = 2.120, p=0.98].

Table 3 summarizes the questionnaire results for the 9" graders.

Table 3. Questionnaire results for the 9" graders

. Sig.
Group N Mean St Detv'la- t df Q@-
ion .

tailed)
. Experimental 35 91,6735 3,88128

Storyline Control 29 579310 560504 27422 48,374,000
Experimental 35 89,7143 6,73356

Character Elements Control 33 432323 835351 25,171 61,496 ,000
Experimental 34 81,1765 7,60482

Vocabulary Control 34 40,5882 3.42997 28,369 45,893 ,000
Experimental 35 84,7619 7,85014

Accuracy Control 34 349020 899814 24 65,229,000
. Experimental 35 88,2857 10,70616

Size & Shape Control 35 705714 9.68409 7,259 67,327 ,000

Font Experimental 35 86,5714 6,03561 723 52,000 473

Control 33 88,0303 9,99526
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Experimental
Control
Experimental
Control
Experimental
Control
Experimental
Control
Experimental
Control
Experimental
Control

35
35
35
35
35
35
35
35
35
35
35
35

91,4286
87,4286
92,0000
82,2857
96,5714
47,4286
87,4286
35,4286
88,0000
35,4286
72,5714
33,1429

7,72424
10,10034
7,97053
10,86974
9,05631
9,80482
9,80482
8,52086
9,94100
9,80482
13,79319
9,63188

1,861

4,264
21,782
23,683
22,275

13,865

63,633
62,363
67,576
66,703
67,987

60,789

25

,067
,000
,000
,000
,000

,000

P<0.05

The data showed that in terms of the items related to “storyline, character elements, vocabulary,
length, vocabulary and language, activities, a window into fiction, accuracy, size, and shape, and sup-
plemental materials” a significant difference was observed between the two groups. On the other hand,
in terms of “font and the appearance of the pages and the front cover” no significant difference was
observed between the two groups.

Table 4 summarizes the questionnaire results for the 10™ graders.

Table 4. Questionnaire results for the 10% graders

Group N Mean De\Sfit:t'ion df ?sfle(dz)-
B ROT SN o o
Character Elements g’;flfrré?lemal gj i;‘:ggg? z:ggggz 16388 65,703 000
Vocabulary g’gﬁfﬁlemal g‘s‘ Zi:g?ﬁ ;ggg; 32,931 49617 000
e SRR T
Size & Shape Crpertmental 33 32%22; z:gggé‘l‘ 4532 67677 000
ol 3 BITRS g o
ppermestiofs Dremanl 03 SIS SOS s e )
Supplemental Materials — cabe "0 32 Geoesr 100a1g 2298 66349 025
I
Vocabulary & Language g’;flfrrglemal gg ifz?ggg g:gg‘}gg 20,027 67,932,000
Activities g’gflfrré?lemal gg iii}ég 191,623011;83 15367 59817 000
Window into Fiction g’;ﬁfglemal ;2 i?i}ég }g:gégg 16,881 62,724 000

P<0.05

The data reflect a significant difference between the experimental and control groups on the items
about “storyline, character elements, vocabulary, length, vocabulary and language, activities, a
window into fiction, accuracy, size, and shape, the appearance of the pages, and the front cover and
supplemental materials”. In terms of “font”, there was no significant difference between the two

groups.

Table 5 summarizes the questionnaire results for the 11™ graders.
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Table 5. Questionnaire results for the 11%" graders

Group N Mean Desit:t'ion ¢ df ?zll%le((f)-
N L TR e
Character Elements g’gﬁfﬁlemal gg ig%gg 160’?071759866 19,794 60,449 ,000
iy S 3000 0 o o
oot 34 IO T e s
N Al
ol 3N G g
il T TP
Supplemental Materials (oo "M 32 1008 s D24 64350 002
ol RR g0 o
Vocabulary & Language g’gﬁfﬁlemal gg ig;;‘f }g:;gg; 16,842 64,276 ,000
Activities g’gﬁfﬁlemal 3‘5‘ ;g‘z‘éég }gggﬁg 11,396 66,791 ,000
Window into Fiction g’;ﬁfﬁglemal gg gg:gggg iizgg;z 15é45 62,663 000

P<0.05

The results reveal that a significant difference between the two groups about “storyline, character
elements, vocabulary, length, vocabulary and language, activities, window into fiction, accuracy, size
and shape, and supplemental materials” No significant difference was observed between the two
groups in terms of “font and the appearance of the pages and the front cover”

Table 6 summarizes the questionnaire results for the 12™ graders.

Table 6. Questionnaire results for the 12" graders

Std. Sig. (2-
Group N Mean Deviation ¢ df tailed)

Experimental 35 89,1429 7,55293 12,760 48.228 000

Storyline

Control 30 574286 11,68072
Character Elements g’gflfrré?lemal g‘s‘ 3232222 z:ggg 20,599 66,691 000
Vocabulary g’gflfrré?lemal gé 481(7):;2;491 %Eigg 22801 55,771,000
s 3 B0 B o o
L
o 3 B R s
e B 300 S

Experimental 35 74,8571 12,68891

Control 35 845714 1093910 430 66,556 001

Supplemental Materials
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Window into Fiction g’;ﬁf;é?lental gg
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86,8571
50,8571
81,1429
36,0000
73,7143
34,8571
83,4286
35,4286

11,82506
10,10865
10,78436
12,64911
13,52247
11,21224
11,36115

13,690 66,393
16,067 66,341

13,087 65,745

11,96634

17,210 67,818

,000
,000
,000

,000

27

P<0.05

The results indicate that with respect to the items about “storyline, character elements, vocabulary,
length, vocabulary and language, activities, a window into fiction, accuracy, size, and shape, and sup-
plemental materials” a significant difference was observed between the two groups. On the other hand,
in terms of “font and the appearance of the pages and the front cover” no significant difference was
observed between the two groups.

Table 7 summarizes the percentages given to the items on the questionnaire by the experimental
and control groups.

Table 7. Percentages given to the items on the questionnaire by the experimental and control groups

1= Poor, 2= Below Average, 3= Average, 4= Good, 5= Excellent

(1) Story Elements 1 2 3 4 5
E C E C E C E C E ¢
Storyline is funny, contains age- 51 o 564 28 414 464 0 507 0
appropriate humor
Story line contains material most
young readers will find interest- 0 28 0 61.8 2.1 352 474 0 503 0
ing and engaging;
Storyline contains suspense 0 0 0 65 28 29.1 442 40.1 52.8 24.0
Storyli i iti
oryline Storyln}e offers opportunities for 0 51 0 514 5 411 40 22 55 0
prediction
Plotis well-developed, well- 0 07 0 556 3.5 368 37.4 3.0 589 37
rounded, multidimensional
Story contains a logical sequence g 107 42 266 492 424 46.4 20.1
of events
Storyline contains action 0 07 0 159 2.8 253 40.7 37.6 56.4 20.2
Characters are well-roundedand 5 557 108 364 478 2.1 413 07
multi-dimensional
Ch " Character roles demonstrate
Bl a”‘cter equality with leadershiprolesand 0 6.5 0 58.6 5.0 347 485 0 463 0
ements decision-making
Characters of varied genders, 0 50 0 669 28 280457 0 514 0
races, and ages serve as leaders
Vocabulary is age-appropriate for
the age/grade level of the students 0 35 0 78522 178 592 0 385 0
Vocabulary is developmentally-
Vocabulary appropriate for the age/grade 0 28 0 812 3.5 151 388 0.7 575 0
level of the students
Vocabulary contains thymeand ¢ o g1 145 15 430 0 423 0
rhythmic content
Length %ength of the book is appropriate (45 43 535309 14 647 0
or the age/grade level
(2) Cultural Content
Vocabulary  Book contains vocabulary and
& Lan- language that match the cultureof 0 192 0 67.1 2.8 135 614 0 357 0

guage

the reader
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Book contains story content or il-
lustrations depicting activities or
traditions consistent with the cul-
ture of the reader

Window Book provides a window into fic-
into Fiction  tion, imagination

Book contains story content and
pictures that accurately depict the 0 342 0.7 514 164 142 50 0 328 0
culture of the reader

Book contains story content

and/or pictures that accuratelyde- 0 25.8 0 60.4 10.7 129 46.0 0.7 431 0
pict physical environment

Book contains story content
and/or pictures that accurately de-
pict social interaction from mem-
bers of the reader’s culture

(3) Book Elements

Size & Book is large in size

Shape Book has a nice shape

Font type is attractive
Font is clearly readable and not
covered by illustrations

Font Font is large and easily readable
or interpretable by the reader
Font color is easy to view by
reader

Appearance The appearance of the book pages

of the Pages is glossy, not matte

Activities 0 25 0 628 208 12.1 496 0 294 O

0 285 0 564 15 15 528 0 321 O

Accuracy

0 214 0 614 171 17.1 457 0 371 O

185 5.0 49.2 41.0 29.2 539 2.8
0.7 14 9.2 438 464 54.6 43.5
0.7 2.1 64 42.0 44.6 55.7 48.2

0.7 151 5 482 442 36.6 50

oS oo O
oS oo O
oS oo O

0 0 0 07 07 28 474 45.6 51.7 50.7

0 0 0 14 07 3.5 427 474 565 474

0 0 0 07 14 42 553 47.8 43.1 47.1

and the

Front }sh;lgsgaéz?ﬁa?tfethe bookcover o g 07 28 14 489 514 482 464
Cover >

Supple- Ei‘::lglf;g;f"rmedla accompa= 9 0 0 07 201 5 546 61.4 251 328
mental Ma- C tdi ’ di "

terials ompact disc or media supports 0 0 0 07 258 7.8 46.0 62.1 28.0 29.2

or extends book/story content;

The table summarizes the whole picture of the responses given by the experimental and control
groups. The data divulge that in terms of “storyline, character elements, vocabulary, length, vocabu-
lary and language, activities, a window into fiction, and accuracy” the difference between the re-
sponses given by both groups was clearly observed. These constructs were positively evaluated by the
experimental group. With respect to “size and shape” the responses given by both groups were similar.
Finally, the responses provided to the “font, the appearance of the pages and the front cover, and
supplemental materials” were similar.

3.2 Semi-structured interview

The data obtained from the experimental group through the follow-up semi-structured interview
is summarized as follows:

3.2.1 The ideas of story writing

All the students reported that the idea of writing stories for their peers and reading the stories
written by their peers was a great one. Majority of the students (77%) said that they felt lucky and
privileged in taking part in the project. Most of the students (63%) stated that they had never imagined
that they would write a story in English.
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3.2.2 The initial reactions of the students about story writing

An overwhelming majority of students (94%) mentioned when they heard about the project at the
beginning, they felt frustrated and had doubts about whether they could manage the task. Especially
when they heard that they would write the stories without referring to any references it placed great
pressure on them. Moreover, 40% of the students reported that the stories would be printed with their
names on them and their peers and teachers might not appreciate what they would write, which was a
cause of stress for them.

3.2.3 The Challenges the Students Faced

Regarding the challenges faced during the story writing process, 94% of the students said that they
were not allowed to exploit any resources in English and that their teachers did not help while they
were writing the stories, which was challenging for them. Furthermore, 37% of the students indicated
that they experienced problems with finding a story to write about.

3.2.4 Overall Student Impression about Story Writing

The majority of the students (89%) stated that they discovered their potential as writers. Be-sides,
54% of the students visualized their peers and other students reading their stories in the following
years and it fascinated them. Likewise, 80% of the students said that they enjoyed the process of
writing a story and generating an imaginary plot and characters. Finally, 34% of students indicated
self-satisfaction, the feeling that they were able to write a story in English.

3.2.5 The Learners’ Impression on their Printed Stories

All the students reported that seeing the books composed of their stories printed with their names
made them very happy. About one-third of the students (31%) stated that they were proud of them-
selves as a whole group because they overcame a very demanding project. They were all writers and
they all felt special and privileged. Finally, 1% of the students said that story writing in English sym-
bolized their mastery over English.

3.2.6 The Feedback They Got from their Peers about their Stories

As 80% of the student mentioned that their friends congratulated them about the stories they au-
thored, 21% of the students indicated that their friends gave some suggestions about their stories. Only
12% of them said that they would revise their stories based on their friends’ suggestions.

3.2.7 Student Motivation to Continue Story Writing

While 91% of the students said that they would like to continue writing stories in English, 1% of
the students indicated that the task was too demanding and preferred not to write stories again.

3.2.8 The Ideas of the Learners about the Stories Written by their Peers
The majority of the students (83%) mentioned that they find something from themselves in each
story and identified themselves with them. On the other hand, 1% of the students reported that some

stories were too simple.

3.2.9 The Impact of Story Writing on English
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All the students said that they felt an inner desire to read all the stories written by their peers at
once. Thus, they read more than usual, which contributed to their English. The project increased their
motivation for English learning and felt more positive about English. Most of the students (65%)
reported that writing helped them organize their ideas better while writing in English.

3.3 OPT

The OPT results showing how learner-generated stories and ready-made ones affected the lan-
guage development of students are summarized in Tables 8, 9, and 10.
Table 8 summarizes the comparison of the pre-test scores of the experimental and control group.

Table 8. Pre-test scores of the experimental group and control group

Group N Mean SD t df p
Experimental 35 4.2857 1.17752
Pretest . Control 35 42086 97274 221 65.660 826

P<0.05

The data comparing the pre-test scores of both groups show that the scores of the groups were not
significantly different, experimental (M=4.28, SD=1.17) and control (M=4.22, SD=.97) conditions;
t(65.66)=.221, p=.826.

Table 9 summarizes the comparison of the pre-test and post-test scores of the experimental group
and control group.

Table 9. Pre-test and post-test scores of the experimental group and control group

Group N Mean SD t df p
Experimental 35 -17.74286 1.70368 -61.613 34 .000
Control 35 -16.11429 2.13888 -44.572 34 .000

P<0.05

The data indicat that the pre-test scores of the experimental group were significantly different from
its post-test scores, conditions, t(34)=-61.61, p=.00. The data indicated that the pre-test scores of the
control group were significantly different from its post-test scores, conditions, t(34)=-44,57, p=.00.

Table 10 summarizes the comparison of the post-test scores of the experimental and control group.

Table 10. Post-test scores of the experimental group and control group

Group N Mean SD t df p
Post- Experimental 35 22.0286 2.14868
test Control 35 20.3429 2.42466 3078 67.031 003

P<0.05

The data comparing the post-test scores of both groups reveal that the scores of the groups were
not significantly different, experimental (M=22.02, SD=2.14) and control (M=20.34, SD=2.42) con-
ditions; t(67.03)=3.07, p=.003.

The data about OPT reveal that the scores obtained on the pre-test by both groups were not signif-
icantly different from each other. When the pre-test and post-test scores were compared within each
group, it was observed that the scores of both groups were significantly different from their pre-test
scores. However, the comparison of the post-test scores of each group revealed a significant difference
between the groups.
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4 Discussion

This study investigated the effects of learner-generated stories on students’ attitudes and devel-
opment in their English language skills in comparison to the attitudes towards the readers published
by international publishers. The results indicated that the learner-generated stories raised more inter-
est among the students than those

published by the ELT publishers, which aligns with the findings of Azman et al. (2016), Brown et
al. (2013), Chen and Liu (2012), and Mennim (2012). The story elements section, which includes the
storyline, character elements, vocabulary, and length, impressed the students in the experimental
group who read learner-generated stories more than the control group who read the ready-made ones.
The students in the experimental group found the events told in the stories, their sequence, and the
characters more appealing. They also found the stories more appropriate for their age and language
level. Moreover, the story length was also another factor, which provided further satisfaction to the
experimental group students.

In terms of cultural content, which covers vocabulary and language, activities, a window into fic-
tion, and accuracy, the experimental group was more positively impressed by the learner-generated
stories than the control group reading ready-made readers. The content, vocabulary, and language
employed in learner-generated stories were more culturally relevant and pictured the lives of the stu-
dents, which increased student satisfaction.

The results obtained from the third section, book elements, yielded a different result. In the first
two sections, the attitudes towards the learner-generated readers were clearly evaluated more posi-
tively than the ready-made ones. However, in the third section, which is about the validity of the
stories rather than the content, no clear-cut differences were observed between the learner-generated
stories and ready-made ones. Even in terms of page layout and illustrations, the ready-made ones were
also evaluated positively as they are designed by professional designers. Besides, they were also sup-
ported by international companies and accompanied by periphery materials such as CDs, posters, and
quizzes, which might not be supported by individual schools. Thus, the third section looked appealing
and provided positive evidence in favor of the ready-made readers.

From the findings given above, the answer to the first research question can be summarized as
follows: In terms of the story elements (storyline, character elements, vocabulary, and length) and
cultural content (vocabulary and language, activities, window into fiction, accuracy) the students in
the experimental group displayed positive attitudes towards the learner-generated stories. However,
in terms of book elements (size and shape, font, the appearance of the pages and the front cover, and
supplemental materials) both groups demonstrated positive attitudes for both learner-generated stories
and ready-made ones.

The experimental group did better than the control group on OPT. Although, both the control and
experimental groups got similar results on the pre-test, the post-test results differed significantly. At
the end of the academic year, the OPT was administered as a post-test and it was observed that the
students in the experimental group did better than the control group. These findings corroborate those
of Beglar et al., (2012), Chen and Liu (2012), Cho (2017), Elley and Mangubhai (1983), Hafiz and
Tudor (1989), Gradman and Hanania (1991), and Green, Inan, and Maushak (2014). Thus, the OPT
results provide the answer to the second research question: The learner-generated materials helped the
students in the experimental group improve their English more than the control group reading ready-
made materials.

5 Conclusion and limitations
5.1 Conclusion

Firstly, the students in the experimental group were enthusiastic knowing that they would pioneer
the learner-generated reader development process. It made them feel special and privileged. Engaging

the whole school in the project created a novelty effect. The results of the study also supported the
positive atmosphere at the school. It indicated that the learner-generated readers created a positive
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impact on the EFL students. Generally speaking, they were fascinated with writing their own stories.
Knowing that their stories were being circulated around and read by their peers made them proud and
happy. Addressing a larger audience in the given academic year and the following academic years
motivated and made them invest more time and energy in the tasks. Managing a real task in the target
language, English, provided self-satisfaction. Moreover, they also favored reading the stories written
by their friends who spoke the same language as them. The plot of the story was from their own world,
with which they felt affiliated. In addition to the culturally relevant and appealing content employed,
the language and vocabulary use at their level deemed the stories compelling and comprehensive for
them.

Besides the story-generating process, the project encouraged the experimental group to read more
either due to interest in their peers’ work or the appealing nature of the stories. Whatever their reason
was, they read more and were consequently exposed to more comprehensible samples of English,
which consequently fostered their English language development.

The project, which put the students in the center, complies with the current educational philosophy.
They actively participated in the task and forced themselves to do better knowing that their stories
had a real audience. The majority of the students had never thought of generating stories before, thus
the project also helped them discover their own potential. They also received feedback from their
peers to some extent and planned to revise their stories. This created a collaborative atmosphere,
which the modern education philosophy preaches. Most probably, the pleasure of achievement and
self-satisfaction triggered self-discovery.

To the knowledge of the researcher, there is no such a comprehensive project carried out by the
whole school to produce their own language learning materials. It is hoped that this project also in-
spires others to implement such projects to develop their local LGM, customized for their own context.

5.2 Limitations

The study is accompanied by limitations. First of all, the reader evaluation questionnaire was an-
swered by two different groups, control and experimental. The nature of the groups might have af-
fected their answers. It would have been better if the experimental group had answered the same
questionnaire, one for the learner-generated readers and one for the ready-made readers separately.
However, in that case, it would have not been possible to study the effects of different readers on the
English language development of participants. Moreover, there was the risk that the students in the
experimental group might have been prejudiced and evaluated their stories more positively.

The experimental group read more in comparison to the control group. It may have not stemmed
from only the type of materials but from the more and continuous emphasis put on the story writing
process and the role of pleasure reading in the experimental group. The difference in the amount of
reading between the two groups might have affected the OPT score, not only the LGM themselves.
Thus, the difference in success must have definitely been affected by the amount of reading not only
the type of readers, learner-generated versus ready-made. Moreover, the students also followed an
EFL program and during the period between the pre-test and post-test, many factors did have an effect
on their English Language development. In other words, pleasure reading was one of the factors af-
fecting language development. Thus, it was impossible to calculate to what extent pleasure reading
contributed to the exam scores the control and experimental groups.
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Appendices
Appendix 1. Learner-generated story samples

Sample 1. Emir was a cadet. He loved a girl. One day he decided to escape from the school and meet his
girlfriend. His girlfriend lived in Arnavutkdy but Arnavtkdy was on the other side of the Bosporus. It was not a
problem for Emir because he was a good swimmer. Emir decided to escape but there was a problem. Captain
Zafer counted the cadets, and then saw that Emir was not there! Captain Zafer was not surprised. He smiled. “I
will find him”, said Captain Zafer. Emir was waiting for his girlfriend in Robert College. Suddenly, Captain Zafer
jumped down from a tree. Emir was scared. “Sir?”, said Emir. “I know you are here”, said Captain Zafer. "How?",
asked Emir. "Because I am Jale’s father. I read her WhatsApp messages”, replied Captain Zafer.

Sample 2. One day Mr Mudo was sitting in bis office. It was raining. Mr Mudo was looking at the wall and he
was thinking about bis lite, his wife, cases and murders. He was drinking coffee when somebody knocked the
door. A fat man entered. He was worried.

May I learn why you came here?’, Mr Mudo said.

He sat on a chair near the fireplace. The fireplace was creating some strange noises. He started to explain the
case. Meanwhile, Jack, Mr Scott’s brother, was thinking of his mother and crying, He was playing with a pencil.

“When I went to Mr Scott’s house, I saw a dead boy on the floor. I was very shocked, because he was Mr
Scott”, said the man.

“Who is he?”, Mr Mudo asked him.

“Mr Scott inherited his mother’s fortune. He is a rich man. He has a brother, Jack. He was jealous of him,
because when their mother died, Mr Scott inherited their mother’s whole fortune.”, William replied.

“Do you think Jack killed his brother?”” Mr Scott asked him.

“Maybe, but I am suspicious of Peter. He was Mr Scott’s enemy”, William replied.

“Why did you suspect him of killing Mr Scott?””, Mr Mudo asked him.

“Although they were good friends, they have fallen out with each other because of money”, William replied.

“Mr Scott lent him some money. After a long time, he wanted the money back. Although Peter promised to
give his money back, but he did not give it back so they fought with each other and Peter’s arm was broken”, he
continued.

Then, Mr Moodoo went to Scotts house with William. When they reached Scott's home, Mr Mudo found a
wallet in front of the door. When he looked in the wallet he was surprised, because the wallet belonged to Peter.
He entered the house. When he was walking in the house, he searched everywhere. He saw a mark on Mr Scott's
body.

This mark was made with a pencil. He took that pencil and he returned back to his office. Policemen arrested
Peter.

While Mr Mudo was thinking about this event, a man came in.

“You made a mistake, because Peter was not a murderer. That day, I saw Jack at Mr Scott's house. An hour
later he ran away from the house. He looked very worried”, he said paragraph then Peter came home. When he
saw Mr Scott's dead body, he began to run for stop Meanwhile he dropped his wallet in front of the door. Mr
Moto was not wrong. At that moment, Jack understood everything, and decided to escape. Mr Mudo decided to
arrest Jack. While he was escaping from the town, the policeman caught him. Jack confessed everything about
the murder. The judge sentenced him to 10 years. Mr Mudo solved yet another case.

Then Mr Moore was drinking coffee. He was thinking about his wife, his life, cases and murders and the pencil.
While he was thinking about these, somebody knocked on the door ...

Appendix 2. Book report

Date: Title: Level: Total number of pages:
Brief summary:

What did you like about the book?

What didn’t you like about the book?

What did it remind you of?

The new words you have learned in the book:

The new expressions or idioms you have learned in the book:

The words of expressions you did not understand:

Book rating: (a) Good. (b) Fair. (c) Poor.

The book was: (a) too easy for me. (b) at the appropriate level for me. (c) too difficult for me.
Further comments:
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Appendix 3. Pleasure reading charts
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Appendix 4. Reader evaluation chart

The checklist below is designed to evaluate the quality of readers. Rate each reader on a scale of 1 to 5 based
on the criteria and description below. Thank you for your cooperation.

1-  Poor

2- Below average
3-  Average

4-  Good

5-  Excellent
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Appendix 5. Semi-structured interview questions

a)
b)
c)
d)
€)
f)
2)
h)
)]
i)}

What do you think about the idea of writing stories for your peers?
What did you feel at the very beginning of the project?

What was challenging while writing your stories?

What was enjoyable while writing your story?

What did you feel when your story was printed?

What were your reflections of your friends about your story?

did the story writing process help your English?

Would you like to write a story again?

What do you think about the stories written by your peers?

How did the stories written by your peers help your English?
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