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Abstract

The study’s aim was to investigate the effects mnth techniques as an alternative
teaching strategy for EFL (English as a foreigngleage) students’ oral proficiency and
how they perceived the strategy; for example, pésr, improvisation and characterization
exercises used in class with the final goal of lemgethe oral production anxiety level of
university students. Motivational aspects suchtadents’ attitudes, society, and learning
awareness (just to mention a few) are investigatdtiis scientific paper. It also includes
several videos published on the Internet promoting use of drama in the English
classroom, motivating students’ participation andeating an effective learning
environment. Results from previously collected dataan attitude survey during a pilot
study, carried out on 25 students from a basiotErmediate English level of the Pontifical
Catholic University Language Department in QuitBecuador, showed that they would like
to improve their performance of spoken English,wadl as getting more motivational
feedback from their language instructors. Accordingheir statements from the survey,
they were bored and not very motivated, going tghothe same learning routine over and
over again during each level.

Participants in this research were 10 students aitlage range from 19 to 28 years old
from different faculties and different English bgoBunds of the Catholic University of
Quito, Ecuador. In order to graduate, each facdéignands certain English levels for the
student to be approved. Data were collected frardestts through pre- and post surveys,
oral pre-, mid and post self-evaluations, perceptguestionnaires and perception
interviews regarding oral performance and motivatio order to provide feedback for the
students, an audiovisual recording of all actigitieas conducted which can be seen on the

following blog: http://actandspeak.blogspot.com/

The results showed that dramatization as a learsingtegy had positive effects on
students’ oral performance as well as on motivaitidactors. Nevertheless, not all students
demonstrated stability and constancy during theal @erformances throughout this
project, due to factors such as personality, egpeg, and attitude differences. Based upon
the insights gained from this study, pedagogicallications, especially for the speaking
section of the student’s book face2face (fifth ligvevere developed, and suggestions for

future research have been recommended.



Abstracto

El objetivo del estudio fue investigar y constdtaefectividad del uso de las técnicas de
teatro como estrategia alternativa, a los métodes lppbitualmente se utilizan en la
ensefianza del inglés oral como lengua extranjéos, @studiantes universitarios.

Dichas técnicas abarcan, por ejemplo el juego des,ola improvisaciéon y la
caracterizacion de los ejercicios utilizados eselauyo objetivo final, es el de reducir el
nivel de ansiedad, que produce el aprendizaje de lengua extranjera. Aspectos
motivacionales, tales como la actitud, la culturka yonciencia de aprendizaje (s6lo por
mencionar algunos), son investigados en este trabajptifico. También incluye varios
videos publicados en Internet, en los que se preeneé uso del teatro en las clases de
Inglés, para motivar la participacion de los esintls y crear un ambiente de aprendizaje
efectivo.

Los resultados de los datos recogidos en una elacdesctitudes, realizado en un estudio
piloto a 25 estudiantes, de los niveles béasicoterrmedio de Inglés, de la Universidad
Catolica, Departamento de Idiomas en Quito — Eaygouleso de manifiesto la falta de
motivacion que impera en los alumnos, expresanddegigustaria mejorar su rendimiento
oral, la retroalimentacion y la motivacion de sosf@sores de idiomas; ya que consideran,
gue las clases de inglés son aburridas y repetjtipasando por la misma rutina de
aprendizaje en cada nivel. Los participantes deiasestigacion, fueron 10 estudiantes de
la Universidad Catdlica de Quito con un rango dedetbmprendido entre 19 y 28 afios, de
distintas facultades y diferentes antecedentes @prendizaje del idioma de Inglés.
Teniendo en cuenta que para poder graduarse, gadéafl exige ciertos niveles de inglés
a los alumnos, se recogieron datos de los estediaatravés de encuestas de motivacion y
entrevistas orales, antes, durante y después deetdsnes. Con el fin de proporcionar

informacién a los estudiantes, se realiz6 una giébaudiovisual de todas las actividades

realizadas. Que puede verse en el siguiente bttyg//actandspeak.blogspot.com/

Los resultados mostraron que la dramatizacion, cestiategia de aprendizaje, ha tenido
efectos positivos, sobre el desenvolvimiento omal lds estudiantes, asi como en la
motivacion. Sin embargo, no todos los estudiantestraron la misma estabilidad y
constancia durante sus presentaciones orales,adabidctores como la personalidad, la

experiencia y las diferencias de actitud. Sobrbdse de los conocimientos adquiridos a



partir de este estudio, se han desarrollado apdicas pedagogicas, especialmente para la
seccion de habla de Face2Face (libro del alumnaa@uivel) y se ha realizado sugerencias

para futuras investigaciones.
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INTRODUCTION

“| pretend, therefore | am. | pretend, therefokmdw. | pretend, therefore | am not afraid.”
Paley (1988:8)

A lot of research has been done on improvisatiahdmmatization as part of creating an
authentic learning environment, which has beeniwithe field of EFL teaching for many

years, with the aim of students’ speaking skillpiavement.

In this introductory part statement of the problgustification, hypothesis and objectives

of this research study will be stated.

Statement of the problem

“I have had 12 years of school English...but | dospeak.” This affirmation is very
common among students frorf kevel English of the University “PUCE” Quito, Eailr.
Now they are interested in graduating as profesésoand, as a complementary subject,
they are required to finish all 8 levels of Englih a foreign language. They usually get

placed in ¥ or 2nd level after studying English for so mangrgeat school.
What is it that holds students back from oral speadheir English class?

This is a question which probably goes throughtaofaeachers’ minds. As a practicing
teacher, teaching English as a foreign languagé)(EBFEcuador, | have always thought of
what would be the best strategy for students taawvgtheir oral production. With so many
teaching methods and approaches to language lgaihiis definitely not an easy job to
first recognize and then apply an appropriate neetboevery individual. Another question
| am asking myself is “How can we as teachers tdaoluage skills, (especially oral
production) to students to make them more intedestéearning the language? Also, how
can we keep the students’ interest in languageaileguwhen English is not considered as

very important for their immediate needs, othenttapass examinations?

Since English is a foreign language in Ecuadoriardrely used outside the classroom, a

strategy for effectively teaching spoken Englisbriical in current Ecuador.

12



Justification
As a result of my observation studies at PUCE dilewing problems are being stated:

- Students arrive tired from studying their alreadilyfpacked degree coursesd
consider learning English as a relaxing subject

- Students complain about their teachers back in $igiool

- Classrooms don’t provide motivational input for Elearners

- Students tend to study English without being avediies importance

- There is little motivation other than passing tkara

- Teachers tend to be too strict and focus too mumctoorect speech

- Students are afraid of making errors and don't tates

- Students have low self confidence during oral potion

- Students prefer not to talk in front of their clasges

- Competition, like an environment, destroys the waiton of weaker students
before and during oral production

- Outgoing and lively students take initiative ovle tshyer ones during speaking
activities

- Students’ sarcasm hinder students’ oral production

- Students don't “feel” this special sensation ofogrzing some kind of success
after having fulfilled an oral task (reward sensaji

- Students can’t track back their oral performancesrder to improve due to a lack
of monitoring

- Students have wrong expectations of teachers’ roles

- Students don't “live” the language during classroactivities

Speaking of the last mentioned point, a major mabin teaching a new language is to
match the content of the lessons to the intellé@nd cognitive skills of the students. Too
often, students at elementary or intermediate $eaeé not stimulated or excited by the

content of their lessons.
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Hypothesis

-Simulation of real life situations projecting reéife size images will be an effective
language teaching strategy to enhance student'wishgal autonomy, self confidence and

motivation, with the final goal of lowering speaiianxiety.-
General Objectives

The purpose of this study is to investigate to wddént dramatization activities influence
in motivational improvement and oral productionp@sally lowering speaking anxiety) of
PUCE university students, by preparing students tfe real world by creating an
immersion-like environment (motivational input) atfte increase of student motivation
and learning awareness. It is hoped that the sesfltthis study will have positive

implications for ESL teaching strategies.

Proposal of “How to lower speaking anxiety”

1. to create an urgent need for real communicatiooutin the simulation of authentic
life situations

2. to encourage interpersonal relationships amordgsits

3. to encourage cooperative learning during studexttfwities

4. to stimulate students’ imagination and creativity

5. to stimulate spoken interaction

6. to stimulate improvisation skills

7. to encourage to “living the language”

8. to enhance speech freedom

9. to evolve reward sensation

10.to stimulate awareness of student’s learning ovmgers
11.to enhance self confidence
12.to develop student’s autonomy

13.to decrease student’s speaking anxiety

14



Specific objectives:

1. to monitor the student’s learning processes ofestugroduced interactions through
audio-visual recordings twice a week.

2. to analyze the student’s motivational and speakikit) progress at the end of the
level. With this activity, students will have thpportunity to become aware of their
success, mistakes and possible ways to solve them.

3. to expand the "Get It Right" activities located umits 1-6 of student’s book
Face2Face Intermediate Level through simulationseaFlife drama with specific
tasks and appropriate educational materials fomgonication situations.

4. to develop a teacher’s guide with indications ofvito use drama activities in the
EFL class.

CHAPTER ONE- THEORETICAL FRAMEWORK

1.1 Introduction
“We speak with our vocal organs, but wevarse with our entire bodies;
conversation consists of more than alsimgerchange of spoken words.”
(David Abercrombie, 1972)

Of all the four skills in Language learning, speakis one of the most significant. Ur

(1996) says that people who know a language aresidemred as “speakers” of that

language. Ulas (2008) points out that the speagkilgis the most common and important
means of providing communication among human beingse key to successful

communication is speaking appropriately, efficignthnd articulately, as well as using
effective voice projection. Speaking is linked teeess in life, as it occupies an important
position both individually and socially. Wagner (&) suggests that it is not enough for
students to hear the target language spoken. Studerd to talk themselves to facilitate
learning of a foreign language. However, speake®nss to be the weakest skill in learning
English as a foreign language in Ecuadorian Unitressat all levels. Students usually
score high on reading and writing in English, biew it comes to listening and speaking,

the result are not as good, compared with the atkils. Below are presented theories of
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language acquisition, approaches and methods reldégathe development of speaking

skills and confidence-building in speaking.

1.2 Language as Communicative Competence (CC)

Oral proficiency can be defined in terms of CC whis listed in the Common European

Framework, established in 2001. What is the “ComiBoropean Framework”?

Cambridge University Press (2009) defines CEF addtowing:

Since the early 1970s, a series of Council of Eeiioftiatives has developed a description
of the language knowledge and skills that peopkedn® live, work and survive in any
European country. Waystage 1990, Threshold 1990 Vamtage detail the knowledge and
skills required at different levels of ability. B001, the contents of these documents were
further developed into sets of ‘can do’ statememts‘competencie§ and officially
launched as th€ommon European Framework of Reference for Langiagearning,
teaching, assessmef@EF). Oral proficiency of an Intermediate Studeah be measured
through spoken interaction and spoken productiompetences. (See table below) An
extract from the FACE2FACE Intermediate (Unit 1&EF Skill Map, which describes the
general degree of Blskills required, can be sedollasvs:

U | Listening | can understand the main points of clear standard speech on familiar matters regularly encountered
N in work, school, leisure, etc. | can understand the main point of many radio or TV programmes on

3 current affairs or topics of personal or professional interest when the delivery is relatively slow and

E Ty ¥

R clear.

5

T | Reading | can understand texts that consist mainly of high frequency everyday or job-related language.

A | can understand the description of events, feelings and wishes in personal letters.

N

D

I

M

G

5 Spoken I can deal with most situations likely to arise whilst travelling in an area where the language is spoken.
P interaction | |can enter unprepared into conversation on topics that are familiar, of personal interest or pertinent
E to everyday life (e.g. family, hobbies, work, travel and current events).

A

K Spoken | can connect phrases in a simple way in order to describe experiences and events, my dreams, hopes
I Production | and ambitions. | can briefly give reasons and explanations for opinions and plans. | can narrate a story
g or relate the plot of a book or film and describe my reactions.
W | Writing | can write simple connected texts on topics which are familiar or of personal interest. | can write

Fll personal letters describing experiences and impressions.

b

I

N

G
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Today, most textbooks adopt a communicative appro@or more details, see further
below) Their aim is for the speaker to acquire camitative competence in that language,
that is, the ability to apply the rules of gramrappropriately in the correct situation.

A definition from an educational glossary (2010ys&C is the ability to converse or
correspond with a native speaker of the targetuagg in a real-life situation, with
emphasis on the communication of ideas, rather ¢inacorrectness of language form.

For Finch (2005), CC is concerned with our use ok tinternalized knowledge to
communicate effectively. He states that if you askemeone the way to the station and
received the replyt looks like rain todaythe fact that the reply was grammatically
competent and a well formed sentence would be ofis® whatever in deciding which
route to take. CC involves knowing what countsrag@propriate reply.

Richards and Schmidt (2002) define CC as the kmigdeof not only if something is
formally possible in a language, but also the kmaulgke of whether it is feasible,
appropriate, or done in a particular speech comtywuRiurthermore, they say that CC

consists of four parts:

1. Grammatical competence - that is the knowledge mgnar, vocabulary,
phonology, and semantics of a language;

2. Sociolinguistic competence - that is knowledge bé trelationship between
language and its nonlinguistic context, knowing hdw use and respond
appropriately to different types of speech actshsas requests, apologies, thanks,
and invitations, knowing which address forms shdaddised with different persons
one speaks to and in different situations, ancba f

3. Discourse competence - that is, knowing how torbagid end a conversation.

4. Strategic competence - that is, knowledge of comaeation strategies that can

compensate for weakness in other areas.

Brown (2001: 69), talking about the studies on C&ng perhaps the most important
linguistic principle of learning and teaching, s&t“Given that communicative competence
is the goal of a language classroom, instructioededo point toward all its components:

organizational, pragmatic, strategic, and psychomo€Communicative goals are best
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achieved by giving due attention to language usd, reot just usage, to fluency, and not

just accuracy, to authentic language and contexid,to students’ eventual need to apply

classroom learning to previously unrehearsed cometke real world.”

Bachman (1990) and divides CC into the followintegaries:

Organizational competence (grammatical and disejurs
Pragmatic competence (functional and sociolingejisti
Strategic competence

Psychomotor skills

Organizational competences divided into two categories:

1.

Grammatical competenceknowledge of vocabulary, morphology, syntax and
phonology / graphology

Textual competencé&nowledge of conventions for joining utterancegether to
form a text, which is essentially a unit of langaagspoken or written — consisting
of two or more utterances or sentences that atetsted according to rules of

cohesion and rhetorical organization

Pragmatic competencedeals with the speakers’ or writers ability to iagle his purpose

through his utterances. It consists of:

1-

Ellocutionary competengethe ability to express and interpret the function
performed in saying something. For example theestant “It's cold in here” may
function as an ascertain, in warning, or a requestiurn the heater on. The theory
of speech acts makes a distinction between arantteract (just saying something),
a propositional act (referring to something), andileocutionary act. The meaning
of an utterance can thus be described in termssgropositional content and its
illocutionary force.

Sociolinguistic competengcesensitivity to, or control of, the conventions of
language use that are determined by the featurebeofspecific language use
context; it enables us to perform language functioways that are appropriate to

that context.

18



Strategic competenceonsists of three components:

1. Assessment componergnables us to identify the information needed é#or
communicative goal, decide what resources to usduate our interlocutor, and
evaluate the outcome.

2. Planning componentenables us to marshal the necessary items froguémge
competence

3. Execution componenDraws on the relevant psycho physiological medms to

implement the plan

Psychomotor skillsinvolve the receptive and productive mode in whatdmpetence is
handled through a particular channgktyoral or visual, in the case of receptive

language, use in aural or visual indage of productive language use.

In this research, | will focus more on psychomakills, as my aim is to produce oral

language.
1.3 Theories, methods and techniques and the tepofiEFL

1.3.1 An overview of important learning theories

Introduction

Richards & Rogers (1992) emphasize that regardiegldarning of languages, three main
theories have been approached, from different petisjes, regarding the question of how
language is learned. Thushaviorism emphasizes the essential role oféhgironment in
the process of language learningyhereasmentalist theoriesgive priority to the learners’
innate characteristics from eognitive and psychological approach The advances in
cognitive science and educational psychology madédelan PiagetandLev Semenovich
Vygotsky, in the first half of the century, strongly influexttlanguage teaching theory in the
1960s and 1970s. Their theories were intended ptaiexthe ineffectiveness of traditional
prescriptive and mechanistic approaches to langtesging, and later serve as a basis for
the new natural-communicative approaches. A thppr@ach claims for relevant concepts
such as acomprehensible input and anative speaker interactionin conversations for

students to acquire the new language. Chomsky {E6phasized the role of mental processes
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rather than the contribution of the environmentthie language acquisition process. This
"Chomskian revolution” initially gave rise &xlecticismin teaching, but it has more recently
led to two main branches of teaching approacheshtimanistic approaches, based on the
charismatic teaching of one person, ammhtent-based communicative approaches (see
below), which tries to incorporate what has been leaina@cent years about the need for
active learner participation, about appropriate language input, and about carnwation as

a human activity. In the following section, thesarhing theories will be analyzed briefly.

Behaviorism

The behaviorist perspective regards learning imseof what can bebjectively observed
and measured. Skinner said that behavior is thie lsabject matter of psychology, and
Watson believed that psychology should concerrfitsdy with objectively observable
data (Driscoll, 1994)

Cognitivism

The cognitivist assumes that learning occurs withim learner, at a cognitive level, and
may or may not involve behavior. Driscoll (19943@ases that something else is going on
in what is called the information processing systéhe mind is the locale of the learning

process, and that is the major area of interest.

Social Learning

As in the behaviorism perspective, reinforcementl @he shaping of responses are
important factors in social learning and, like cibigism, the learner actively adds
something to the process. To the social learniegrikt, this "something” is hypothesized
to be the existence of a "mediating response” (&lévBruning, 1990:303). Gagne’s nine
events of instruction illustrate the mix of behavamd cognition found in social learning.
Gaining attention, providing stimulus and feedbaakd assessing performance provide
examples of the behavioral side of social leartivepry, but over-viewing, prior learning,

retention and transfer show indications to so@aling’'s cognitive ties. In addition, social
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learning includesobservation and imitation (guidance in Gagne’s list) in the learning

process.
Humanism

Even though humanism is more an approach thanaaythtéhe positions and implications
of this perspective are pervasive, and have a iteefimpact on learning. As far as
respecting the individual and empowering the learne is a long way from the
behaviorist’s "learner as laboratory-subject” ajppto The work of Knowles, Rogers and
Maslow recognize and respect the learner as adselfted, self-actualizes and active
participant who learns through a series of intespeal relationships, and will not learn if
she / he does not want to. (Jackson, 1996)

Constructivism

“Constructivism takes the idea of interconnectedri@stween learner and environment to
its logical limits. Here, the idea is that the eomment influences internal processes but, at
the same time, those same internal processes meButhe environment. As a result, we
create knowledge in our own heads and that crekienvledge may be interpreted
differently by each of us. Although Piaget called tiew genetic epistemology, he also
called his view Constructivism, because he firmiyidved that knowledge acquisition is a
process of continuous self-construction” (Drisd®B4:171).

1.3.2 Constructivism and adult learning (Vygotsky andgeix

Vygotsky has influenced learning theories in therttieth century significantly. He places
considerableemphasis on social factorgontributing tocognitive development Wertsch
(1985) talks about Vygotsky's theories stressimgftindamental role cfocial interaction

in the development of cognition, as he believedngly thatcommunity plays a central

role in the process of "making meaninghis is often referred to as social constructivism.
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Savery & Duffy (2001) say that according to JeaagBt, John Dewey, and Lev Vygotsky,
constructivism is a theory of learning, where leasnformulate or construct their own

knowledge and understandibgsed on their experiences

As Merriam and Caffarella (1998:262) pointed outngtructivism is compatible with
“adult learning theory.” So calledconstructs like schemata, help the learner understand
what to expect as well as how to select and prosessning information” (Carlson &
Maxa, 1998:52). Through the theory of constructiyisindividuals learn through
exploration on their own, as well as through intéoms with others (Carlson & Maxa,
1998). “Constructivism acknowledges the learnectva role in the personal creation of
knowledge, the importance of experience in thisvkedge creation process, and the
realization that the knowledge created will varyits degree of validity as an accurate
representation of reality” (Doolittle & Camp, 1999). Constructivism is used for teaching

in vocational, agricultural, and career and techinedlucation, as well as other disciplines.

Piaget’s theories of learning have continued to enalsignificant impact on instructional

practices in the education aflult educationuntil today.

Here are some other statements of the applicatibosnstructivism to adult education
(Huang, 2002; Knowles, Holton, & Swanson, 1998).

« Adults want to learn about relevant topics.

+ Adults utilize previous knowledge to create undardings.

« Adult education settings need a flexible curriculitnadapt to the audience.

« Adults are mostly self-directed learners.

« Constructivism allows adults to develop their owrerstanding and meaning of
information which can make it more useable.

« Adults don't want to be lectured to, for they téagrefer problem-solving type
situations

« Adults want to be in control of their learning exipeaces.

Livingston (2010) states that Piaget was able tergin certain patterns and strategies of

thought. He was labeled as a constructivist andnasiteractionist. Learning and thinking
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require participation of the learner. To constriécobwledge, the child must “act on
objects”. This interaction provides knowledge of the objects. Piaget believdt
knowledge is, not merely transmitted verbally, bahstructed and re-constructed by the
learner byinteracting with objects. Additionally, Livingston talks about Piaget's pext
for children’s creativity, considering that theierpeptions were limited by their lack of
experiences. Further, he believed that teachersptber adults, who taught in a
condescending manner, could damage the child’sralaturiosity, causing them to
abandon their natural desire to solve problemshfiemselves to discover creative solutions
and ideasPiaget did not see learning as the memorization décts or procedures.He
emphasized that true learning depends on an uaddmsg of how things and ideas fit
together creating a mental model that allows thédcto accurately assimilate new

information and make useful conclusions and prexist

In conclusion, Livingston (2010) says that Piaggisdagogical learning theory about
children can be expanded and applied to adult ilegrieory. Adults continue to develop
cognitively and maintain their intelligence throogih their lives if they maintain their
curiosity, remain active and stay healthy. As Piggéheory also impacts adult learning,
teachers must emphasize the critical role tgberiences, or interactions with the

environment play in student learning.

Gleitman (1987) talks about Piageiscommodatiomndassimilationterms describing the
interplay of mind and environment in the learnin@gess. He states that according to
Piaget, learners use thaiognitive structures to interpret the environment. In doing so,
they assimilate new information into their existieggnitive schemas, understanding
information only to the extent allowed by existeghemas. At the same time, the cognitive
structures of learners change as they interact thithenvironment. The new information
assimilated into the cognitive structures leadsntdification of these structures. Piaget
views cognitive structures as accommodating to the environment. Thus, legrisnan
ongoing process involving continual interactionvien themind and the environment

an interaction which is never completed. In Piagetords (as quoted in Fosnot 1996:18),

cognitive structures are continuously “under cargton.”
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1.3.2.1 Types of constructivism

Doolittle & Camp (1999) define three types of constivism

1. Cognitive Constructivism — constructing knowledgternally; learners learn through

their past experiences and new knowledge

2. Radical Constructivism — “is concerned with to@struction of mental structures, the
position of cognitive constructivists, and the domstion of personal meaning” (Doolittle
& Camp, 1999:23).

3. Social Constructivism — emphasizes how meanamg$ understandings grow out of
social encounters (Vygotsky, 1962) - knowledge evaloped as a result of social
interaction with others via talking and problemvsod activities (Merriam & Caffarella,
1999).

1.3.2.2 Constructivism in the Classroom

Teaching students to learn based on constructivesjuires consideration by the teacher.
Teachers should serve as guides or facilitatokhoivledge, learning environments should
be authentic, lessons should be relevant to stadestiidents should be encouraged to
reflect upon what they learn, and students shoelcevaluated to discover their future

educational needs (Doolittle & Camp, 1999).

Lebow (1993:5) developed eight instructional prhes derived from constructivism:

. Anchor all learning activities to a larger taslproblem.
. Support the learner in developing ownershigtieroverall problem or task.

. Design an authentic task.

A W DN B

. Design the task and the learning to reflectcthraplexity of the environment they
should be able to function in at the end ofriesy.
5. Give the learner ownership of the process used teedelop a solution
6. Design the learning environment to support and ch#nge the learner's
thinking.
7. Encourage testing ideas against alternatives/evd alternative contexts.
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8. Provide opportunity for and support reflectionkmth the content learned and the

learning process.
1.3.3 Mentalist theory and language learning

According to Chomsky, language learning is of apomm nature for the most part, and

therefore "language is not a habit structure” (No@sky, 1966: 412)

Beginning in the 1950foam Chomskyand his followers challenged previous assumptions
about language structure and language learninggtéte position that language is creative (not
memorized), and rule governed (not based on hait), that universal phenomena of the

human mind underlie all language.

Chomsky argues that the underlying logic, or daepctire, of all languages is the same
and that human mastery of it is genetically deteadj not learned. Those aspects of

language that humans have to study are termedcewstauctures.

The mentalistic language acquisition theory, adednlsy Noam Chomsky in the 1960s,
supported through such concepts like the Nativistit®n (Nativism), Innateness Position,
and Rationalist Position, claims for the basicdtie of language and how it is mastered,
and how human language develops; it is not therenwient but language structures,
processes, and ideas that dwell in mind at birtat $erve for the acquisition of languages.
According to this theory then, the speaker's inbkmowledge (Innateness Position) of
language, not the consequences of behavior, cérelderesponsible for the acquisition of

language. (Demirezen, 1989)
1.3.4 Second Language Acquisition (SLA)

Richards & Rodgers (1992) mention prominent figunethis field, such as Stephen Krashen,
Tracy D. Terrell, and Noam Chomsky, who developedanguage learning theories which are
the source of principles in language teaching newsd Psychologist Charles Curran's
Community Language Learning and Krashen's and Tenkatural Approach (in the 1980s)

are very representative of this latest trend iguage teaching. Stephen Krashen and Tracy D.
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Terrell have proposed ideas that have influenceguiage teaching. Thus, Krashen studied the

way that children learn language, and appliedaichat language learning.

He proposed thdnput Hypothesis, which states that language is acquired by using
comprehensible input (the language that one hedhgienvironment) which is slightly beyond
the learner's present proficiency. Learners usepoaimnsible input to infer ruleKrashen's
views on language teaching have given rise to a nber of changes in language teaching,
including a de-emphasis on the teaching of grammatl rules, and a greater emphasis on
trying to teach language to adults in the way thathildren learn language.Later, we will
analyze more details of Krashens’ Monitor Model.

1.3.4.1 Other theories on SLA

According to Ellis (1985), second language acgoisiis a complex process, involving
many interrelated factors. The term ‘Second LanguAgquisition’ (SLA) refers to the
subconscious or conscious processes by which aidgegother than the mother tongue is
learnt in a natural or a tutored setting. It covére development of phonology, lexis,
grammar, and pragmatic knowledge, but has beerellargonfined to morph syntax.
Furthermore, Ellis (1985) states that accordingesearch in this field, it is thought that
acquisition can take place only when people undemid messages in the target
language focusing on what, rather than how, it is saiderEhare affective prerequisites to
acquisition such as a positive orientation towasfdeakers of the language, and at least
some degree of self-confidence, as well as a speribd before any real spoken fluency
develops. The amount of skills and knowledge, dalempetence(see 1.2) will be acquired
through input, and certainly, the initial produatiwill not be very accurate. The study of SLA
is directed at accounting for the learner's compee but in order to do so, has set out to

investigate empirically how a learner performs wheror she uses a second language.

In the following section, a brief overlook of impamt SLA Theories will be presented.
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1.3.4.2 Six Theories of Second Language Acquis{{&imA)
1. The Acculturation Model

The term “acculturation” is defined as ‘the processecoming adapted to a neulture’ (Ellis
1985). This is an important aspect of Second Laggyéaquisition, since language is one of the
most observable expressions of culture, and beaasseond language settings, acquisition of a
new language is seen as tied to the way in whiehléarner's community and the target
language community view each other. A central menaif this model is that a learner will

control the degree to which he acquires the selzmgliage.
2. Accommodation Theory

This theory derives from the research of Giles {)98nd focuses on the uses of language in
multilingual communities such as Britain. It operates within a socio-psiaiioal framework,
and its primary concern is to investigate how graup use of language reflects basic social and

psychological attitudes in interethnic communiaatio
3. Discourse Theory

This theory is proposed by Halliday (1975) andvmsv of first language acquisition. It derives
from Hymes'’s (1971) description of communicativenpetence in which communication is
treated as the matrix of linguistic knowledge. Hentanguage development should be
considered in terms of how thearner discovers the meaning potential of languagby
participating in communication. Halliday shows instudy how his own child acquired
language, and puts forward that development dicitmeal linguistic devices for basic language
grows out of the interpersonal uses to which laggusa put. One of its main principles is that

there is anatural’ route in syntactical development.
4. The Monitor Model
Krashen’s Monitor Model (1981) is one of the masinpinent and comprehensive of existing

theories in second language acquisition. It is@owant of language-learner variability within
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the framework of the Monitor Model. It consistsfiok central hypotheses, and related to them,

a number of factors which influence second langaageisition(See paragraph below)
5. The variable competence model

This model is proposed by Ellis (1985) and extemdthe work of Tarone (1977) and Bialystok
(1983). It claims that the way a language is learisea reflection of the way it is used.
Therefore, two distinctions form the basis for timedel; one refers to the process of language
use, and the other to the product. The produet@uage use deals with unplanned and planned
discourse. Unplanned discourse is related to tiedapreparation or forethought, and also to
spontaneous communication On the other hand, planned discourse requireScims
thought, and gives priority to expression, rathantthought. The process of language use is to
be understood in terms of rules and proceduresjsthiinguistic knowledge and the ability to
make use of this knowledge. (Ellis 1985)

6. The Universal Hypothesis

In the words of Ellis (1985), this hypothesis ®athat second language acquisition is
determined by certailmguistic universals Those working on this tradition argue that ther@
Universal Grammar that constrains the kind of hypotheses that taaér can form, and that it
is innate. The relationship between Universal Gramamd acquisition of the first language is,
in fact, a necessary one, as Chomsky’s primaryfigagion for Universal Grammar is that it

provides the only way of accounting for how chifdi@e able to learn their mother tongue.

1.3.4.3 Krashen and his Monitor Model

Introduction

(Ellis, 1985) talks about five hypotheses developgdKrashen, thecquisition-learning
hypothesis,where the terms ‘acquisition’ and ‘learning’ aefided as the subconscious and
conscious absorption of language; secondly,nidieiral order hypothesis, which affirms
that grammatical structures are ‘acquired’ in adjmtable order; thirdly, themonitor
hypothesis where the monitor is the device that learners tesedit their language

performance; fourth, theput hypothesis, by which ‘acquisition’ takes place as a result of
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the learner having understood ‘comprehensible inpet input a little beyond the current
level of his competence; and finally, tlefective filter hypothesis where the filter
controls how much input the learner comes into acnvith, and how much is converted
into intake. The term “affective” deals with motiian, self- confidence, or anxiety state
factors.

Krashen, (1981:6-7) defines SLA as the following/Hat theory implies, quite simply, is
that language acquisition, first or second, ocamh&n comprehension of real messages
occurs, and when the acquirer is not 'on the defend.anguage acquisition does not
require extensive use of conscious grammaticakyaed does not require tedious drill. It
does not occur overnight, however. Real languagguisition develops slowly, and
speaking skills emerge significantly later tharnelisng skills, even when conditions are
perfect. The best methods are therefore thosestygly ‘comprehensible input' in low
anxiety situations, containing messages that stadeally want to hear. These methods do
not force early production in the second language allow students to produce when they
are 'ready', recognizing that improvement comesnfreupplying communicative and

comprehensible input, and not from forcing and ecting production.”
Acquisition vs. Learning

According to Krashen, it is very important to keepmind, as it will be discussed, that
acquisition is an unconscious process, and lealisiagconscious one. The term “learning”,
by contrast, means having a conscious knowledget goammar, and conscious rules about a
language are developeth this context, formal teaching and correction oferrors are
necessary for “learning” to occur.We refer to conscious grammar rules only to mékages
when correcting. It is important to bear in mindttlearning, according to the theory, cannot
lead to acquisition. (Krashen, S. D., and T. Dra@kr1983)

1.4 Teaching-Approaches, - Methods and- Techniques

Since the objective of this dissertation is to h&lipdents to lose fear of speaking during
oral activities, this chapter will explain the difent methods and approaches to teach the
oral skill in English as a Foreign Language (EHiL) first, definitions of approach, method

and technique will be clarified.
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1.4.1 Methods, approaches, and techniques

Approach

Richards and Rodgers (1986:16) define approacH lascties about the nature of language
and language learning that serve as the sourceaatiges and principles in language
teaching” Furthermore they affirm that an approdelscribes how language is used and
how its constituent parts interlock.

Method

Harmer (2001) defines method as a practical raaizaf an approach. The originators of
a method have arrived at decisions about typestofittes, roles of teachers and learners,
the kind of material which will be helpful, and semmodel of syllabus organization.
Richards & Rodgers (2001: 19) state “Method is ldaeel at which theory is put into
practice and at which choices are made about theylar skills to be taught, the concept
to be taught, and the order in which the contefitbei presented”

Technique

Technique is defined as a specific activity thadase in the classroom. One of its goals is
to accomplish an immediate objective. Rogers amth&ds (2001) mention examples used

in particular methods such as drills, dialogueke-ptays, sentence completion, etc.

1.4.2 General methods to language teaching

Traditional language teaching methods include atidgualism, cognitive code, the direct

method, total physical response, suggestopedidhensilent way.

1.4.2.1AUDIO-LINGUALISM

An audio-lingual lesson usually begins with a dgale which contains the grammar and
vocabulary to be focused on in the lessdihe students mimic the dialogueand
eventuallymemorize it. After the dialogue comes pattern drills, inighhthe grammatical
structure introduced in the dialogue is reinforcedh these drills focusing osimple

repetition, substitution, transformation, and translation.
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Here is a summary of the key features of the Augpial Method, taken from Brown
(1994), and adapted from Prator and Celce-Mur@a@ gL

- New material is presented in dialog form.

- There is dependence on mimicry, memorization opkedses, and overlearning.

- Structures are sequenced by means of contrastargsesiand taught one at a time.

- Structural patterns are taught usnegetitive drills .

- There is little or no grammatical explanation. Gnaan is taught by inductive
analogy rather than deductive explanation.

- Vocabulary is strictly limited and learned in coxite

- There is much use of tapes, language labs, andh\asis.

- Great importance is attached to pronunciation.
1.4.2.2COGNITIVE-CODE

Cognitive-code focuses on developiali four skills of language speaking, listening,
reading, and writing. As in grammar-translatiore tasson begins with an explanation of
the rule, and this is often done in foreign languaguations, in the students’ first language.
Exercises follow, and these are meant to help tilndest practice the rule consciously. In
other words, Monitor use is actively promoted. Eis¥s are followed by activities labeled
"communicative competence’ This term has been used in the literature inrséweays;

in cognitive-code literature, it appears to be symeous with "fluency”. These activities
provide practice in meaningful situations refertedn the quote from Carroll above, and

include dialogues, games, role playing activiteds,
1.4.2.3THE DIRECT METHOD

Several approaches have been called the "diredbodi&t the approach evaluated here
involves all discussion in the target language. Tdecher uses examples of language in
order to inductively teach grammatudents are to try to guess the rules of the langge

by the examples providedieachers interact with the studentsa lot, asking them
guestions about relevant topics, and trying totheegrammatical structure of the day in the
conversation. Accuracy is sought and errors areected.
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Richards and Rodgers (1986) summarize the keyriesatf the Direct Method thus:

- Classroom instruction is conducted exclusivelyha target language.

- Oral communication skills are built up in a carefully graded progressioraoiged
aroundquestion-and-answer exchangebetween teachers and students in small,
intensive classes.

- Only everyday vocabulary and sentences are taught.

- Grammar is taught inductively.

- Correct pronunciation and grammar are emphasized
1.4.2.4TOTAL PHYSICAL RESPONSE

According to Asher (1977) Total Physical Response, TPR, involves the students
listening and responding toommands given by the teachesuch as "sit down" and
"walk," with the complexity of the commands growioger time as the class acquires more
languageStudent speech is delayedind once students indicate a willingness to taky

initially give commands to other students.
Here are some of the key features of the Total iealyResponse method:

- The teacher directs and students "act" in respoliBbe instructor is the director of
a stage play in which the students are the actors"

- Listening and physical response skills are empkdswxer oral production.

- Whenever possible, humor is injected into the lesto make them more enjoyable
for learners.

- Students are not required to speak until they feahaturally ready or confident
enough to do so.

The last mentioned point is a key element of tteardr activities to be described later.

1.4.2.55UGGESTOPEDIA

Suggestopedia classes are small and intensivefoand on providing a veripw-stress,

attractive environment (partly involving active and passive "seances" plate with
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music and meditation) in which acquisition can ac&ome of the students' first language
is used at the beginning, but mostly in the tatgeguage. The role of the teacher is very
important in creating the right atmosphere andcimg out the dialogues that form the core

of the content. Here are some of the key featur&iggestopedia:

"Peripheral” learning is encouraged through thesgmee in the learning

environment of posters and decorations featuriegtainget language and different

grammatical information.

- The teacher assumes a role of complete authoritycantrol in the classroom.

- Baroquemusic is played softly in the backgroundto increase mental relaxation
and the potential to take in and retain new mdtdteng the lesson.

- Errors are tolerated, the emphasis being on cqraedtnot structure. Grammar and
vocabulary are presented and given treatment frentelacher, but not dwelt on.

- Music, drama and "the Arts" are integrated into the learning processas often

as possible.

1.4.2.6THE SILENT WAY

Richards and Rodgers (1986:99) describe the keyigegeunderlying the Silent Way:

- Learning is facilitated if thelearner discovers or creates rather than
remembers and repeats what is to be learned.
- Learning is facilitated by accompanying (mediatipgysical objects.

- Learning is facilitated bproblem-solving involving the material to be learned.

1.4.3 Communicative Language Teaching (CLT)

“We are equipping our students with tools for geatieg unrehearsed language
performance —out there- when they leave the wonduotlassroom.” (Brown, 2001:42)
Communicative language teaching (CLT) is generattlgarded as armpproach to
language teachingRichards and Rodgers 2001). As such, CLT reflaatsertain model or

research paradigm, or a theory (Celce-Murcia 200l based on the theory that the
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primary function of language use is communicatitie.primary goal is for learners to
develop communicative competence (Hymes 1971)ingplg put, communicative ability.

In other words, its goal is to make use of rea-$iituations that necessitate communication.

Its origins are many, insofar as one teaching nulogy tends to influence the next. The
communicative approach could be said to be theymtoaf educators and linguists who had
grown dissatisfied with the audio-lingual and graamftranslation methods of foreign
language instruction. They felt that students weoé learning enough realistic, whole
language. They did not know how to communicate gisappropriate social language,
gestures, or expressions; in brief, they were lasa to communicate in the culture of the

language studied. (Galloway, 1993:1)

Objectives

This method aims at developing procedures for #mching of the four skills that
acknowledge the interdependence of language andmnoaipation. It aims at having
students become communicatively competentCommunicative competence requires
being able to use the language appropriately invangsocial context. This requires
knowledge of the linguistic forms, meanings andction. Students must be able to manage
the process of negotiating with their classmates.

Orellana (1997) states that communicative languagehing makeause of real-life
situations that necessitate communicatianThe teacher sets up a situation that students
are likely to encounter in real life. Unlike thediarlingual method of language teaching,
which relies on repetition and drills, the commutice approach can leave students in
suspense as to the outcome of a class exerciseh will vary according to their reactions
and responses.

Al-Noori (2009) talks about helping the studentsbt involved in activities in order to
achieve a better learning by giving them theedom to negotiate with their
interlocutors. There are certain techniques which can be usefidricouraging students to
negotiate, expressing their needs and use the dgegcommunicatively. Such techniques
can be found in the communicative language teaamieiiod.
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Doughty and Long (2003) define methodological gptes as a list of design features that

can be generally regarded as being facilitativeséoond language acquisition. The

following list, adapted from Doughty and Long (200%erves as a guideline for

implementing communicative language teaching (QuBctices.

N o o b~ 0w Db P

10.

11.

12.

13.
14.

15.

Language as it is usedrgal contextshould be introduced.

Students should be able to figure outdeaker’s intentions

Thetarget languageis the vehicle for classroom communication.

Opportunities should be givendiudents to express their ideas and opinions
Errors are seen as thmatural outcome wherelanguage is created by the individual
Fluency is much more important than accuracy.

Creating authentic situationsor tasksto promoté‘Learn by doing” communication
is one of the teacher’s responsibilities.

Social communicative eventgontext is essential in giving meaning to therattees.
Theteacher acts as an advisoduring communicative activity, a facilitator otigients’
learning, a manager of classroom activityr@vider of error corrective feedback, a
recognizer of affective factors of learning amonggarnersor a co-communicator.
When communicating,speaker has a choicabout what to say and how to say it
(speech - freedom)

Studentsshould be given opportunitiesdevelop strategiedor interpreting language
as it is actually seen by native speakers.

Students arecommunicators and are activeggaged in negotiating meaning
Language is used a great deal through comntivecactivities such as gamesle-
play, problem solving

Learners interact with each other in pairs or groufooperative learning), to

encourage a flow of language and maximizeptreentage of talking time

Nunan (1991:279) establishes five features of CLT:

1. An emphasis on learning to communicate throughraeteon in the target language.

2. The introduction of authentic texts in the learngiigiation.
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3. The provision of opportunities for learners to fecnot only on language but also
on the Learning Management process.

4. An enhancement of the learner's own personal egpeeis as important
contributing elements to classroom learning.

5. An attempt to link classroom language learning Watihguage activities outside the

classroom.

The techniques that are derived from the principfakis method are:

1. Before presenting the material, a discussiagh®function and situation is made
between students and teacher.

. The teacher asks students to reorder senterittes avdialogue or a passage.

. Students are involved in language gamesaledplay.

. The classvorks in groups.

. The teacher gives instructions in the targeglage.

. A problem solving taskis used as a communicative technique.

~N oo o b~ WN

. Questions and answers are of two types: thosehvaine based on the material given, and
those which are related to ttedent’s personal experiencesind are centered on the

material theme.

Larsen-Freeman (1986) emphasized that CLT-Teadh@smmunicative classrooms will
find themselves talking less and listening moreobaiag active facilitators of their
students' learning The teacher sets up the exeluisdecause the students' performance is
the goal, the teacher must step back and obsewetsnes acting as referee or monitor. A
classroom during a communicative activity is fasnfr quiet, however. The students do
most of the speaking, and frequently the scene dfssroom during a communicative

exercise is active, with students leaving theitsé&acomplete a task.

Additionally, Larsen and Freeman (1986) say thabbse of the increased responsibility to
participate, students may find they gain confideimcesing the target language in general.
Students are more responsible managers of theileavning.
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1.4.3.1THE NATURAL APPROACH

Stephen Krashen and Tracy Terrell developed therblaApproach in the early eighties
(Krashen and Terrell, 1983), based on Krashen'sridge about second language
acquisition. The teacher speaks only in the talaygguage and class time is committed to
providing input for acquisition. Students may ugber the language being taught or their
first language. Errors in speech are not correetedhe teacher is focusing on meaning
rather than form; however, homework may includengrear exercises that will be
corrected. Goals for the class emphasize the stsidming able use the language as a
vehicle for communicating meanings and messagealk about ideas, perform tasks,

and solve problems. “Acquisition cantake place only when people understand messages

in their target language”, according to Krashen &adell (1983:19)

Communicative activities focus on a wide range difvéies including games, roleplays,
dialogs, group work, and discussions. There areetlgeneric stages identified in the

approach:

1. Preproduction - developing listening skills

2. Early Production - students struggle with the laggiand make many errors which
are corrected based on content and not structure

3. Extending Production - promoting fluency througlvaaiety of more challenging

activities
1.4.3.2TOTAL IMMERSION

Total immersion in language learning is the situation where thenkaspends time in an
environment operating solely in the target language.ln this way, the learner is
completely surrounded by the target language faeiregyday situations like shopping or

taking a bus.
1.4.3.3SIMULATED IMMERSION

Hayton (2009) mentions “Simulated immersion”, whishbased on the idea that the best

way to improve your listening is to be immersedha target language in a native speaker
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environment. In the absence of such an opportunigyiry to simulate the conditions that

make immersion favorable. Those conditions are:

- Large amounts of time spent simply hearing the ageg - several hours per week
rather than mere minutes spent in a typical class

« Maximum exposure to authentic texts

- Exposure to a wide range of situations and langfages

« Emphasis on bottom-up processing to aickim-life scenarios

This is possible now due to the existence of therhet and its multiple forms of free,
cheap forms of communication. So, right in the combf the students’ own environment,
he/she can create his/her own simulated immersivirament or environments. For
instance, the student may decide to declare hig#ea simulated language immersion
zone where she/he listens to a foreign language audios or iPod. There are many
situations that can be declared as Total ImmergONES, in students’ homes. Students
can surround themselves with their target foreignglage materials, sounds, DVDs,
movies, radio, CD's, books, scripts, etc.

The longer the periods of thisundation, and themore regular and frequent, themore

powerful it will be.

Hayton (2009) introduces ways of creatingiraulated immersion progrant
- Foreign language Radio, Television in the targeglmge, Foreign Films, DVDs,
Foreign Language Television, Films, DVDs, Recordirgusic, Podcasts, etc.
- Reading the Newspaper, books, magazines, advedrgsminternet chat - Skype

and MSN, Google Talk etc, Online teachers and pestwith whom to converse.
1.4.3.ACOOPERATIVE BASED LEARNING

“Cooperative learning is group learning activityganized so that learning is dependent on
the socially structured exchange of informationwssn learners in groups and in which
each learner is held accountable for his or her leaming and is motivated to increase the
learning of others. “ Olsen and Kagan (1992:8)
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Byrd (2009) discusses the importance of cooperdgaeing which became very popular
with the appearance of the communicative method djpproach stimulates or benefits the
student by working in groups, improving their a#i thinking skills and ability of oral
production and reception. According to Bysklf-esteem and motivationcan also be
increased. Cooperative learning creates a veryralagnvironment where the student
develops in a social sense, making projects sucthesreation of dramatic skits or
sketches.Boothe (2000) sees cooperative learning as a meamsomote interaction
among students. This will allow students time focial interaction and enable them to
develop confidence in their language skills.

Egbert & Simich-Dudgeon (2001) indicate that thdouparticipation in cooperative
learning, they will have a chance to speak anderlistVerbal activities promote
collaboration among studentgerbal interaction is fundamental to learning both language
and content. ESL students need the opportunityst language in interaction with both

peers and teachers who are competent in the largaad serve as models.

Johnson, Johnson and Holubec (1994:2) developed soportant features of CBL, as can

be seen in the following:

- raise the achievement of all students, includirggé&who are gifted or academically
handicapped

- help the teacher build positive relationships amstagents

- give students the experiences they need for heatityal, psychological, and
cognitive development

- replace the competitive organizational structuremafst classrooms and schools

with a team-based, high performance organizatistnatture
1.4.3.5INTERACTIVE LEARNING

Today, with the focus on “process” in the pathadiduage acquisition, it is believed that
language emerges through interaction and negatiftiomeaning. The theoretical basis of
interactive learning lies in what Michael Long (899985) described as the interaction

hypothesis of second language acquisition.
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Brown (2001:48) says:

“Going beyond Stephen Krashen’s (1997, 1985) canoémgomprehensible input, Long
and others have pointed out the importance of irgnat output in the development of
language. As learners interact with each otherutjimooral and written discourse, their

communicative abilities are enhanced.”
Brown’s characterizes interactive learning as tilewing:

- Pair and group work

- Authentic language input reception in real world cocepts

- Language productionfor genuine, meaningful communication

- Performances of classroom tasks that prepare giftanactual language use “out
there”

- Oral communication practice through the give ar tandspontaneity of actual

conversations

Ellis (1994) defines interaction as when the pgoéints of equal status that share a similar
need, make an effort to understand each other.

Englander (2002) talks in her research paper abuataction which not just involves
expressing one’s own ideas, but comprehending tbbsthers. She uses real life problems
from her students in order to discuss and solhaass in order to make it more interactive.
Learners’ lives become the focusvhich awakes interest in students and therefonerala

speech can be developed.

1.4.3.6CONTENT BASED LEARNING (CBL)

Shang (2006) cites Brinton (1989:2) who defines GBL"the integration of a particular

content [e.g., math, science, social studies] wé&bond language aims .... It refers to the
concurrent teaching of academic subject mattersaodnd language skills"

According to Brinton (1989) in a content based apph, class room activities are specific
to the subject being taught, and are gearedtitoulate students to think and learn

through the target language.
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Krashen (1982) emphasizes in content-based ingtru¢hat students can acquire the
content area of the subject matter with comprelbdmanput, andsimultaneously increase
their language skills To achieve the goal of language skills improvemEnashen states
that the focus of the teaching is on authentic em@&ningful input, not on grammatical
form.

Two types of content-based instruction models eXise first type is a theme-based model
in which selected topics or themes provide contenstudents to learn. From these topics,
EFL teachers should extract language activitiesclifiollow naturally from the content
material. Shang (2006) gives an example, whereheraccan select the topic of
"advertising" and have students engage in a vapétgctivities, such as designing and
administering a marketing survey, comparing andrasting consumer attitudes, etc.
Under such circumstances, CBL employs English aomprehensible level so as to
increase students' understanding of the subjecttemaind build language skills
simultaneously.

The other type of the CBL approach is called thgiredd model. This model pays more
attention to concurrently teaching the academigestimatter and foreign language skills.
Brinton (1989) suggested that EFL teachers desgiows teaching activities that combine
four modes (i.e., speaking, listening, reading, amiing) in order to enhance students'
literacy, oral development, and thinking skills pieely. Lin (2004) also proves that
through reading stories, students not only getlirecwhen they are reading, but also link

their personal experiences to the contents, whielpasitive to their reading development.
1.4.3.7TASK BASED LEARNING

“Using communicative tasks in the classroom is garefd because they involve the learners
in comprehending, manipulating, producing, or iatéing in the target language, while
attention is principally focused on meaning ratin form”. (Nunan 1989:10)

Back in 1977, a famous English linguist Dick Allghit (1977:5) said, “If the language
activities involve the learners in solving commuatice problems in the target language,
language learning will take care of itself.” (Bdato2006 cites Allwright) Students

sometimes concern themselves too much about capeeich, focusing on grammar and
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sentence structure. | agree with Allwright, whenndoa specific task, in class the brain
focuses more on the task, and therefore langleageing takes place unconsciously.

Jarrin and Cruz (PUCE, 1994) mention real worlkdashich are the type of activities
carried out in the classroom that resembles réalsituations. Those tasks are promoting
speaking skills, because it provides contexts imchvistudents will use language naturally
and purposefully. They found thateaningful language was producediue to the fact that
tasks provide students with opportunities to inteend negotiate meaning, because they
engage in conversations that are significant tanth&@hey also concluded that when
applying tasks in the EFL classroom, students ateassive recipients of knowledge, but
rather protagonists of their own learning. Anothemortant point Jarrin and Cruz
discovered is that thquality of language produced had an intimate relabn with the
classroom atmosphereThey also stated that tasishance social relations and diminish
fear and embarrassmentin students, as they felt more motivated to comuoaia by
expressing their ideas, opinions and feelings,céirg their own and their classmates
communication. Through tasks, students become agfaheir own learning and potential,
benefits of group work, learning from each otheristakes, creating something together,
and learning can be fun.

Wang (2006) claims that by applying the TBL mod&k social constructivist model of
teaching-learning is being followed. It emphasities dynamic nature of thiaterplay
between teachers, learners and taskand provides a view of learning as arising from
interactions with others. In this model, a learner is an active meaningenakd problem-
solver, and tasks involve input in the form of &qa of text or language. They involve
activities which are what the learners are requicedo; they involve cognitive operations,
which are the cognitive process needed in orderatoy out the activities. Together with
the other two key factors, teachers and contegy, thteract as part of a dynamic, ongoing
process.

According to Krashen, we acquire language subcouosti. Wang (2006) states that
through TBL teaching, language learning becomey matural, and thereforacquisition
takes place at a higher rateLearners get provided with clear communication goad,

interaction is needed to reach the goal, and inputan occur.
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Task-types and definitions:
There are two types of tasks; learning or enablarg] the communicative task. Nunan

(1989:10) defines eommunicative taskas:

“A piece of classroom work which involves learnergomprehending,
manipulating, producing or interacting in the tdrigmguage while their attention is

principally focused on meaning rather than form.”

Lambert (2004:18-27) says that “Communication temiespedagogic tasks which operate
through a planned diversion in the information hélyg learners, and which usually
approximate to some degree a real- world task wleiamers may have to complete outside
class. The need to share information requires égarto communicate functionally in a
second language, and the real-world connectionwallthem to acquire task-specific
language and skills. When they are well plannedly tommunicate actively on topics of
interest and relevance to them.”

Candlin (1987) suggests that tasks should contaput, roles, settings, actions,

monitoring, outcomes and feedback

- Input refers to the data presented for learnevgoid on.

- Roles specify the relationship between participantstask.

- Setting refers to the classroom and out-of-clashgements entailed in the task.
- Actions are the procedures and sub-tasks to berpeetl by the learners.

- Monitoring refers to the supervision of the tasligress.

- Outcomes are the goals of the task

- Feedback refers to the evaluation of the task.
1.4.3.8THE SITUATIONAL APPROACH

Ramos (1985) describes the approach as a methaehdourage creativity among
studentsin class rather than imitating the teacher. Exeiare constructed to maximize

interaction between students. Conversations fratuesed in textbooks can be used as
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role-plays or other communicative activities such as dialoguedification, rather than
structural drills. Furthermore Ramos points outt tttee usage ofllustration benefits
students’ imagination as a stimulus for eliciting pecific functional skills. Texts
provided with pictures are not always applicableddain classroom situations, so teachers
should use their own set of illustrations to usthwhe material.

Shehadeh (2005) describes a situational approach siuational syllabus where the
content of language teaching is formed by a rarfgee@ or imaginary behavioral or
experiential situationsin which a foreign language is used, providingaete contexts
within which to learn language structures, thus imgkit easier for most learners to
visualize, and this, in turn, helps in promotingdgints’ motivation.

The designer of a situational syllabus attemptgrealict those situationsin which the
learner will find him/herself, and uses these situs (e.g., a restaurant, an airplane, a post
office, etc.) as a basis for selecting and presgntanguage content. The underlying

assumption is that language is related to thetstua contexts in which it occurs.

According to Shehadeh, the situational syllabukioes the following essential elements:

1. The physical context in which the language ewentirs (such as finding a room,
ordering a meal, buying stamps, or gettingiadotown)

2. The channel of communication. Is it spoken attem?

3. The language activity. Is it productive or retoess?

4. The number and the character of the participants

5. The relationships between the participants hadype of activity.

There are three types of situational syllabi:

1. Concrete: Situations aaeted outto specific settings using specific patterns.

2. Mythical: Situations depend digtional characters in a fictional place

3. Limbo: Specific setting of the situation is aflé or no importance. What is important is
the particular language involved

In sum, | would say that there are a lot of siniies between the mentioned theories and

approaches, which can be applied to drama and dayeglearning.
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1.4.4 Drama and Language Learning

1.4.4.1 Definition and Purpose of Drama

Dramais the specific mode of fiction represented inf@@nance. The term comes from a
Greek word meaning "action”, which is derived fr6ta do". And this is exactly what
students have to do when learning a languéBerform or do an action”.

As drama usage in the EFL classroom is not a nedd,fit has been explored and
interpreted by many teachers, researchers andtistseim different ways and in different
environments. The following definition | found timeost appropriate within the field of
language learning.

“Drama is applied to classroom activities whereftiwis is on the doing rather than on the
presentation. It is an activity which asks the ipgrant to portray himself in an imaginary
situation; or to portray another person in an imag situation. In other words, the
students work on dramatic themes, and it is thagation of the ideas and characters of
their target language which is important, for itagls interacting in English and making full
use of the various features of oral communicatibme students have the opportunity to
experiment with the language they have learnt, thedteacher has a chance to see how
each person operates in a relatively unguided mécgeraction.”(Holden 1981:5)

For Lambert and O’Neill (1982), drama-oriented \tiBs in particular require the
involvement of learners in the dynamic and intevacprocess of communication. They
define drama as:

“Build up from the contributions of individuals...anthese contributions must be
monitored, understood, accepted and respondecdelne st of the group”

Lambert and O’Neill (1982:13)

Holden (1981) says the purpose of using drama énBRL class is to bridge the gap
between the classroom and the outside world. “Tlsaydents) have learnt English in the
overprotected world of the classroom, and are ypgyesl for the ‘coughs and hesitations’
of the outside world. It is up to the teacher tegare them for this element of the
unexpected and, as we shall see, this can oftetobe through drama...The teacher can
provide situations in which his students can exgrex@ the emotions and impulses from

which communication develops. “Holden (1982:2, 3)
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1.4.4.2 Drama as a Form of Play

Introduction

Very early in life, children show us that they hasa amazing ability to use their
imaginations in "let's pretend" play. Children ofteise objects as symbols from past
experiences. For instance, a child may use a bbdakood to represent a loaf of bread.
When children pretend to be someone or somethsry @le call their activities "dramatic
play". (J. Birckmayer, 2005) But not only childrase dramatic play in order to pretend to
be somebody else. In everyday situations, we carrgb that adults uskramatic play as
well in order to get through certain life situatsor{For example: “That definitely was not
my fault.”) Even if the person knows it was his/ffi@ult, he or she would try to prove with
very natural gestures the opposite. There is aor attevery human. So why not use this
great human ability in the ESL/EFL classroom?

As dramatization is a form of play, Phillips (2008)ggests that drama activities can
promote interesting ways of motivating languageriees and teachers. He emphasizes that
with drama, students can play, move, act and learmall at the same time. Children
learn when they play, so why not adultsDesialova (2009) claims that one of many
benefits of using drama in the EFL classroom id theough play, make- believe and
meaningful interaction, students naturally acqlaregguage.

Baptiste (1995) makes a very important point byrgay‘Play is the way people of all ages
and cultures discover, create and communicatey.iplahe essence of life and learning”
The same happens in a role-play. Students pretehe tsomebody by putting them into
someone’s character.

Ellyatt (2005) writes'Play can be described as a mode of acting out owxperiences of
the world. It relies on our ability to make connections asdagiations. It also relies on the
ability of others to understand our own actions amentions.Play is not only the
business of childhood; it is something common to moans throughout all their
lifetime. Human playfulness is seen in culture, art, poetyence, sport and humor. In
order to be fully human, therefore, it seems that meed to be able to play. Fun and

laughter add great meaning and fulfillment into ves. Play is an attitude, a spirit, a way
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of doing things. In play, the act is its own deation. The focus is on process, not product,

and the joy of process is its own reward."
1.4.4.3 Drama and Second Language Acquisition

Arroyo (PUCE, 1993) speaks about the idea of comacating rather than producing
precise sentences with “perfect” grammatical patg¢hat sound in a real communication
basis as totally artificial. Furthermore, she sthet if the students are given the tool of
communicating meaningful messages in real life asituns, they feel they know the
language which makes them more motivated to leathpeerfect the other skill®uring
drama activities students actually forget that theyare in a typical classroom situation
where “they have to speak”. Therefore, language acusition can take place.lt just
happens; they begin to talk without inhibitionsaikind of social intervention which cannot

be precisely measured, though it can be monit@ed it happens unconsciously.

1.4.4.4 Drama and Constructivism

Lambert and O’Neill (1982) agree with Vygotsky (897in that drama activities can
facilitate the learner'sognitive development in creative thinking, problemsolving,
guestioning and negotiation Group works are sources of creativity that fosiew ideas
and provide solutions to the problem. Accordingvimgotsky (1978), individual learners
develop thinking processes through dialogues witleroindividuals. As a group process, it
involves learners in a spontaneous situatiowhich enables them to project themselves
into imagined roles, as a way of exploring and egping ideas.

Drama is essentiallyocial and involves contact and communication of meanifteming
(2006) explains that drama is doubtlesigrner-centered, because it can only operate
throughactive cooperation It is therefore a social activity, and thus enibednuch of the
theory that has emphasized the social and commasalpposed to the purely individual,

aspects of learning.

47



1.4.4.5 Drama and Communicative Competences

Drama activities involve more than just languagechsas movement, acting, pictures,
sounds or anything which can be used to make thatgin more real, and therefore should
give more meaning to the language involved. Drasnthuis concerned with the world of
'let's pretend'. It provides an opportunity for erqon to express himself through verbal
expressions and gestures using his imaginationrerdory.

There are several positions that support dramatieadhing of languages for effective
learning. According to Kiraly (2005), when learniaganguagestudents must increase
their language skills step by step through phraseeapetition during real life situations.

He states that drama usage in class is the maghatay to learn a language.

Canale and Swain (1980) argue that, only throacfive interaction with the teacheror
other learners in the target language within megfolncontexts, learners can build up
communicative competence, and therefore use language spontaneously and
communicatively.

Dramatizing or acting out, according to Zhang (200@Ips students to recognize the gaps
between what is said and what they mean by thdtrestocusing more on the meaning
rather than form of oral production. A componentdodma makes a reading task much
more interesting for students. In this way studeats integrate the four components in an
activity as "class actionFirst, the students must read than write and lastinteract the
lines by dramatizing the situation.

As the classroom is fairly fixed in its setting,dbes not provide much opportunity for
learners to fully use their language. To give leasrthe opportunity to use language
need to increase spatial, temporal, hypothetical ahsocial distance (Thornbury 2001)
Using drama can provide the opportunity for stusletat give more meaning to their
utterances in different contexts than the usuasctgom environment allows. Maley and
Duff (Maley & Duff 1978) highlight this in four aees under the broad heading of situation:

Setting: refers to the physical environment, e.g. settin@ spenéAt the restaurant”.
Role and status:refers to our ever changing roles, relations i roles and status of

people around us and their influence in the wayx@ramunicate.
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Mood, attitude and feeling: refers to our feelings and attitudes and thoseowf
interlocutors which interpret what we say and hosvsay it.

Shared knowledge:refers to unspoken assumptions and unconsciojglpres.

Shared knowledge, especially, ties in with recdr®@oties aboutanguage acquisition
(Skehan 1994), (Batstone 1994), (Thornbury 2004) when shared knowledge is high or
there is no context gap, learners can rely on ttemmunication, or top down, strategies to
process meaning amely on ungrammatical language or only lexis and geures to
produce utterances, thus improving their communicatve competence Bygate (1987)
also discusses the usage of language in situatiteglarifies that by practicing language
in a situation, we provideractice in the specific features of spoken languagin real
time, such as: shorter sentences; mistakes and repfraspetition and clarification; and
reciprocity conditions of adapting the message m@ing to the interlocutor's response.
These features give rise to the practice of fatibnh skills, such as less complex syntax,
parataxis (or adding things linearly through lesih as 'and’), ellipses, fixed phrases and
fillers to gain time when speaking, and compensaskills, such as the reformulation of

the message.

Maley and Duff (1978:12) say: “A situation is adlty, and by extracting the verbal
content to study it in isolation, we risk losingaeforming the meaning. Drama can help us
to restore this totality by reversing the learnprgcess, that is by beginning with meaning

and moving to language from there.”

The opportunity to look at théanguage used as a wholés another important fact
according to Smith (2009) of putting language iatgituation. He states that drama can
complement the classroom in 2 ways: Firstly, thiotlge setting up of situations designed
in the classroom and, following from this, the ogpoities it provides to look at faller
concept of communication involving the nature of speech and other paraistg clues

to meaning; and secondly, through the way it cativate students.

Michael McCarthy (1991) points out that by lookiagthediscourse as a wholewe can
better understand the function of each utterancearinexchange, i.e. a greeting, or
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acknowledgement, etc. We can help learners becatierbisteners by looking at active
listening devices such as asking questions, showitgrest, and using paralinguistic
devices such amcial expressions and eye contactp encourage the speaker to continue

and provide more input.

1.4.4.6 Drama and Critical Thinking

Snarski (2007) talks about critical thinking skilihich are usually unseen by teachers,
having students memorize verb forms, vocabulary graanmar rules, even whole full
length dialogues. She says that this memorizedrnmdton is not sufficient for real
sustained communication outside the classroom. dfieed dialogues will only function
to a certain point in real life situations. One mis able to use critical thinking skills to
respond to situations with creative combinationslasfguage and an understanding of
appropriateness.

Moreover, she states that critical thinking skélee most commonly talked about with
reference to Bloom’s Taxonomy, which was first deped over 50 years ago. In Bloom’s
Taxonomy, thinking is categorized into levels: fréime easiest (knowledge which is often
memorized facts or information) to the most difftc(evaluation of a situation using
subjectivity and justifying support). In betweeneske two extreme thinking skills are
comprehension, application, analysend synthesisin that order. As mentioned above,
many language classes focus on the lowest levelsthofking: knowledge and
comprehensionWhile that is the place to start, the realityhiat students who will use the
language in a target culture, outside the classyawiihneed the more advanced skills in
their repertoire. Higher order thinking skills arecessary for this activity to succeed. In my
opinion, of course, students need to be familighywor know the topic, and comprehend
the role-play, in order to employ the more advantedking skills such as application,
analysis, synthesis, and evaluation; but with tismals and audio of the role-play, the
knowledge and comprehension part comes quite easily

For the Replacement Performance activity (for dedin, see p.68, third paragraph),
students use the application skill by working ttvea problem, to change or communicate

part of the role-play, in a way that suits theiterded outcome. In analyzing, students
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separate out the parts from the whole, or iderttiky different characters, and see the
patterns of their behavior. Analyzing in this waglgs students devise new dialogue for a
character in the scene.

Synthesizingvill be a natural progression after students henayzed the characters in the
role-play. Students need to predict what characteght do, based on how they revise the
dialogue. They will draw conclusions of how theawndialogue may affect a scene, based
on what they know about the characters of the saprie that point.

Evaluationis the most advanced thinking skill in Bloom’s Baomy. This step will also
be automatic because as students observe thelay-phey will inevitably discern the
effect fresh dialogues have on the outcome of dleeplay.

In such an interactive activity where students joinmost of these thinking skills occur
instantly with little prompting. It becomes greaggtice in problem solving in general and

choosing appropriate, specific language that caappéed in real situations.

1.4.4.7 Drama, Motivation and Autonomy

Motivation is always a difficult task for the teashas it is not easy to get attention from all
the students at the same time, as they come fréereatit backgrounds and have different
interests. Everybody is different. If the teacteimiteracting with the group and controlling
the communication, the students not involved in¢bmmunication are not participating.
The solution proposed by Maley and Duff and by 8udalden is having students working
in small groups on an idea to be practiced andopmdd, and therefore allowing them to
directtheir own participation.

As Maley and Duff say: “In a sense, motivation 3t meeded when working through
drama, because the enjoyment comes from imaginpé&k&nal involvement, not from the
sense of having successfully carried out somemesahstructions.” (Maley & Duff 1978,
13) Modern theories on language learning (Thornt2091, Batstone 1994) place great
importance on giving the learners the opportundgyproduce the language in a less
controlled context, but in all modern approache=e practice or actually “doing the task
stage” is present. Dramatization is a motivatingivédg because it is fun, and learners get

actively involved and work in pairs or groups;ealners are motivated, their affective filter
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(degree of anxiety is low (Krashen, 1984); they are relaxed and adljuire the language
almost without effort. Kramsch (1993) confirms thgtsaying througlereated imaginary
worlds, learners can experience how language functiordgifiarent situations. In group
scenarios, learners are allowed react in their own ways to an event or a set of
circumstances that involves them. It facilitates plooling of recourses by the learners and
enables them to become powerful generators of leuhyd.

Herbert Puchta (2007) proposes a new model of Egglearning, transforming the PPP
(Presentation — Practice — Production) Approacl iabh IPA (Imitating — Controlled

Practice — Autonomy) Approach.

- Imitation stands for multisensory activation
- Controlled Practice represents taking over the osinp of something

- Autonomy connotes “Say what you want”

This can directly be applied with drama technigsesh as autonomy, and quick decision

making is essential while performing.

According to Stewart (PUCE, 2004), in teaching sgolcommunication skills, drama
stimulates the desire of all students to actuallypeak in concentrating on problem-
solving, role play, dialogue or drama itself. Heprpduction is more important than
reception. In order to achieve success, he sugglestslass atmosphere has to reflect
feelings of trust, relaxation and co-operation aghafl participants.One of the most
important features of the social aspect of oral comunication skills is the ability to
deliver a speech comfortably, freely, with self cdidence.

Pietro (1987) states that shy students who areatotally talkative are often the ones with
more will to participate in discourse when theylimathat canact freely without being
dominated by an authoritarian teacher. In this mibgdrama appears to be the ideal method
for students talevelop self confidence

Chaunan V. (2004) argues that the use of theattdeama to teach English turns into real

communication, involving ideas, emotions and fegdint is an opportunity to get engaged
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with real language without the conventions of traglitional classroom, which ultimately

results in an increase in language skills and apwed speaking confidence.

To summarize all the above statements, | wouldtsatyusing drama in class stimulates a
student’s awareness of his/her real potential. Nlogy are able to “blossom”. They will
experience a positive outcome of all their studdsich makes them independent learners.

They will feel they are capable of achieving anythihey want.

1.4.4.8 Drama application models in the EFL clasisro

In the following section, two demonstration models “How to apply drama in the
classroom” will be presented:

Susan Holden (1982:22) suggests 4 stages to a dreancise:

- Presentation of exercise.
- Discussion
- Experiment (showing to rest of group).

- Discussion.

The presentation can be done through pictures, sounds or words, shiodild set the
atmosphere, the mood, and relationships betweepdbple and the setting, thus creating
the context and meaning of the language to be G#lchn Porter Ladousse also suggests
role-cards for the characters in the scene, ttéurenable the learners to visualize their
character's feelings, role and status. (Porter ussi® 1987) However done, the presentation
or cueing should go a long way to creating the nmgpof what the learners will be doing.
The discussionwill allow the learners to plan what they will do say in the activity.
Language can be put in by the teacher or not. lipigo the teacher how obvious he/she
wants to be in showing the learners that they eaetiging a part of functional language or
not. The discussion itself will also supply therfesxs with good language practice, using

persuasive language, agreeing, disagreeing etc.
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The Experiment stageis where the learners try out their scene, maylmimg first,
maybe practicing on their own or in pairs or smgtbups, before showing their
performance to another group, if required.

The second discussiorprovides an opportunity for analysis of how it weagain
providing further spoken practice of suggestingtiazing, praising, etc. The analysis
should be based on both linguistic and paralingufstitures and should bring the activity
back to the learners’ real selves, allowing thenpw their own personal thoughts and
feelings into their analysis, comparing with thetwss, and hopefully making the activity

more personal and memorable.

Maley and Duff (2005:3) demonstrate another vecg mhodel of Drama Application in the

EFL classroom:

These comments apply to the standard activitighigiseries: Aims, Focus, Level, Time,

Preparation, Procedure, Following on Variationsl Biotes.

1. Aims— This indicates the broad reason for doing thieiac

2. Focus — This relates to the narrower, linguistic objees. These are sometimes
expressed in terms of syntax, lexis or phonologynetimes in terms of language
functions, and sometimes in terms of spoken dismaver longer stretches of language. It
is important to remember that, in drama work, in@ totally possible to predict what
language feature will occur, so the focus can dydyindicative of what we think will
happen; it cannot predict what will happen.

3. Level- The important thing to remember here is thaistirae activity can often be done
at many different levels, drawing on whatever laaggi may be able to be used. Even in
cases where we have prescribed an activity for &teany, for instance, it may well be
possible to exploit it at the Advanced level, too.

4. Time - similarly, it is difficult to set accurate tings. Many of the timings are based on
the assumption that you will prepare an activitydovhole class hour, so we need to give
some guidance on how much time should be devotezhtb stage. But sometimes, you
may feel an activity is going so well that you wémtet it run. Ultimately, it is up to you to

exercise your professional judgments, based on ipbwition.
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5. Preparation - most of the activities require little or no s@gequipment or material. All
you really need is a roomful of human beings. Nbeleiss, you still sometimes need some
basic materials for the activity, such as cards,T§Hbbjects, or pictures. Sometimes, you
will also need to ask students to bring materialshjects to class.

6. Procedure this specifies the steps you should go througmfdement the activity. You
may need to be flexible here too. With large clasgeu may need to vary group size. With
small classes, the group is already very smally@o may need to vary the instructions
accordingly.

7. Follow-on this suggests ways, in which the activity carekended, either in class or as
homework.

8. Variation(s) - this suggests alternative ways of doing thevagtior slightly different
yet related activities.

9. Note(s)- this provides comments on the activity. Somevaies include a reference to
other published sources.

1.4.4.9Advantages and Disadvantages of Drama Use in the(E&Ssroom

Summarizing all the important facts of all autharsl researchers from above, Maley and

Duff (2005) listed many points supporting the ugdrama in the classroom:

Advantages:

1. It integrates language skills in a natural way.re@id listening is a key feature.
Spontaneous verbal expressiois integral to most of the activities; many of rthe
require reading and writing, both as parthefinput and the output.

2. ltintegrates verbal ambn verbal aspects of communicationthus bringing together
both mind and body, and restoring the bald&te/een physical and intellectual aspects
of learning.

3. It draws upon botleognitive and affective domainsthus restoring the importance of
feeling as well as thinking.

4. By fully contextualizing the language, it bringdassroom interaction to life

through an intensive focus on meaning.
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ol

. The emphasis on whole-person learning amdti-sensory inputs helps learners to

capitalize on their strengths and to extdmrtrange. In doing so, it offers unequalled

opportunities for catering to learner difieces.

6. It fosters self-awareness (and awareness of sjths=if-esteem and confidengeand

through this, motivation is developed.

7. Motivation is likewise fostered and sustained through the variety and sense of

expectancy generated by the activities.

8. There is a transfer of responsibility for leaghfirom teacher to learners, which is where

it belongs.

9. It encourages an open, exploratory style of I|e@yniwhere creativity and

imagination are given scope to develop. This, in turn, promotesk-taking,

which is an essential element in effectiveglaage learning.

10. It has a positive effect on classroom dynamics atrdosphere, thus facilitating

theformation of a bonded group which learns together.

11. Itis an enjoyable experience.

12. It is low-resource For most of the time, all you need is a 'roomddl human

beings'.

In addition to Maleys’ advantages of drama usagiénEFL classroom, Desiatova (2009)

discovers some more beneficial learning charatitesjsas listed below:

Through language use of real life situations, drgemeerates a need to speak.
Drama is an ideal way to encourage learnerguess the meaningf unknown
language in a context which stimulategical thinking.

Learners will need tasea mixture of language structures and functionbifhks")

if they want to communicate successfully.

By taking a role, students can escape from tharyalay identity and "hide behind"
another character. When you give students spealies,rit encourages them to be
that character anabandon their shyness

To bring the real world into the classroom(problem solving, research, consulting

dictionaries, real time and space, cross-curriottatent).
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Sam (1990) claims that there are also disadvantadgesh using drama in the EFL
classroom:

Disadvantages

1. Activity is artificial - Richards (1985) observed that although role-ptagupposed to
provide authentic situations for students &® danguage, the situations sometimes
created were artificial, and not relevant ¢éeds of the students.

2. Activities are difficult to monitor - With so much activity, both physical and verbal
going on, it is sometimes difficult for theatder to monitor a student's performance.
There is the fear among teachers that theestadare having too much fun, and that no
learning is taking place.

3. Causes embarrassmentln some situations, especially among adult learnets-play
and simulation activities cause a lot of emdmsment, awkwardness and very little
spontaneous language use. The choice of apgi®poles for different students is thus
very important.

4. Encourages incorrect forms -Since the teacher is not encouraged to correcakast
immediately, so as not to discourage studehits provides opportunities for learners to
produce and practice ungrammatical and ingp@te forms.

5. Has cultural bias -According to Richards (1985), these activities lmu@e suited for
learners from cultures where drama activiied learner directed activities in teaching
are more common. In cultures where the teagberinated classroom is still the norm,
the learners may not respond willingly to duotivities.

6. Teachers' fear of losing control -Since the activities require full participation thie
students and minimum participation from thacteer, the teacher may fear that he may
lose control of the class. Furthermore, thelents may get carried away and become
disruptive.

7. Spontaneity is lost Very often, the students get too caught up with WWH@& say. They
hesitate to choose their words and do notactespontaneously.

8. Timing lessons is difficult -The teacher has to spend a lot of time in preparatiork,
especially for simulations. He is not abletedict the amount of class time that will be

taken to carry out the activity, since thdigbof each class varies.
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9. Activities may not be suitable for all levels -Drama activities involve a lot of
conversation and discussion. Thus, it may betvery suitable for low proficiency
students who do not have the necessary coioative competence to carry out the
activity. These activities would be more abie for intermediate and advanced
learners.

10. Snce a drama activity is planned, students do mbtagchance to improvise. They are

afraid of making mistakes by not memorizihg script correctly.

The above disadvantages, however, can be sohedeful thought and planning could be
given before the activities are used in the classtoThe teacher himself must be
convinced of the effective use of these activitidge wants to encourage students to have a
positive attitude towards these innovative idedamguage learning.

How | dealt with those aspects during my researithbe analyzed and stated in the next

chapter Methodology
1.4.5 Drama Techniques
Introduction

According to Maley and Duff (2005), drama technisj@ee activities which are based on

techniques used by actors in their training.

“Through them students are given opportunitiess® tleir own personality in creating the
material on which part of the language class ietha¥hey draw on the natural ability of
everyone to imitate, mimic and express themselasugh gesture and facial expression.
They draw, too, on students’ imagination and memanyg their natural capacity to bring to
life parts of their past experience that might mestherwise emerge. They are dramatic
because they arouse our interest, which they g@aihby drawing upon the unpredictable
power generated when one person is brought togetitierothers. Every student brings a
different life with a different background, a difést set of memories and association into
the class. It is this we seek to tap into, anddimg so, we inevitably restore some of the
neglected emotional content to language, along avitthewed attention to what is physical

about language.” (Maley and Duff, 2005:2)
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According to Scrivener (2005:362), there are simowmn drama activities found in English

language classrooms:

- Simulation— This is really a large-scale role-play. Role d3aare normally used,
and there is often other background informatiomval. The intention is to create a
much more complete, complex “world”; for exampld, a business company,
television studio, government body, etc.

- Role-Play— Students act out small scenes using their owasidor forming ideas
and information on Role-Cards.

- Drama games Short games that usually involve movement arabimation.

- Guided improvisatior- You improvise a scene and the students joimalwy one
in character, until the whole scene (story) takes tife of its own.

- Acting play scripts- Short written sketches or scenes are actedebsttidents.

- Prepared improvised drama Students in small groups invent and rehearded s
scene or story that they then perform in fronthef dthers.

In the following section | will discuss the abovesmtioned drama techniques a bit more in

detail, and add some of my own.

1.4.5.1SIMULATION

Introduction

Kiraly (2005) states that dramatization is a vegypful method to organize classes and
recreate specific everyday situations that coultdrgeficial for the students to manage real
life situations later on. For examplmstead of requiring them to learn memorized
dialogues, the teacher encourages students to simtd possible communicative
scenarios to express their feelings and emotiors they would in real life circumstances.

In this way, everyone is involved in communicatiamjch is the real objective.

a. Definition and Purpose
Jones (1982) calls a simulation as a case studgreMlearners become participants in an

event, and shape the course of the event. Theelesahave roles, functions, duties, and
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responsibilities within a structured situation ihwng problem solving. Simulations are
generally held to be a structured set of circuntsgtarthat mirror real life and in which

participants act as instructed.

Jones (1982) defined simulations as: “...a realitjuoictions in a simulated and structured
environment”,

Crockall & Saunders (1989:13) claim that Simulatiean often defined as real by
participants, and it may thus be conceived aslavedd in its own right.

“In brief, simulation is taken as a general catggarhich may contain elements of games
and/or role-play. Role-play is seen as simply osgeat of simulation; it may not always
incorporate role-play, but a role-play is alwaysraulation.”

One of the purposes of a simulation is to broadeh expand a participant’s perceptions
and interpretations of the real world, while anotiseto improve their skills; both cases
constitute learning. A simulation, like any so@#lation, is socially constructed, and thus
opens to varying interpretation through negotiatidrreal situation, whether simulation or
any other, is one in which participants are perbpmavolved, and in which they may live
through its dynamics-its social relations, issaesl problems.

“Indeed, during a performance, participants mayb®éexplicitly aware of simulating; they
do not continually ask themselves what does ttpsesent? ... in terms of the real world.
This is precisely because they get involved, amdpdrformance becomes very real in its
own terms; it is the paramount, taken-for-grantedlity. If Simulation is regarded and
treated as a reality taken for granted in its oightr then the experiences of participants
become real, and they are able to live throughliaedout one of the fundamental aspects

of social life-that of the reality-defining proces€Crockall & Saunders, 1989:17)

For simulation to work, Jones (1982:4-7) establistie following characteristics:

- Reality of functionThe students must not think of themselves asesitsd but as
real participants in the situation.
- A simulated environmentThe teacher says that the classroom is an aichextk-in

area, for example.
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- Structure Students must see how the activity is constry@ad they must be given

the necessary information to carry out the simaraéffectively.

Scrivener (2005) describes simulation as a realtgd-scale role-play. Role cards are
normally used, and there is often other backgromfmrmation as well, like newspapers
articles, graphs or memos. The intention is to terea much more complete, complex
“world”; for example, an airport, a hot-dog standaadoctor’s office.

Venugopal (1986) confirms this by that in role-slation the participant remains the same
individual while reacting to a task that has beiemutated on the basis of his own personal

experience or professional training.

b. Simulation and Language Acquisition

Scarcella and Crookall (1990) review research mashow simulation facilitates second
language acquisition. Three learning theories whidy discuss are that learners acquire

language when:

- They are exposed to large quantities of comprebensiput
- They are actively involved
- They have positive affects (desires, feelings dtitlides)

Tompkins (1998) claims that simulation is relatedd language acquisition, due to its

providing comprehensible inputthrough students who engage in genuine commuaicati
in playing their roles.Active involvement stems from participation in worthwhile,
absorbing interaction, which tends to make studdotget they are learning a new
language. Students have the opportunity to tryrewt behaviors in a safe environment,

which helps them develop long term motivation tstenan additional language.
c. Benefits
As | already mentioned the benefits of drama usagthe EFL class in the previous

section, here are some additional beneficial aspepecifically related to simulation:
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The most common view of simulations is that thegvpdte a way of creating a rich
communicative environment (a representation ofitygalvhere students actively become a
part of some real-world system and function, acogrdo predetermined roles as members
of that group. More important, however, is the aotihat a simulatiobecomeseality, and
the "feeling of representivity fades" (Crookall &ford, 1990:15), so much so that the

world outsidethe simulation becomes paradoxicall and imaginary.
The innate benefits of simulations include:

1. Fulfillment of students' need for realism

2. Awakes desire to "relate to life 'out there' beydhe classroom's box-like walls"
(McArthur, 1983:101)

3. Dismantling of the normal teacher-student relegiop so that students take control
of theirown destinywithin the simulation

4. Leading towards "declassrooming"” the classroom{8bk & Watson, 1985)

5. Help the learner confront and identify with thegttr culture (Oxford & Crookall,
1990)

6. Reduction of anxiety levels, which is essentiallanguage development (Dulay,
Burt, & Krashen, 1982; Krashen, 1982)

7. Possibility of teachers to monitor the participargrogress unobtrusively.

1.4.5.2ROLE-PLAY

a. Definition and Purpose

In a role play, the students play a part they doptay in real life (e.g., Prime Minister,
Managing Director of a Multinational Company, orfamous singer). Other authors
consider role play as one component or elemeritraflation (Greenblat, 1988; Crookall &
Oxford, 1990). Thus, in a role play, participanssign roles which they act out within a

scenario.
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Cohen and Manion (1989) describe Role-Play as atitigmtion in simulated social
situations that are intended to throw light upoa tble/rule contexts governing real life

social episodes.”

For Ments (1999:9), the purpose of Role-Play adogrdo him is “...to give students the
opportunity to practice interacting with othersdertain roles.” Van Ments (1999:9) also
talks about the Role-Players goal: “Their aim isfeel, react and behave as closely as

possible to the way someone placed in that paaicituation would do.”

Thus, the acting out in role-playing is just thensaas most of us do in the course of their

everyday lives. As Shakespeare says: “We are dliopa big scenario.”

Scrivener (2005) writes that in a role play, leasnare usually given some information
about a role, for example, a person or a job tltkarners take some time to prepare and

then meet up with the other students to act outlsma

scenes using their own ideas, as well as givensidea Role Cards
from the teacher, written on so called “Role Cards” |
Doctor
Son
A simple role-card has only little information weah i
_ Thiot Travel -
on such, apop-star detectiveor 19 year old sonAs _ Agent

an alternative, they could offer some guidanceocas't

what to do rather than the role itself for examfay a train ticketGet information about

music eventsr Find out the opening times of the shopping mall.

A complex role card often contains more information D'W -
Your job is to lead the discussion and introduce
for example: name, job, sex, age, personal appearan| the section of text fo be discussed.
For le,
eWemmrawamt We are discussing Chapfers 3 and 4 of .
l;fc:u.r must: I:f i
= Keep the discussion going. [T 7

= Introduce each person fo *ij,_:i

character, interests, and designed tasks. Scriven

(2005:156) mentions some important facts which

should be included in a role- play card task: toke thelr Wiy, O o2
® Make sure that everyone =

- Pieces of information you know

- (that maybe others don't)
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- Your opinion about the issue/problem/situation/pefsic.
- What you want to happen, be decided etc.

- Items of language you may need.

A good set of role-cards is often designed so that participants will have distinctly
different points of view and natural disagreemeiiteey can lead to excellent discussions

and arguments without anyone having to feel baldeaénd because they got angry.

One example:

The following set of cards is designed to give paif in-company business students a
chance to practice using modifiers with adjecti(eeg. quite big, rather fast, and extremely
intelligent), Students will certainly need a goadaaunt of time to prepare both ideas and

language before tackling a role-play like this.

Role card 1 |

Role card 2
Your company has designed a range of

revolutionary new products, completely | You are having a meeting to hear
different from your usually ones. about some amazing new products

from an important supplier.
You are having a meeting with one of

your best customers. Describe the new
product to him/her.

Ask a lot of questions and find
out as much as you can about
the products.

b. Application Model

Scrivener (2005:158) lists some important pointsetmember before starting a Role-Play
in class.

- Make sure the students understand the idea okgptay.

- Do they know what's going to happen?

- Do they know what is required of them?

- Are they comfortable doing that or not?

- Make sure the context or situation is clear.

- Do they understand the information on their owrd@ar
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Allow reading/dictionary/thinking time (during whic you go around and help if
necessary).Give them time to prepare their ide&xrdehey start-maybe encourage note-
making-but when the activity starts, encourage thhemmprovise, rather than rely on
prepared speeches and notes. The preparation heykhave done will inform their role-
play, but could simply get in the way if they ovety on it. (It may help to take away the

cards when the role-play starts.)

A nice Step to Step guide model developed by Kdudgtva (2002) of how to make a

Role-Play work will be presented as follows:

Step 1 — Creating a Situation

To begin with, choose a situation for a role plageping in mind students' needs and
interests (Livingstone, 1983). Teachers shouldcselde plays that will give students an
opportunity to practice what they have learned. tlet students choose the situation
themselves. They might either suggest themesrhague them or select a topic from a list

of given situations.

Step 2 - Role Play Design

The students' level of language proficiency shdddaken into consideration (Livingstone,
1983). At low intermediate and more advanced levele plays with problems or conflicts
in them work very well, because they motivate tharacters to talk (Shaw, Corsini, Blake
& Mouton, 1980; Horner & McGinley, 1990).

Step 3 - Linguistic Preparation

Once you have selected a suitable role play, prede language needed for it. At the
beginning level, the language needed is almost teiglp predictable. The higher the level
of students, the more difficult it is to prefiguaecurately what language students will need,
but some prediction is possible anyway (Livingstod®83). It is recommended to

introduce any new vocabulary before the role p&oidrtilli, 1983).
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Step 4 - Factual Preparation

This step implies providing the students with ceter information and clear role

descriptions so that they could play their roleshwéonfidence. For example, in the
situation at a railway station, the person givimg tinformation should have relevant
information: the times and destination of the tsaiprices of tickets, etc. In a more
advanced class and in a more elaborate situaticiyde on a cue card a fictitious name,
status, age, personality, and fictitious interesis desires.

Describe each role in a manner that will let thedsnts identify with the characters. Use
the second person 'you' rather than the third petts® or 'she.’ If your role presents a
problem, just state the problem without giving aojutions.

At the beginning level, cue cards might contairadedl instructions (Byrne, 1983). For

example:

YOU ARE A TAXI-DRIVER

1. Greet the passenger and aslk him where he
wants to go.
2. Bay the price. Male some cormments on the
weather, Ask the

passenger if he lizes this weather.
3. Answer the passenger's question. Boast that
your son has won

the school swimming competition. Aslk if
the passenger likes

SW i g,

Step 5 - Assigning the Roles

TOU ARE A PASSENGER IN A TAXI

1. Greet the taz driver and say where you

mwant to go. Asle what the

price will be
2. Answer the tazi-driver's question and ask
what kind of weather

he likes.

3. Bay that vou like swimming a lot and that

vou learned to swim
10 years ago when you went to Span with

wour family.

Some instructors ask for volunteers to act out@ptay in front of the class (Matwiejczuk,
1997), though it might be a good idea to plan inamde what roles to assign to which
students. At the beginning level, the teacher ede bne of the roles and act it out as a
model. There can be one or several role play grdéipise whole class represents one role
play group, it is necessary to keep some minosraleich can be taken away if there are
fewer people in class than expected (Horner & M&&in1990). If the teacher runs out of
roles, he/she can assign one role to two studenighich one speaks secret thoughts of the

other (Shaw, Corsini, Blake & Mouton, 198Q0)ith several role play groups, when
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deciding on their composition, both the abilities ad personalities of the students
should be taken into considerationFor example, a group consisting only of the shyest
students will not be a success. Very often, optimnotaraction can be reached by letting
the students work in one group with their friendsiher & McGinley, 1990).

Step 6 - Follow-up

Once the role play is finished, spend some timéebriefing. This does not mean pointing

out and correcting mistakes. After the role pldng students are satisfied with themselves;
they feel that they have used their knowledge eflmguage for something concrete and
useful. This feeling of satisfaction will disappélevery mistake is analyzed. It might also

make the students less confident and less wilbrndptthe other role plays.

(Livingstone, 1983).

Follow-up means asking every student's opinion albiwel role play and welcoming their
comments (Milroy, 1982; Horner & McGinley, 1990)hd aim is to discuss what has
happened in the role play and what they have |elarmeaddition to group discussion, an

evaluation questionnaire can be used.

c. Types of Role-Play

- Real-play
A powerful variation of role-play is real-play. (8e&ner, 2005:158) In this case, situations
and one or more of the characters are drawn not &ards, but from a participant’s own
life and the world. Typically, one of the learnptays him/herself, but in a context other
than the classroom. This person explains a cofgegt from his/her work life) to other
learners, and then together they recreate theisituia class. The real-play technique
allows learners to practice language they neelddim bwn life. It is particularly useful for

business and professional people.

Rather than a set of role cards, the most usebliftw real-play is a blank framework-in
effect, a card that allows learners to create tbein real-play role card. Students can

choose a problem or situation that they might warwork on, and then the teacher guides
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them on how to fill in their cards. Some framewonkdll need to be worked on

individually, some (if they are mutually dependéantpairs or groups.

- Dramatic Play
Davis (2009) describes a play as a situation wharécipants are given a context: place,
problem, and character. However, in plays, theps¢what they say) is partially or totally
pre-determined. In plays, students are assigndteacter, and they must plan or read the
lines of the character and dramatize the actiomsplays, students must listen to their
partners in order to know when it is their turnth®lugh listening is not as necessary in a
play as it is in improvisation, students still mustow when it is their turn to speak.
However, the advantage of working with a scripthiat it provides vocabulary, and also
helps students explore multiple viewpoints of therative.
The written text helps boost students” confidengeptoviding a basis from which to
develop oral skills. This is a great advantage ghy or inhibited students who find
participating in a role play too threatening.
Nevertheless, Willis (1990) and Guida (1995) disagwith the use of memorized role-
play, because they see it as not using genuinéhéatic language, since the learners are

simply reciting and not creating language.

d. Activities Samples

- Acting out reading activities and dialogues fromrfeers text books
Lynch (2010) suggests "acting out" dialogues fromdents’ text books such ddew
Interchange Additional scenes to cover what happened befodeadter the dialogue can be

created and added for even more dimension.

- Acting out video scenes from learners’ text book
If there is a video from the same course boolesefearners can act these out too. In this
case also, additional before and after scenese&andated and added to expand and deepen
the role play context. Lynch (2010) points out tiee ofrealia and propsin the scene

dramatizations to help the learners get "into ottard He urges the teachers to be creative
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by recording students’ performances using video andio. Therefore improvement in

technique, speech, language use, fluency, etdbeaemonstrated to the students later on.

- Acting out scenes from movies or commercials
Lynch (2010) mentions also “Acting out” of dramasicenes from movies and films as a
basis for drama / dialogue and as a source toipeadtamous, popular or memorable
movie scenes work best. Learners could take oeerdles of characters in the movie scene
and do the same lines as the original actors, fimgaaccent, gestures, discourse, etc.

Students can also put their own personal "spin™ioterpretation” on the scene and

dialogue for added interest.

- Story dramatization
This is the most simple and straightforward techaidrhe story can be read or told orally.
After reading or telling a personal adventure arelstory to the class, students can act it
out. Another possibility could be making gesturad amimes while telling the story to the
audience in order to make the story more livabie laglievable. This requires both careful
planning and flexibility.

- Interview a famous person
Lynch (2010) mentions another example in his atidaying that the teacher or the
students could create a scene where famous peopiestorical figures are interviewed.
Students can choose their characters from an ex¢éehst of famous people or historical
figures they are familiar with, and use these abaais for constructing scenes and
dialogues. You can even have famous people "talkéach other who couldn't literally
have done so. What would Jesus say to Bill Gatels& Would George Washington say to
Marilyn Monroe, Pamela Anderson or JFK? How aboahat between Princess Diana and
Cleopatra? The possibilities are endless. Some ertuiidideas, dialogues, scenes and

scripts could come out of a little swapping andrs#rming in this manner.
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1.4.5.3 DRAMA GAMES

a. Definition and Purpose

“In contrast to a simulation, a game (in our techhisense) is not always intended to
represent any real-world systems (although it mawehoeen inspired by one), and cost of
game errors can be high for the real world (asef@mple, in losing money at poker). A
game in the strictest sense, therefore, does ngopduto represent any part of another
system; it has no real-life referent, and it i®altworld system in its own right. A game is
a formalized system in its own right, while a siatidn is a formalized representation of
another system; a game is a real system, and dasionua meta-system, but both are
separated from the ‘other external reality’ by wBatffman (1972) terms a ‘membrane’.”
(Crookall & Saunders 1989:15)

b. Activities Samples

Miming
“When words are kinesthetically presented througgtges, and contextualized through

story and drama, students learn how to feel thguage. “ (Liu, 2006)

John Dougill (1987) defines mime as "a non-verledresentation of an idea or story
through gesture, bodily movement and expression"the language teacher, one could
generally say that mime is acting out an idea orysthrough gesture, bodily movement
and expression, without using words. Its strength in that although no language is used
during the mime, the mime itself can act as a gstab generate and elicit language before,
during, and after the activity.

That mime can generate language will be shownearfahowingexample

Davies (1990) proposes an idea where the teachee®la box in front of the class and
starts to mime as if he would take something out,@&nd asks students to take a guess at
what it could be. The teacher then invites a stuttempproach the box and whispers the
name of the object to the student, who in turn nsita&ing the object out of the box while
the rest of the class guesses.

This game can also be played in a different versioth used as an icebreaker to start the

class. It is also good to review grammar from pésdses. The teacher enters the class and
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starts miming things he did the night before. Terdents can guess the action and shout
into the class. After that, students can work iougis of two, and after they have guessed

the meaning, they can start formulating sentences.

- Making a picture
Call out a subject; the students must agree anceraakozen tableau of that scene. For
example, call out “airport”; the students take eliént positions. Some are check-in clerks,
some become planes taking off, and some becomistguwintil the whole room becomes
an airport. Now unfreeze the tableau and bring ilife for a host scene with improvised

dialogue. Everyone can talk and play their partrehe desks and planes!

- Telling and dramatizing stories with pictures
Students are divided in groups and are being ga/gicture. Then, they have to start
inventing a story according to the content or actbthat picture. The story has to be short
so that every group gets its turn. Each group hdifferent picture with different contents.
Each time a group finishes with their story, th@entgroup has to make a connection
between the last story and their upcoming storystFstories can be told without

dramatization, but after students gain confidettogy can act them out.

1.4.5.4IMPROVISATION

Introduction

In immersion learning situations, the person whon&wv to language is constantly
bombarded with sound. In groups, people are nol$ey talk and talk ...they mix
participles with metaphors, jump tenses and areergdlly inconsistent in speech....In the
chaos of daily life, people in immersion situatidearn quickly and well, regardless of age,
be they children or adults.” (Dugdale 1996:4)

Some language researchers (Long, 1996, Swain 1899§gjest that the interaction of
language use in an improvised way could modify dedelop their language system, even

when there is no intervention or instruction.
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Some other language researchers also suggestethiedearn language by being exposed
to talking, which often has little regard for gramical correctness. Dugdale (1996)

suggests that people learn language by talkindistething a lot.

Very interesting is the statement from Nakagaw@®@2@vho found out that the accuracy-

oriented approach is rather neglected among thremuESL pedagogues.

a. Definition and Purpose

Maria Guida (1995) talks about improvisation aseaaliopment which evolves in front of
the audience and should surprise the actors theessemprovisation is a journey into the
unknown, a natural outgrowth of theater games irclwBtudents speak and interact in the
persona of a given character. Students "becometctod who cares deeply about her

patients, a teenager who is angry with the wonldy soldier who is tired of fighting.

Davis (2009) defines improvisation as a kind ofidigt done without preparation. She
says that much of the speaking done in ESL/EFLesttgl classes is done with preparation
-even if it's just a couple of minutes. Davis psiotit that when improvising students must
create a scene, speak, act, react, and move wipheparing. The decisions for what to say
or do are made on the spot. In improvisation, sitgldo not necessarily know what comes
next. The scene is created as they go. Participantd pay attention to their partners in
order to react appropriately. This forces themdieh carefully, to speak clearly, and to use
language in an authentic (i.e., unplanned) way.rawigation is a great way to get students
communicating as they would outside of the clagsroOutside of the classroom, students
must be able to speak and act without preparingn(phg what to say, looking in the
dictionary, writing words, etc.). Improvisation @ students the skills and confidence to be
successful when communicating outside of the abassr Because language outside the
classroom is generally unplanned, students shaalctipe speaking in unplanned language
situations. They should practice taking risks mgiaage. Improvisation is a great way to do
this. Liu (2006) makes an important point of sayilmgprovisation activities mean those in
which students, after receiving teacher input otislesentence, structure, and grammatical
rules, are called upon to improvise conversatiehainks or descriptions in given settings,

without previous memorization.”
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b. Improvisation techniques

- Unscripted Improvisation (also named Guided Impsation)
Zyoud (2010) makes an important contribution tocuipsed improvisation as a drama
technique. He states that before beginning the ampation session, the teacher or the
facilitator has to involve thél) Establishment of a context,which serves to inform the
participants where they are and what they are éggdo portray in their inter-relationships
with other characters. Since this is an unscriptedrehearsed drama exercise, the
participants are at liberty to make thewn (2) spontaneous contributionas the play
unfolds. This entails that they have tineedomto add their own words an@) develop
their characters in the ways that they would like to. Thus, onetloé advantages of
improvisation is the level of freedom that the mgpants are able to exercise during the
execution of the creative session. Furthermorestéies that improvisation exercises could
involve an entire class of learners or smaller geownce the context has been provided,
the learners will participate spontaneously in &xercise. A whole class improvisation
exercise could involve the participants at a markeere some are the buyers and others
the sellers. The teachers’ role is to provide thetext, and the participants act out their
roles spontaneously without any planning. It is amant to keep in mind that much of the
content for the improvisation activities could cofrem the participants’ own background
and experiences. Spontaneous improvisation givamées practice in language and
communication skills, and they have the opportutatydevelop their emotional range by
playing roles unfamiliar to them and outside tlim experience.
Scrivener (2005:364) provides an example: “Selestene-say, a winter landscape with a
frozen lake. The idea is to turn the classroom theoscene, and then to let story unfold in
any way it can, by the group improvising togethésu might start by describing the scene
and getting students to become people in the lap#gscslowly building up a living,
moving scene, or you might jump in the deep endaddgpting a character yourself and
encouraging others to join you in the improvisat@nand when they are ready. The skill of
running this kind of complex improvisation is todi a balance between allowing a free-
flowing, growing, alive improvisation and the nesi&g of keeping some control over it, to

ensure that it keeps momentum and avoids sillinoesste solutions.”
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Another great example of unscripted improvisati@swstablished by Snarsky (2007). She
calls this techniqueReplacement Performance Role-Playshich contains a problem to
solve in an authentic real life set and is fullypmovised. Students view a scene (acted out
by persons in the classroom) that has a provokedheaidlent, while other students witness
the situation, react to the outcome delivered m plerformance, and are aroused to offer
their version of a character’s dialogue to show hbase lines might affect the outcome.
The teacher gives each character set a scenasibiah to work, like a son with bad grades
who wants to borrow Dad's car, or a mother who sdweelp around the house with a
daughter giving excuses so she can talk on thegtwith her friends.

In this way they are engaged in the activity. Ppshlaecause they are so involvstyer
students tend to suspend their stage frighin order to participate and offer their
contribution.This technique is an excellent waydeate a needwhere students have to
react or respond immediately. If the improvisatlmtomes too demanding for the “jump
in“ character, another member of the group coudgh $h and continue the story instead.
However, the teacher should note at what pointehiacement character got stuck.

- Script-based Improvisation or prepared improviseh
According to Berlinger (2000), creating and perforgna Script-based improvisation can
be a highly successful learning experience for E&ldents. While it motivates them to
generate imaginative and detailed ideas, greathard their vocabulary, actively practice
language skills and attain far greater fluencylso provides a setting in which they can
explore the social values of a different cultureally, participating in this kind of activity
strengthens students’ confidence in their acadesbitity, an essential component of

successful language acquisition.

c. Application model
Here are the steps (summarized) of how to applgrgtSbased Improvisation proposed by
Berlinger:
- Students create an original dramatic productiortistawith a "kernel" situation
- Students script the opening lines of each scene

- Students start improvising a plot that adds charaaintil every student is included.
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While rehearsals reinforce the correct scriptedyl@age, the improvisation encourages
students to mobilize their vocabulary, respondriorgnatical and syntactical cues, develop
cultural and social awareness, and gain confidandefluency.
Maria Guida (1995) a former Broadway actress dessran excellent example of how to
perform a dramatic plagsee Role-Play Types) the EFL classroom.

- The Rehearsal Process
Guida (1995) makes a very important point sayirg the rehearsal process during the
acting of a play script is very important for statieto learn the language. She emphasizes
that all great acting, no matter who is doing reates the feeling of improvisation--the
feeling that everything the audience is seein@gplening right now, for the very first time
ever. Guida (1995) states: “This is why many achongrovise frequently when rehearsing
a script, even when doing films. The rehearsal ggscfor my ESL students is daily
improvisation on an assigned scene from our pléne process | have devised is designed
to discourage rote memorization of dialogue.”
She states that students are required to improsige paraphrase daily, so that their
imaginations and creativity as characters in aifipesituation can flourish. At the same
time, they are exploring and practicing languagecfions, speech levels, body language,
and everything else we do in conversation. In paitgdents read their scene aloud and then
divide it into "beats" (topics of conversation)eidifying in only a few words what each
beat is about. Students then write a Beat List,euride identification of each beat, the
student writes four or five key words or phrasest @ialogue from the script!) which will
"trigger" her own actions inside that beat.

- The Teacher
The teacher circulates to assist each pair. Thik wwoovides students with continued
practice of negotiating and interpreting meanirgggnmarizing, paraphrasing, sequencing,
and prioritizing. Students now see the frameworkhaf scene, and it is this framework
which allows them to improvise in a way which ighul to the play. The brieBeat Notes
that evolve from this process are now the workiagps Whenever students get "stuck"
improvising, they only consult theBeat Notedor guidance. The teacher begins to work
privately with each individual scene, while thetre$ the class rehearses in pairs by

directing the students as little as possible. Tlnrfunction of the teacher is to point out
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things which move the scene along truthfully, anose things which steer the action too
far from the playwright's original intention. Stude are making choices about the ways
that character, situation, and motivation affeeirttbody language and speech level. In the
final stages of rehearsal, the teacher gives roteggammar and pronunciation.
- The Performance

Usually, by the time performance week arrives,fédaing in the class is similar to that of a

little acting company. Guida (1995) explains thaé 3ss always moved by the students’
generosity toward each other. If a costume, proggbpiece is important to one scene, but
those actors cannot supply it, another studentriaivy offers help. It becomes a group

effort, and everyone works for the good of the enégtion as a whole. She usually

videotapes the performances, and the class thevsige tape and discusses the work.
According to Guida, these performances have beetsistently outstanding, and the

students usually marvel at their progress.

d. Activity Sample

Scrivener (2005:364) provides an example of SB+rtigation calledStrange meetings”

Prepare three sets of cards (each set should In@veand for each student):

1. A set with character names (alive or dead, fictiomareal), e.g. Mel Gibson,
Einstein, Madonna, etc.

2. A set with locations (e.g. in the kitchen, on thes)

3. A set with unusual problems (e.g. you have lostrymw; you are desperate for a

strong coffee).

Hand out one card from each set to each studerthéevery person has a person, place
and problem) and then allow them a few minutes ackvout their story (i.e. what explains

the incident). Students then stand up and walkratdhe room, meeting each other and
having short conversations (e.g. Britney SpearstimgesShakespeare; Nelson Mandela
meeting Batman) where they try to explain theirppean and get help and suggestions.
When you tap on the table (or ring a bell, etdgdents must move on to a new meeting

with another person. It is quite possible that brgmeetings will naturally start to form
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after a few turns, as one character suggests anwetiee might be able to help a particular

problem. Afterwards, ask learners to recall intengsthings they heard.

1.5 Individual Differences in Foreign Language liag

This section offers a brief but broad overview bé ffield of individual differences in
language learning, especially as they are reflectedotivation, learning strategies and

learning style

1.5.1 Motivation and L2

Introduction

Motivation is one of the most important aspects tan affect learners’ success in L2
language learning. It determines the extent ofvactpersonal involvement in foreign or
second language learning.”(Oxford; Shearin, 1996:18s earlier investigations have
proved, there are many factors that can influengdesits’ motivation, such as interests,
attitudes, expectations, beliefs, self conceptsietyrand gender (Gardner, 1985; Williams
and Burden,1997; Pintrich and Schunk, 1996; Dor3@01). Parents, peers, school norms
and, of course, the teacher, can also exert pegitivnegative influence on students’ level
of effort and persistence in the learning tasks.

Teachers’ personalities, self-concepts, confidebebefs, teaching styles, enthusiasm, and
relationship with learners can increase or decrsagients’ motivation. Students’ behavior
and involvement can also affect teachers’ motivatith students are interested in the
activities and pay attention to the teachers’ exgii@ns, teachers will feel energized and
enthusiastic about their teaching. On the otherdhatudents’ lack of involvement and
disruptive behavior can affect the way teacherabehmanage interactions and power, as
well as their motivation.

Cooperation as the principle strength of motivai®wery important for EFL learners, as
stated by Aguinaga (PUCE, 2008:17,18,31,75) in heearch paper. She mentions
“significant learning”, which is vital for student§hey must know why they are learning a

new language and that it has significance for thuure.
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Furthermore, she talks about protecting and maimgieach student’s motivation through
a variation of exercises. In order to motivate shid, enthusiasm also plays an important
role in class. She suggests that teachers showlysltransmit positive energy to their
students. This helps students to obtain more cenéid and trust in order to succeed with
their learning. Autonomy is another fundamentauésdo discuss. Aguinaga says that
teachers should make students aware of their otenpal by not always depending on
their teachers. As a result, students develop ilegrautonomy towards language learning.
A very important fact she points out is freedonspéech: students should feel free to talk
any way they want without interruption. Teacherewdt not correct students all the time.
They should let students express themselves ahérraelp them to protect their self-
esteem.

Urgiles (PUCE, 2005) mentions extrinsic and inignmotivation. (see Ddrnyeis’ Self
Determination Theory further belovigtrinsic learners are motivated by an inner diave
interest, self satisfaction and enjoyment in thek tidself. Usually, those types of persons
are very autonomous and do not need any exteresspre. Extrinsic learners are driven by
external rewards such as parents, teachers, mamelygrades. A student’'s motivation
naturally has to do with a desire to participategha learning process. A student who is
intrinsically motivated undertakes an activity fds own sake, for the enjoyment it
provides, the learning it permits, or the feelio§sccomplishments it evokes. Furthermore,
she points out the learner’s environment. Studéetsefit from parents who nurture a
learner’s natural curiosity, welcoming questionsl @ncouraging exploration, giving them
the message that learning is worthwhile and satisfg.

With regard to a student’s motivation, Zhang (208€lains that the primary motivation in
learning a second language for students is thé&yatnl speak with native speakers of this

language.

1.5.1.1 Definitions

Concerning L2 motivation, there are several detng proposed by L2 motivation
scholars. For instance, Gardner, Tremblay, and Ma$§1997:345), defined motivation as
that which “refers to the individual’'s attitudessites, and effort to learn the L2 and is

measured by three scales:
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(a) Attitudes toward Learning the Language
(b) Desire to Learn the Language

(c) Motivational Intensity

Dornyei and Ott6 (1998) proposed that L2 motivattan be defined as:

“The dynamically changing cumulative arousal in arspn that initiates, directs,
coordinates, amplifies, terminates, and evaluates d¢ognitive and motor processes
whereby initial wishes and desires are selectedoripzed operationalized and

(successfully or unsuccessfully) acted out”.

1.5.1.2 Classical Second Language Motivational Tieso

1- The social psychological period (Gardner, 19566)

(Integrative and instrumental motivation)
Integrative and instrumental motivation

Second language learning is not only learning n&armation, as with other subjects, but
also involves integrating a new culture into tharfer's own language culture. Therefore,
social influences must be considered as the cepadl of L2 learning. Based on this
assumption, Gardner’s motivation model focused lo® motivational influence of the
social situation. (as cited in Dornyei, 2001a)

Integrative motivation is the stimulus for learners’ further languagedsts from their
desire to communicate or interact with L2 peoplecatture (Gardner, Tremblay, &
Masgoret, 1997)Instrumental motivation comprises the external influences that make
learners study more, such as studying English $3 pa entrance examination, or having

adequate English ability to progress in one’s aafieérnyei, 2001b).

1. The cognitive-situated period (Deci, Ryan 1985)

(Self-determination theory)
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Self-determination theoryis known to be one of the most influential motigaal theories
in motivational psychology (Ddrnyei, 2001a). Thieeory focuses omtrinsic motivation
andextrinsic motivation
1. Intrinsic motivation describes a type of motivation in which one ta&keson for
his or her own sake.
2. Extrinsic motivation indicates external stimuli as the motivation tosdmething.
(Dornyei, 2001a; Noels, Pelletier, Clément, & Vedied, 2003)

It is very important to consider that studentswseally extrinsically motivated but through

drama and improvisational activities, this coulhsfer them into intrinsic motivation.

Learner autonomy and teacher control

It appeared that students who received autonomyadaduate informative feedback from
the teacher improved in IM. That is, if studentslfautonomous in their language learning
and use, they feel enjoyment that leads them tthdureffort, resulting in the students
improving their ability to lessen anxiety in theag$room. On the other hand, motivation
through expectation of rewards or pressure willlast long; students will stop their study
temporarily to achieve short-term goals. In termhsnotivation (earner feel helpless in
their action$, it decreased students’ efforts and, as a resulteased students’ classroom
anxiety.

On the other hand, motivation through expectatibrewards or pressure will not last long;
students will stop their study temporarily to ae@eshort-term goals. In terms of
amotivation, it decreased students’ efforts andaagsult increased students’ classroom

anxiety.

1.5.1.3 Current Second Language Motivational Thesori
An expansion or adaptions of previous motivatiotte@ories have been developed by
Zoltan Dornyei, who has become a very importanirign this field.

1. Three-level framework of motivation (Dornyei, 1994)

2. Process model of L2 motivation (Dérnyei, 2001)

3. L2 Motivational Self System (Dornyei, 2001a)
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- Three-level framework of motivation (Dérnyei, 19980)

(1) Language level involves factors related toltBAesuch as the culture, the community, as
well as the practical values and benefits connesitdlearning L2.

(2) Learner level encompasses the personal chasticte that learners bring into the
process of L2 learning. These characteristics dekelf-efficacy, self-confidence, need for
achievements, causal attributions, the perceiveddn2petences, and goal orientations.

(3) Learning situation level is associated withuaiton-specific motives of L2 learning
within a classroom, and it can be divided into ¢haspects: (a) course-specific motivational
components are related to the syllabus, the tegehaterials, the teaching methods and the
learning tasks; (b) teacher-specific motivationamponents concern the motivational
effects of the teacher’'s personalities, behaviog teaching style, and (c) group-specific

motivational components are related to the groupadycs of the learner group.

FIGURE 1
Components of Foreign Languagt Luarning Maotivation

LANGUAGE LEVEL Integrative Motivational Subsystem
Instrumental Motivational Subsystem

LEARNER LEVEL MWeed for Achievement
Self-Confidence
* Language Use Anxiety
* Perceived L2 Competence
* Causal Attributions

* Self-Efficacy
LEARNING SITUATION LEVEL
Course-Specific Motivational Interest
Components Relevance
Expectancy
Satisfaction
Teacher-Specific Motivational Affiliative Drive
Components Authority Type
Direct Socialization of Motivation
* Modelling
* Task Presentation
* Feedback
Group-Specific Motivational Goal-orientedness
Compronents Norm & Reward Sysiem

Group Cohesion
Classroom Goal Structure
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According to his Three Level Framework of Motivatjdornyei (1994:281) develops a

list of how to motivate L2 Learners.

- Language Level

1.

Include a socio-cultural component in the L2 sylislby sharing positive L2-
related experiences in class, showing films or Béordings, playing relevant
music, andnviting interesting native speaking guests.

Develop learners' cross-cultural awareness syskeatigit by focusing on cross-
cultural similarities and not just differences, ngsianalogies to make the strange
familiar, and using "culture teaching" ideas antivées.

Promote student contact with L2 speakers dyanging meetings with L2
speakers in your country or, if possible, organizing school trips or excpa
programs to the L2 community; or finding pen-frisrfdr your students.

Develop learners' instrumental motivation by distug the role L2 plays in the

world and its potential usefulness both for themselnd their community.

This is one of my suggestions (see chapter foarp\ite native speakers to the class to

participate and interact with the students, spep&impoint four.

- Learner Level

1. Develop students' self-confidence by trusting theaemd projecting the belief that

they will achieve their goal; regularly providingagse, encouragement, and
reinforcement; making sure that students regulexlyerience succesand asense
of achievement helping remove uncertainties about their compmteand self-
efficacy by giving relevant positive examples amalagies of accomplishment;
counterbalancing experiences of frustration ibyolving students in more

favorable, "easier" activities; and using confidence-building tasks.

2. Promote the students' self-efficacy with regardathieving learning goalsby

teaching students learning and communication sgfiege as well as strategies for

information processing and problem-solving, helpthgm to develop realistic
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expectations of what can be achieved in a giverogeand telling them about your
own difficulties in language learning.

3. Promote favorable self-perceptions of competence ib2 by highlighting what
students can do in the L2 rather than what theyatado, encouraging the view
that mistakes are a part of learning, pointing o¢kat there is more to
communication than not making mistakes or alwagslifig the right word, and
talking openly about your own shortcomings in Lf2y0u are a non-native teacher)
orinalL3.

4. Decrease student anxiety by creating a supportimd accepting learning
environment in the L2 classroom, avoiding hypeiealtor punitive treatment, and
applying speciaanxiety- reducing activities and techniques

5. Promote motivation-enhancing attributions by hedpistudents recognize links
between effort and outcome; and attribute pastiriesl to controllable factors such
as insufficient effort (if this has been the casenfusion about what to do, or the
use of inappropriate strategies, rather than tk tfcability, as this may lead to
learned helplessness.

6. Encourage students to set attainatlb goalsfor themselves that are proximal and
specific (e.qg., learning 200 new words every wetdgally, these sub goals can be
integrated into a personalized learning plan fahestudent.

- Learning Situation Level (Course-specifiotivational component)

1. Make the syllabus of the course relevant by basingn needs analysis and
involving the students in the actual planning & tdourse-program.

2. Increase the attractiveness of the course conieosing authentic materialsthat
are within students' grasp and unusual and exafigplementary materials,
recordings, andisual aids

3. Discuss with the students the choice of teachingernads for the course (both
textbooks and supplementary materials), pointingtoeir strong and weak points
(in terms of utility, attractiveness, and interest)
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4. Arouse and sustain curiosity and attention by ohimng unexpected, novel,
unfamiliar, and even paradoxical evermst allowing lessons to settle into too
regular a routine; periodically breaking the static character of ttlasses by
changing the interaction pattern and the seatingdton, and bynaking students
get up and move from time to time

5. Increase students' interest and involvement intdlsks by designing or selecting
varied and challenging activitiegdapting tasks to the students' interests
making sure that something about each activityeis or different; including game-
like features, such as puzzleproblem-solving, avoiding traps, overcoming
obstacles, elements of suspense, hidden informagimy including imaginative
elements that will engage students' emotions; leang activities open-ended and
the actual conclusion uncertain personalizing tasks by encouraging students to
engage in meaningful exchanges, such as sharisgrmrinformation; anchaking
peer interaction (e.g., pair work and group work) an important teag
component.

6. Match difficulty of tasks with students' abilitieo that students can expect to
succeed if they put in a reasonable effort.

7. Increase student expectancy of task fulfillment byamiliarizing students with
the task type sufficiently preparing them for coping with thesk content, giving
them detailed guidance about the procedures aategies that the task requires,
making the criteria for success (or grading) claad "transparent,” and offering
students ongoing assistance.

8. Facilitate student satisfactionby allowing students to create finished produlctd t
they can perform or display, encouraging them topbmud of themselves after
accomplishing a task, taking stock from time todimf their general progress,

making a wall chart of what the group has learaedicelebrating success

- Learning Situation Level (Teacher-specifiotivational component)

1. Try to be empathic, congruent, and accepting; alogrto the principles of person-

centered education, these are the three basicaeablaracteristics that enhance

84



learning. Empathy refers to being sensitive to students' needs,infggl and
perspectivesCongruencerefers to the ability to behave according to yioue self,
that is, to be real and authentic without hidingibd facades or rolegcceptance
refers to a nonjudgmental, positive regard, ackedging each student as a
complex human being with both virtues and faults.

. Adopt the role of a facilitator rather than an awity figure or a "drill sergeant”,
developing a warm rapport with the students.

. Promotelearner autonomy by allowing real choices about alternative waygaal
attainment; minimizing external pressure and cdonf@q., threats, punishments);
sharing responsibility with the students for orgamy their time, effort, and the
learning process; inviting them to design and prepactivities themselves, and
promoting peer-teaching; including project work wehstudents are in charge; and
giving students positions of genuine authority.

. Model student interestin L2 learning by showing students that you valiie
learning as a meaningful experience that produaésfaction and enriches your
life, sharing your personal interest in L2 and learhing with the students, and
taking the students' learning process and achiewewesy seriously (since showing
insufficient commitment yourself is the fastest w&y undermine student
motivation).

. Introduce tasks in such a way as dtmulate intrinsic motivation and help
internalize extrinsic motivation by presenting &sls learning opportunities to be
valued, rather than imposed demands to be resigtegjecting intensity and
enthusiasm, raising task interest by connectingtaéis& with things that students
already find interesting or hold in esteem, poigtirut challenging or exotic aspects
of the L2), calling attention to unexpected or papdacal aspects of routine topics,
and stating the purpose and utility of the task.

. Use motivating feedback by making your feedbaclonmiational rather than
controlling; giving positive competence feedbackjnting out the value of the
accomplishment; and not overreacting to errorsroleo This helps talecrease

students’ anxiety.
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- Learning Situation Level (Group-specifimtivational components.)

1. Increase thegroup's goal-orientednessby initiating discussions with students
about the group goal(s), and asking them from tionéme to evaluate the extent to
which they are approaching their goal.

2. Promote theinternalization of classroom norms by establishing the norms
explicitly right from the start, explaining theimportance and how they enhance
learning, asking for the students’ agreement, aveh envolving students in
formulating norms.

3. Help maintain internalized classroom norms by olagr them consistently
yourself, and not letting any violations go unnetic

4. Minimize the detrimental effect of evaluation orrinsic motivation by focusing on
individual improvement and progress, avoiding arglieit or implicit comparison
of students to each other, making evaluation peivedther than public, not
encouraging student competition, and making thal filend of term/year/ course)
grading the product of two-way negotiation with gtadents, by asking them to ex-
press their opinion of their achievement in a peasnterview.

5. Promote thalevelopment of group cohesiomnd enhancetermember relations
by creating classroom situations in which studeats get to know each other and
share genuine personal information (feelings, fe#esires, etc.), organizing outings
and extracurricular activities, and includiggme-like intergroup competitionsin
the course.

6. Use cooperative learning techniques by frequentbiuding group work in the

classes in which the group's-rather than the iddiaf's-achievement is evaluated.

After a profound analysis of the Three Level FramdwModel, a short summery of the
Process Model of L2 Motivation and the L2 Motivatad Self System will be presented.

- Process model of L2 motivation (Ddrnyei, 2001)
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Figure 1. Schematic representation of the Process Model of L2 Motivation
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The above figure presents the schematic repregamtaf the Process Model of L2
Motivation. As can be seen in the model, it corgdimo dimensions: Action Sequence and
Motivational Influences. The first dimension remets the behavioral process whereby
initial wishes, hopes, and desires are first tramséd into goals, and then into intentions,
leading eventually to action and, hopefully, to #Hteomplishment of the goals, after which
the process is submitted to a final evaluation. Beeond dimension of the model,
motivational Influences, includes all the energyrses and motivational forces that
underlie and fuel the behavioral process.

In sum, the Process model describes how varioumnaatontrol mechanisms can
consciously be applied in order to maintain, enband protect ongoing action. (Zoltan
Dornyei & Istvan Ottd, 1998:65)

- L2 Motivational Self System (Dornyei, 2003:23, 25)

Research on L2 motivation that is grounded in cetecclassroom situations and focuses on
actual learning processes has considerable ednabfotential, particularly in two areas:
(a) the systematic development of motivationaltsgies that can be applied to generate
and maintain motivation in learners, and (b) themigation of self-motivating strategies
that enables L2 learners themselves to take pdrsontaol of the affective conditions and
experiences that shape their subject involvingiiear

The growing awareness of motivational issues iguage classrooms has highlighted the
need to translate research results into practieahd: Language instructors are less

interested irwhatmotivation is, than ilnowthey can motivate their students.

In the following figure, four main dimensions dasggl by Dornyei will be analyzed:
- Creating the basic motivational conditions
- Generating initial student’s motivation

- Maintaining and protecting motivation

- Encouraging positive retrospective self-evaluation
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Altitudes,

Creating the hasic motivational
conditions

e Appropriate teacher behaviours

s A pleasant and supportive
atmosphere in the classroom

» A cohesive learner group with
appropriate group norms

Encouraging positive
retrospective self-evaluation

Promoting motivational
attributions

Providing motivational
feedback

Increasing learner satisfaction
Offering rewards and grades in
a mofivating manner

Motivational
teaching
practice

Orientations, and Motivations

X

Generating initial motivation

¢ Enhancing the learners' L2-
related values and attitudes

o [ncreasing the learmners'
expectancy of success

e [ncreasing the learners’ goal-
orientedness

s Making the teaching materials
relevant for the learners

e Creating realistic learner
beliefs

Maintaining and protecting
motivation

e Making learning stimulating and
enjovable

e Presenting tasks in a motivating
way

s Setting specific learner goals

e Protecting the learners’ self-
esteem and increasing their self-
confidence

s Allowing learners to maintain a

positive social image

Creating learner autonomy

= Promoting self-motivating
strategies

*  Promoting cooperation among
the learners
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These motivational facets, which are a logical esiten of the process model outlined in
the figure below, are further broken down into aete motivational strategies and
techniques, covering a wide range of areas fromkingathe teaching materials relevant to

the learners” through “ setting specific learnealgdto “increase learner satisfaction”.

Self motivating strategies are divided into fiveimelasses:

1. - Commitment control strategies for helping to preserve or increase a learner’s
original goal commitment.

2. - Metacognitive control strategiesfor monitoring and controlling concentration, and
for curtailing unnecessary procrastination.

3. - Satiation control strategies for eliminating boredom and adding extra atti@ctor
interest to the task.

4. - Emotion control strategies for managing disruptive emotional states or mo@ahel

for generating emotions that will be conducivertpiementing one’s intentions.

5. - Environmental control strategies for eliminating negative environmental influences
and exploiting positive environmental influenceg,nhaking the environment an ally in the

pursuit of a difficult goal.

1.5.2 Learning Strategies
The key issue with strategies seems to be the tiperaf metacognitive strategies - what
distinguishes good learners is their capacity ® ajgpropriate strategies, and to select the

most effective strategy for a particular learnimglpem.

Oxford (1990)identified six major groups of L2 learning straegi
1. Cognitive strategies enable the learner to manipute language material in direct
ways, e.g., through reasoning, analysis, note-takind synthesizing.
2. Metacognitive strategies (e.g., identifying one’wno preferences and needs,
planning, monitoring mistakes, and evaluating tsscess) are used to manage the
learning process overall.
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3. Memory-related strategies (e.g., acronyms, soumilagities, images, key words)
help learners link one L2 item or concept with &eot but do not necessarily
involve deep understanding.

4. Compensatory strategies (e.g., guessing from theegt circumlocution; and
gestures and pause words) help make up for migsiogledge.

5. Affective strategies, such as identifying one’s mh@md anxiety level, talking about
feelings, rewarding oneself, and using deep bregtlr positive self talk, help
learners manage their emotions and motivation level

6. Social strategies (e.g., asking questions, askmmgclarification, asking for help,
talking with a native-speaking conversation pastreerd exploring cultural and
social norms) enable the learner to learn via augon with others and understand

the target culture.

1.5.3 Learning Styles

Visual learnergprefer seeing words or ideas in writing, e.g. regdiandouts or the
whiteboard. "I learn better by reading than byelighg to someone”.

Auditory learnergrefer listening, e.g. oral explanations, discussj@r debates. "l learn
better in class when I listen to someone”.

Kinesthetic learnerprefer active participation/experiences, e.g. drawlaplay, or moving
around. "I prefer to learn by doing something iass!".

Tactile learnergprefer hands-on work, e.g. handling materials kintanotes. "I learn more
when | make something for a class project".

Group learnergrefer studying with others; group interactiongphlem learn. "In class, |
learn best when | work with others".

Individual learnergprefer studying alone, e.g. self-directed studindependent reading
and study. "In class, | work better when | workredta
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1.5.4 Multiple Intelligences

Students possess an array of skills and can béytaanted in at least seven distinct areas

of mental activity. Such observations have beersalitated into

Linguistic

Howard Gardner's (1983) "Multiple Intelligences'"ethy,

displayed below in a pie chart: Spatial

Logical-

Linguistic Intelligence is the capacity to effectively Mathematical

employ words, either orally (e.g., politician, pigbl

Bodily-

speaker, storyteller, talk show host) or in writ{egg., Kinesthetic

journalist, playwright, poet, editor)

Logical-Mathematical Intelligence is the capacity to

personal | personal

effectively employ numbers (e.g., mathematiciaatistician,

tax accountant) and to reason soundly (e.g., coengarbgrammer,
logician, scientist).

Musical Intelligence is the capacity with musical forms to perceive (ergusic lover),

discriminate and judge (e.g., music critic), tramsf (e.g., composer), and express
(instrument player/performer).
Intrapersonal Intelligence is the capacity to understand yourself and to syle=aly act

adaptively.

Interpersonal Intelligence is the capacity to quickly grasp and evaluate theods,

intentions, motivations, and feelings of other deop

Bodily-Kinesthetic Intelligence is the capacity to use your complete body in exgings

ideas and feelings (e.g., actor, athlete, dancéenen including the facility to use your
hands to create or transform things (e.g., artigtter, mechanic, sculptor, surgeon).

Spatial Intelligence is the capacity to perceive the visual-spatial di@tcurately (e.qg.,

guide, hunter, scout) and to perform transformatigpon those perceptions.

Gill Chesney-Green (2002) gives a great model @f Hmama utilizes these various
intelligences mentioned above in the following ty@é ways:
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Intelligence type

Type of drama activity

Example

Linguistic

Thought-tracking and
monologue, extended
dialogue, script-writing,
explaining ideas to the
group, using different
language registers

Creating a monologue or thought-
track for the character who has to
report on an incident to audience
a silent partner.

Scripting a scene.

Speaking as the Chief or King
using high status register.

Logical-Mathematical

Thinking and planning
the use of space,
sequencing of scenes,
implications of the
actions of characters,
dividing into groups for
working, using and
planning lighting for
scenes

Problem solving: how many peop
will be needed for this scene? Ho
can we show the two families whe
they get the bad news? What is
likely to happen after the boy
returns home late? What is likely
happen if this character tells a lie
his friend?

How can we organise the lighting
for these three scenes?

n

0]
o

Musical Responding to music to | Working on a sequence of
create atmosphere for a| movements to keep time with the
scene, keeping up a music/rhythm for a synchronised
tempo/rhythm in sequence. Recognising (and using)
synchronised work, a variety of vocal tones, pitches,
awareness of vocal pitch and pace for a particular character
and tone eg the minister conducting a burial
service.
Intrapersonal In groups being able to | Responding to the reflective
point out how they aspects of a session in being able to
respond to a stimulus | apply a feeling or situation to
prior to working with it, | themselves eg Who has felt like
as individuals expressingthis character at any time in their
the inner motivations of | life?
themselves in relation tg During planning — ‘I think the
a character character might be feeling...
because | would feel....’
Interpersonal Recognising and Show how this character would
responding to the enter the situation if s/lhe knows
situations and stimulus ofthat s/he will be accused of stealing
drama through awarenesghe money.
of moods, atmospheres, Seeing the signals of the character
feelings, and with an when asked - How did you know
awareness of facial that the character was scared even

expression, body
language in both the
actuality of the group an

though he was smiling?
In group planning — We need to

dshow the woman flirting with the

93



in the drama process man without other people kngw

Bodily —Kinaesthetic Physical abilities — Mime work with attention to detail
holding postures, eg showing the weight of the
creating a variety of suitcase when lifted
gestures, balancing, Still-image work holding a

moving in a variety of | posture/gesture,
sequences and styles, | Walking and moving in the manne

=

using mime of an old person answering the
door.
Spatial Using space, creating | How can we show that the General

groupings, diagrams of | is of a higher status than the
set designs, use of colourrdinary soldiers? (using levels and
for costumes and sets, | proxemics)

use of lighting effects for Draw the set from above showing
the space, using a varietythe exits and where the chairs nes
of levels/rostra blocks | to be placed for the character to
remain important to the audience.
Decide on which elements of the
set need to be in the spotlight to
show the character’s monologue.

U
o

In sum, drama games, activities, and productionglde all of Gardner's intelligences, but
are particularly strong in Spatial, Bodily/Kinestice Interpersonal, Linguistic, and
Intrapersonal Intelligences. Using drama as a tagctool activates many of the innate

human intelligences often neglected by traditianathods of teaching.

1.5.5 Foreign Language Anxiety

Feelings of anxiety, apprehension and nervousness cammonly expressed by
second/foreign language learners in learning tals@e second/foreign language. These
feelings are considered to exert a potentially tiegaand detrimental effect on
communication in the target language. The use oflamo communicative language
teaching approaches in the language classroomghandide-spread use of the English
Language have increased the demand to learn gonohgnication skills, but existence of

such feelings in the learners may prevent them frohieving the desired goal.
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1.5.5.1 Definition:

“Anxiety is a psychological construct, commonly désed by psychologists as a state of
apprehension, a vague fear that is only indireegociated with an object” (Hilgard,

Atkinson, & Atkinson, 1971 cited in Scovel, 199B)1

It is a complex and multidimensional phenomenonupv®p 1991: cited in Onwuegbuzie et
al., 1999: 217) and can be defined as “a subjedieting of tension, apprehension,
nervousness, and worry associated with an arous#heo automatic nervous system”

(Mcintyre & Gardner, 1994: cited in 1999: 217).

1.5.5.2 How to reduce Speaking Anxiety

Dramatization is a motivating activity because it is fun, andrfeers get actively involved
and work in pairs or groups; if learners are md#da their affective filter degree of
anxiety) is low (Krashen, 1984). They are relaxed and wadtuire the language almost
without effort.

Humor is the characteristic that makes something laughabamusing, but humor in the
English classroom has more than just the 'effeahdoice laughter'; it brings together a
chain-reaction by increasing the learner's motivatnd self-confidence which creates a
positive classroom atmosphere for smooth acquisdiche language.

"Humor can help the shy and/or timid students &b fieat they are a part of the class and to
allow them to contribute or participate withoutlfeg humiliated or vulnerable" (Chiasson
2002). This can act as a means of enhancing stumd@ntation to learn English as well as
stimulating recall of the materials taught. (Vaolil998)

Jarrin and Cruz (PUCE, 1994) discovered thafTask Based Learning,the quality
language produced had an intimate relation with dlassroom atmosphere. They also
stated that tasks enhance social relations anchdimfear and embarrassment in students,
as they felt more motivated to communicate expngstieir ideas, opinions and feelings,
enriching their own and their compatriots’ commuaticn.

Savignon (1983) says thatime helps learners become comfortable with the idea of
performing in front of peers without concern fondmage, and that although no language is

used during a mime, it can be a spur to use largguag
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CHAPTER TWO - RESEARCH METHODOLOGY

As discussed in the introduction of the preseneassh, the aim of this study was to
investigate how drama activities influence speakingiety and motivational issues among
students of fifth level of EFL at the Pontifical Galic University, Quito, Ecuador. The
research methodology used in development of thogegtr is pre-experimental supported
with qualitative data applied to simulation, rollay and improvisation. To achieve the
aims of the proposal of this study, various intBvacand motivating drama activities
(mostly group work) were created and applied toaexpthe "Get It Right" section of units
1-6 of fifth levelFace2Facestudent’'s book. There was also a space designedffection
through display of a video recording of each sttidemteractions, dialogues and
simulations of real life situations according te thnits of book for later development of
error awareness. All this was done with stagingigant tools of each communicative
situation in order to provide a simulated settiogthe dialogues.

Furthermore, a blog http://actandspeak.blogspot.ceas designed for the students in

which they can watch the recorded videos, compand, analyze their progress later on.
This applied experimental and evolutional reseataldy was carried out during the regular
trimester of the student syllabus program of thglish Department from March 23rd until
May 19" 2010. Students were exposed to drama activitieetevweek in the second hour
of their regular two-hour class, in agreement wite assigned teacher, in order to apply
recent studied theory and new vocabulary orally.

Students were the creators of specific situatiomd dialogues most of the time. The
teacher's role was to guide students, providingtidth authentic tasks to equip them for
everyday situations, according to contexts covarede student’s book.

To keep track of student progress, an oral andvaidinal self evaluation survey was
conducted at the beginning of the research studgrder to determine the capacity of
students’ oral expression, and to see how motivétey were to learn English.

To measure oral skills, an audiovisual recordingtloé students’ performances was
arranged as well as a mid and final oral self-eatabn survey. Motivational issues were
measured through a questionnaire after all acivere completed. In sum, the recordings
were made and self-evaluation sheets completed, diathe beginning and the end of the

research study, together with a questionnaire em kel of motivation.
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2.1 Setting

This study was conducted in the English Departnoéihe Pontifical Catholic University
in Quito, Ecuador during regular studying hoursassn four and six o’clock, in agreement

with the then present teacher of the class, operiad of eight weeks.
2.2 Participants

The patrticipants in this study were 10 studentsfifferent faculties of the university.
Their goal was to pass fifth level due to requirataen the degree courséhere were 5
female and 5 male students ranging from 17 to Z2&syef age. They had all studied
English in high school or other institutions, soméh great effort, some with less.
Therefore, it could be noticed from the first class that there were differences among
students’ knowledge, behavior, and motivation.

2.3 Materials

Authentic life images were projected on the classrovall with the help of a laptop in
connection with a projector. In order to simulag@lrcharacters, costumes and additional
background decoration were provided, as well agitativideo camera, to record students’
performances. In order to create as authenticransgthereas real as possiblepund was
added according to each situation as well.

2.4 Procedure

Drama sessions with 28 drama scenes including rdiife techniques, surveys,
guestionnaires, and observations will be presenesaiv:

2.4.1Role Model Presentation 25.03.2010

| presented a drama- role-model from a previoust giludy to the class and explained what
the whole project was about.

Then, | let them fill out the firsOral ProductionSelf Evaluation form. (See appendix 1)
Due to time problems and better communication, @& 1 was conducted in Spanish.
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i_‘ Grabacidndeln escena

freproduccitn de o escena

|

Auto r,ﬂrrer_mdin

im

C-:urreccmn Profeser

Drama Role-Model designed by Patrick Ziliax, 2010

2.4.2Session 129.03.2010

After students finished their units A and B of tlegular course, | let them deal with an
invented real life situations projected on a bigesa in their second hour of class. | started
the class with some warm up talking about eachesitsl favorite music artists. Then, |
pointed out the steps of the procedure for eaches¢mcluding time limits) during this

class as shown in the following:

Teachers' Observation and Analysis- 3’ CLTIINIETTTY  senience siress (i)

1. Situation, grammar and task analysis — 1’ Contents
2. Group / Partner formation— 1’ n How do you feei?
3. Situation set up-3' LT i siiiins
4. Script- Creation 5' (incl. grammar application) “-/" auestion forms

- EETETETINTE questions with you
5. Rehearsal -10’ 1B Love it or hate it

, (YD likes and dishikes .

6. Performance- 5 [FTTTE positive and negative verb forms, words and phrases
7.
8.

Discussion and comments-2’

Total Time: 30 minutes

98



Scene 1: At the discotheque (Script-based Impabiais)

Scene from Video Recordings

Scene from Vidao Recordings
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Scene 3: The annoying train ride (Script-based awipation)

Fov a

Maobile Phones

Scene from Video Recordings

Observations:

During the preparation time, students had a lotuof practicing their created role-plays.

They did not feel observed at all. | took turnsngpfrom scene to scene, and corrected
possible student errors. Some students were slmwgr dthers; some students applied
previous learned grammar. Students felt free. Tovegd improvising.

While performing their Role-Plays, the languageiatyxof some students was expressed
due to this fear of making grammatical mistakeseyTFelt observed and some did not
speak much. When forgetting their lines, studeotskéd up at the screen and tried to
improvise something from given expressions. Soradestts made me participate in their
Role-Play acting as the DJ. | found this very auweaaind students had lots of fun.

At the end of the class, students had to fill txirt first M otivation Survey. (See appendix

2) Due to time problems and better communicatiois, MS 1 was conducted in Spanish.
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2.4.3Session 206.04.2010

This time, students had &t out jokesdeveloped by the project leader Patrick Ziliax. As

usual, after students finished their unit of thgutar course, | gave them the scripts of the

joke. Two groups were formed, each with a differgikie. The content of the joke was

similar to treated topics and grammar from previolasses. | started the class with some

warm up, letting the students guess what the siuwawas going to be though sound

hearing. Then, | pointed out to the steps of tleeg@dure (including time limits) during this

class, as shown in the following:

1.

© © N o 0k~ DN

Scene 4: Happy marriage (Script-based Improvisation}

Situation, grammar and task analysis — 1’ Contents
Group / Partner formation— 1’ Bl How do you feel?

H H 1iC The best medicine
Scrlpt Readmg EEETTENT adisctives to describe feelings;

prepositions with adjectives

Listening: How we relax; Reading:
Laugh? | feel better already!

Situation set up-3’

Script- Creation 5’ (incl. grammar appllcatlon)

I sentence stress (2)

Rehearsal -10’ 1D At a barbecue
TI0 question tags

Performance- 5’
Teachers' Observation and Analysis- 3’
Discussion and comments-2’

Total Time: 30 minutes

scene from Video
Recordings

Present progressive

P st e
7* .-._____ ?#ﬂ_ 6&'&5—' =

% The situation: -
ﬂ. Duplm ar#i‘!‘avhg barb&-que



bcene 5: This isn’t fair is it? — Naughtv school kids (Script-based Improvisation)

W ¥ Qﬂ#hm']% Present progressive

Present Perfect
F

' 0

. ® \ h_"

The situation: TWGWoung school boys are not behaking at school. [ —

The teacher is gSEINE VETY 2. a.. them and tells them to stay [RETEPERINSH ReEniE

Observations:

This time, students immediately chose their parawording to their oral performances
from the first day. The more confident ones fornoe@ group and the shyer ones formed
the other group. During preparation time, againdsints had a very good time, especially
the more confident students, as | shortly interééwhe married couples. In the beginning,
| let them read their scripts, and then, after apb® of times, they knew their lines. | let
them have freedom, and the performance becameaaggrecess during rehearsal. Students
started to improvise and lost fear of free speakifitge other group held strictly to their
scripts as they were very insecure and unmotivdtedostly spent time with the shyer
group, in order to assist and motivate them. Tleegfresults were different.

Again, performances were not carried out very orebt from both groups due to

insecurity and speaking anxiety.

Note: This time, students spent more time rehearsingdriwmn planed) as | noticed it was
then when they felt more comfortable, and therelanguage production could take place.
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2.4.4Session 308.04.2010

On their third day of performing drama in the EFassroom, students had to act out

situations given in the students’ book. The proceduas done as the following:

1. Situation, grammar and task analysis — 1’
2. Group / Partner formation— 1’

) ) B We haven't got time
3. Situation set up-3 A ]
4. Script- Creation 5’ (incl. grammar application) "=/ % work collocations

’ W modal verbs (1), be able o,
5. Rehearsal -10 be allowed fo, be supposed fo
6. Performance- 5’ 25 feany Steany, ol
(TN in the kitchen g

7. Teachers' Observation and Analysis- 3’ @I Present Continuous and Present Simple
8.

Discussion and comments-2’

Total Time: 30 minutes

Angry wife (Script-based Improvisation)

115 book. shoald
ableto

Acting out dialogies from Stud

L5
dont have
rmustn L

can
allpwedns

oughtto
e o

Ruleg
Money
Eleadiines
Presoare
[ertime
Shopping -

Scene from Video Recordings

o ..
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Scene 7: Angrv wife — At the boss™ office (Script-based Improvisation)

Task 2: Your wie is still very unhappy with you and talkstoyour Boss Change rules
at work. . How ean she convinces him to change rales 7 == Lessworking hours
More relaxing ime
More time with family |

More breaks

Wife complaining... Relaxing - Area
liness

Stress

Scene from Video Recordings

Observations:

I chose couples this time. | put a strong studegéther with a weaker student to see the
outcome. During preparation, the stronger studeadl to motivate the weaker one. And
during performance, WTC (willingness to communiates developed from the weaker
students’ side, which is very important. Studenésdme more self confident. Another
positive point was participation from the teachghe played the manager, trying to keep

her worker from resigning.

Note 1: Surprisingly, students started to interact veryuraly during the role-play of

Boss-Employee. Therefore, | designed an “IntergcRole T —r

Model” as can be seen in Figure 1 where one pessqn’
action transforms into a two-person action andrso o @ @ @
<o >
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2.4.5Session 413.04.2010

2C It’s a nightmare
_ ) _ ELTTETR sleep: gradable and strong adjecives; adverbs
Situation, grammar and task analysis — 1'@E T8 Listning: A sleep scientist: Reading: | just can't lezp!

Group / Partner formation— 1’ L) dermel

20 What's the matter?
L shawing concern, giving and respanding to advice
[0 intonation (1) showing concern

Situation set up-3’

Rehearsal -20’

Performance- 5’

Teachers' Observation and Analysis- 3’

N o o bk~ w0 DbdPRE

Discussion and comments-2’

Total Time: 35 minutes

Scene 8: At the doctors’ office (Unscripted Imgsation)

Role- Play
Doctor -Fatient

Haveyou fried ...
You should,...
Why don't you....
Youought to...

Massage
Meditation
Laughing
Sports
Bancing
Diet

Scene from Video Recordings

Observations:

On the fourth day, some students showed very ereatition. They used different clothing

appropriate to the situation. Again, the reheatiga¢ was very long, as students enjoyed
talking a lot. They also got used to each other staded to support one another through
cooperative learning. Dialogues just came up spaaasly, so FREE Improvisation took

place. While | walked around, | did not feel muctxigty anymore from the students’ side.

Students felt free.
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2.4.6Session 515.04.2010

3A Your holiday, my job
(EETTETR phrasal verbs (1): travel

, WTETR phrases with fravel, gef and go-on
Performance- 5 Present Perfect Continuous

Teachers' Observation and Analysis- 3’ " and Present Perfect Simple
Discussion and comments-2’

1. Situation, grammar an(_j task ’analy5|s -1 G oot Pertt Simc csvetines

2. Group / Partner formation— 1 unfinished past and recent events

3. Situation set up-3’ “TI0) Present Perfect Simple or Past Simple
4. Rehearsal -20’ 3B Lonely Planet

5.

6.

7.

Total Time: 35 minutes

Scene 9: Finding your way (Unscripted Improvisation

Scene from Video Recordings

e

Celegio

o
-
1
rE
&
T
-

New: No lexical help!!!

Students had to figure out expressions and vocaptiiamselves.
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Scene 10: At the travel agency (Unscripted Impiatios)

Scene from Video Recordings

Observations:

Students became more confident to speak in fror@ cémera. Even the weaker students
found a way to improvise through body languagevsal strategies). After the teacher

interacted without any preparation, students rebgtetty well.
Problem:

Grammar and vocabulary application was a diffitcaik for the students. Only the very
confident ones applied it once in a while. Nevddasg | was not very worried about this,

as the objective of this project was to learn howurvive in a given authentic situation.
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2.4.7Session 621.04.2010 - Midterm exam 24 Real Life Situations

(Note: The current teacher agreed to use drama-thase

activities as part of her oral examination of tlegular course)

Scene 11: Script based Improvisation
7 minutes speaking time for each pair!!!

Procedure

1. Students choose a partner

2. Students chose a situation from previous dramaites
3. Students create their own Role-Play
4. Students perform their Role-Play

reacting to unexpected interaction from an anonysparticipant. (Teacher)
Objective:

Improvement of students” improvisation skills

-

=

A_},young school boys are not behaWing at School.
THOg very a........a.. them and tells them o stay

Scene from Video Recordings |

Observations:

Problem:Some students learned their dialoguerimory,which is adisadvantage. When

it came to interaction with a different characteattwas not planned, they could not react
very quickly. At the end of the class, students t@dill out their second OSE form (in
Spanish). (See appendix 3) OSBral-ProductionSelf-Evaluation- Form
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2.4.8Session 729.04.2010 Storytelling

Storytelling is an excellent teaching strategy, duse stories ignite a student’s interest,
stimulate listening-speaking interaction, and atgvthe thinking process by guessing the
next possible picture / action. Furthermore, widding stories, students can use gestures

and body language, they even can act out the aftegwards.

First, | acted as a role-model, telling the studemttravel
story. To make it more interesting, | visualized 8tory by

projecting pictures.

Now it was the students’ turn. | presented theniwdme pictures and they had to think of
a real life story which they had lived through aralild be told to the audience. The idea

was to use verb tenses and apply free speakingutifireparation.

44 Riders

i g

(s music collocations
1. Story election—2’ WA Past Simple and Past Continuous; wsed fo ‘iﬁ B
. Grammar Analysis + Application-3° 4B Adventurers ol
3. Storvtelling-15° (including ST oharacter adjectives s
interaction of classmates) ﬁi—'ﬁ:ﬁ@ : Pﬂ?tw "

i GO Past Perfect or Past Simple:

=

Procedure:

4. Discussion and comments-5° s U
Total Time: 25 minutes

Telling a Picture Story

Scene from Video Recordings
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Observations:

At the beginning, students were very shy. Nobodwyted to start telling a story, but then

after | told them a nice story, they felt comfoleggkand one student started to tell us a story.
He got stimulated and “remembered” through theupect presented as seen above. While
he was telling us the story, students actualletistl very carefully and eventually started
asking questions. Interaction took place. Whildéirnglthe story, the students used body

language and facial expressions to get the stomgralive. In general this student started

off very shy but after seven acting sessions hiyrepened Interacting Role-model
up a lot. There were no more signs of speakingeyxi o @ @
Note: In order to get the students’ attention more

interaction | extended the Interacting Role Modsbni Figure

Figure 1 and designed a second more detailed veesocan be seen in Figure 2. This

helped students to understand the process of atitegebetter.

Interactic

Teacherexposes situation

Student 1 analyses thesituation

Student 1 recreates and simulatesthesituation
Student 2 observes student 1

Student 2 interacts with student

L IR R

5. observe and

1. seeand interact 6. react

2. analyze

| K
D N (N :
3. recreateand SN : i
simulate ' 7. Create new

action
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Interacting Role-model

2.4.9Session 8:04.05.2010 o m @

“Replacement Performance Role-Playsée Snarsky 2007)

Free Improvisation — Task Based Learning - Intéoact

| called this activity Come — participate and leavé Students were given little tasks on
paper individually. Every student just knows his/loevn task and cannot share the task

with other classmates, as in previous drama aief$vit

The objective of this Improvisation Game was Interaction: Theyea scene played by
students and then another student enters the sotemcts, and creates a new scene. This

open-ended as anybody could enter the scene atcigze freely.

Scenel2: The soccer game

Student 2: You are a soccer player trying to get
Student 1: You are a soccer player the ball from your rival player. While you are
trying to score a goal. Somebody fouls trying to do this, you commit a foul. First, youy tr
you and you really get mad. You are a to apologize, and then you get a bit violent.
violent and aggressive person.

Student 3: You arethe referee observing the players. Thev ars

really arguing. You are trying to calmthem down.

Idedoat oo sethieg

Scene from Video Recordings

Scene from Video Recordings
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Student 1: Thers are cookies at the party. You
leeove them, soyou zre eating them =l You
are bemg very selfish. Wou don’t want to shars
them with your friends.

Scene 13: Atthe partv 1

Student 2: You want to get some cookiss
which are on the table; but semebedy iz cating
them &l done. Vou really got upset

Scene from Video Recordings

Scene 14: At the party 2 Student 1: You are giving 2 Party. Evervbody
iz daneing.
Touare having fim and vou are very noisy.

Student2: Your nsighbors are having 2
party. They are very neisy. ¥ ou want to

sleep. Youzre really getting mad.

Scene from Video Recordings

Student 1: Vou are at = party and it's very
borimg. Bad music and
you are tired. You f2ll aslesp.

Student 2: You see 2 really nice bovatz
party. Vou are mterested m him, buthe iz
aslesp. What do you de?

Scene from Video Recordings
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Scene 16: Atthe party 4

Student 1: Vou e at a party with your
date. ¥ ou are telking and dancme.

Student 2: You like the guy over there
standing with another zul Vouwant to zot
his attention.

Scene from Video Recordings

Procedure:
1. Situation, grammar and task analysis — 2’
2. Situation set up-3’ 4C_Natural medicines
4. Teachers' Observation and Analysis- 3’ Listening: Life In the jungle
5. Discussion and comments-2’ - B N 2 T e s

40 I's just a game!
(LD softening opinions and making generalisations
['s adjectives to describe behaviour

Total Time: 20 minutes

New: No preparation / No rehearsals!!!
Observation:

This is a nice example of good improvisation. Stuséorgot about “correct language”.
They were just happy having fun. They literally$eaed up a lot.

Problem:There was only one student who did not participatey much due to shyness. |

do not think after so many drama scenes the spgalkiriety level is still quite high.
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2.4.10Session 906.05.2010

Improvisation strategies were being continued dus@ssion 9. This time, the situation was
at an apartment / housing rental office where sitedbad to learn how to make decisions.
Due to the situation, they had to choose a locatypes of homes and finally parts of the
house. Once they made their decision studentschfildl dut real application forms as seen
in the illustration further below. Students weredd with a problem to solve and had no

preparation time. Some hints such as vocabularg gefen in life size images, projected

B Home truths

Procedure: S5A Moving house
| Vocabudary Wi

T making comparisans

on the classroom wall.

Situation/Problem, grammar and task analysis-1’

Group / Partner formation—-1’

Situation set up-3 Scene 17: At the apartment / housing rental office

Performance-15’ (Unscripted Improvisation)
Teachers' Observation and Analysis-3’
Discussion and comments-2’

Total: 25 minutes

Studentl: You {Anna Paula / Diego) are
new intown looking for a nice
apartment/house for rent. You are married
and have 2 children (Andres and Andres)
Problems:

Y.ouforgot your credit card. [ You think the
Buarantyis too much. You actually don't
like / don't trust the landlord f you don't
krow what a semi-detached house is. Your
children are very noisy. They want a play
yard. Your wife wants a swimming pool.

Student 2: You are the landlord (Pabla)

who advises people inorder to get the right
home they are looking for. Firstyou
present them different options like
focation, house types and parts of the
houses. Tell them to make notes about
things they like. Talk about contract and
conditions. (528 paper)

Problems: You are not very friendly. You

are smoking inthe office. You ask for.a high . ‘1‘14
guaranty. Mo dogs allowed.

Scene from Video Recordings




Scene 18: At the apartment / housing rental offidrescripted Improvisation)

Student 1 and 2: You are models. You are
just travelling through town. (Laura, Steffi)
You are looking for a furnished apartment

in downtown for just a month. It has to be

close to a subway station and shopping
centre.

Problems: You have to go to a photo
shooting, so you don’t have much time. Yoy
want to leave your stuff right now at the
apartment. The landlord offers you an
apartment in a bad neighborhood. You
want to pay the deposit later.

Student 3: You
are the landlord
(Sergio) who
advises people in
order to get the
right home they
are looking for.
Problems: You
start flirting with
the woman.
Then you realize
she is superficial.
You dump her.

stadium and some nice bars.
Problems:

Student 1, 2, 3, 4: You are a group of students
(girls and boys) who want to share a house. It has
to be close to the university campus, soccer-

You are all different...some of you are real study
freaks, others are laid back students who want to
party. Who wants to share a room? Who wants a
single room? One of your room mates wants to
bring his own furniture. You think there won’t be
enough space for it. Some of you don’t like the
colors of the walls. You don’t behave very well.

favors. Thev are noisy.

Student 5: you are the landlord (Martha)
who advises people in order to get the
right home they are looking for.
Problems: You realize they don’t have
enough money to pay. They want extra

Scene from Video Recordings
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Observations:

Those performances were great to watch. Studends seamuch fun as real rental
applications were used. (See appendix 4. They @ittty good job on improvisation skills
following all the instructions, plus adding theiwo input to the scene. They were so
creative and got into their roles so much that duttht sometimes this was for real.
Students even got into a discussion with the lamdiplayed by the teacher. Students forgot
that they were being filmed, due to its informduation. As everybody was acting, even
the shyest ones tried to express themselves. Mativaose tremendously. The only
problem was that when a shyer, not so secure dtuded to speak, other students cut
him/her off, due to impatience, so sometimes shsglewer students couldn’t finish saying

what they wanted to say.

Overall performance:can say that there was no more fear of speaking.

2.4.11Session 10:11.05.2010

Because of very good results, | decided to letesttglprepare their role-plays again, which

is usually better for shyer students.

Procedure:
1. Situation, grammar and task analysis — 1’
. , 58 A load of old junk

2. Group / Partner formation— 1 TETTTD  phrasal verbs (2) :

3. Situation set up-3' ST the future: will, be aoing fo, W G4
Present Continuous L

4. Rehearsal -20’ . I 0 the future

5. Performance- 5’

6. Teachers' Observation and Analysis- 3’

7. Discussion and comments-2’

Total time: 35 Minutes
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Scene 20: What to do with all that junk? (Scrigséd Improvisation)

Meighbor T Tlr‘l erEll.:aY
Junk = clearou
getrid off ¥ { give away
keep N . tidy up
apile f il go through

stuff

Fil throw It away pretty soon..,
T Throw away ?
B:Yeah..shall | keep it..7
Az No, but you can sell some of it...
_B: Hmmm...Really... )

Sceme from Wideo Recordings

Scene 21: Hi honey, | am home... (Script basqutdmsation)
e F 3 Il

..
[

Scene from Video Recordings
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Scene 22: Why are you so disorganized? (Scriptblasprovisation)

throw 2w i

(3]

Bivi: away

tidyup
gothrough

Ecene from Video Recordings

Observations:

In scenes 20, 21 and 22, | had the impressiorsthdents were a bit exhausted, so | started
to integrate them into the scene before they dytiell asleep. Some students are just “off
the scene” while others perform. This is normdliias they study their degree courses, and
then come tired to the English Class. Also humor loa a great “ingredient” during acting
performances. Especially when improvising, you méw@w what's going to happen next.
Therefore, humor is a great complement in orderethuce stress. Re-motivation is very
important too. Ddrnyei (2003) calls this "Maintaigiand protecting motivation”. | realized
when varying activities, students get out of theutine, and consequently, learning is more

effective. Students love to get entertained.
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Interacting Role-model

OIOLL)

The last session was actually a great successei@tidid not rehearse at all. (Guided

2.4.12Session 11:13.05.2010

Improvisation 100 %) That's why they could play m@any scenes (6 in just one hour).
Students gave their best and showed enthusiasmsiyer ones also played a great part
and pointed out that through good motivation andieshit — teacher confidence, speaking

can be done easily without any pressure.

Procedure:

- - B Decisions and choices CO-ROM c

1. Situation, grammar and task analvsis—2
i - ST G6A Make up your mind
2. Group/ Partner formation— 1 EL%WL.? fiake and do -
3. Situation set up-3° T3 first condtional and future time dlauses _lf- .
4. Performance- 157 8B Protective parents TR
5. Teachers' Observation and Analysis- 37 SIEC5H refledve pronouns n
6. Discussion and comments-2’ e ?:;gm:msm
Total: 13 minutes Imperatives and modal verbs;

Scene 23: Wanna help doing the dishes? (Unscripted based Improvisation)

Scene from Video Recordings

ObservationsThis was great to watch as one student startedgactit the projected task

scene, and several students joined him/her one &y @ the end, an interesting,

interacting, cooperative, and very creative impsation developed.
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Scene 24 The noisv neighbor {Unscripted based Improvisation)

2 o

Scene from Video Recordings

Scene 23: Making friends (Unscripted based Improvisation)

Scene from Video Recordings
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L1
=cene 28 Eude Husband

| Scena from Video Recordings Srene from Video Recordings

Observations:

The last day of action was the best. Even if sttglerere tired and a bit stressed due to
examination preparations, they took advantage efsituation. | felt that they acted in a

relaxed way and got used to the drama lessons.eTas no more need for much

preparation, as they learned how to improvise dutire last 10 lessons. Also, mentally,

students were not afraid anymore of speaking.

2.4.13- Video Presentatiory/ Final Day- 19.05.2010
On the final day, | showed students the resultthefrecordings. Students were surprised
seeing themselves on the screen.

Procedure:

1. Demonstration of Video — Recordings

2. Students comments

3. Teachers’ comments

4. Oral Production Self Evaluation Form 3 (Seeesmpuiix 5)
5. Motivation — Survey 2 (See appendix 6)

Teachers’ analysis

6. Announcement of videos publishing
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CHAPTER. THREE - DATA ANALYSIS AND RESEARCH FINDINGS

Two motivational surveys and three oral self-evatumforms were applied to ten students
(five female and five male) between the ages ofahfl 28 years, who were studying
English as a Foreign Language of fifth level of FJQniversity in Quito, Ecuador. The
data collectedwvill be analyzed and compared below. Additionallyteacher motivation
survey was conducted and two videos of motivatideatiback were recorded, one from
the students’, and one from the teachers’ poiMi@#/, which will be cited and analyzed as

well in this analysis.

3.1Results of MS 1 (Motivation Survey) before the degpnoject (See appendix 2)

Two students' motivation surveys were done, orteabeginning (29/03/2010) and one at
the end (19/05/2010). A comparison between the durweys can be seen further below.
The MS1 has 11 perception questions framed wittsoade of one to five. There is also a
section of statements; one section explains theorsawhy students study English, and
finally, a part in which people are asked suppletagnthings about learning English. The
MS2 performed at the end of the course consistsasfoice section made the scale of one

to five that includes seven items of survey one I\M&hd adds five more, as can be seen in

Figure 1 below.




Question 1: It can be seen that the average is not very. Aighre are some students who
don't like English.

Question 4: Only six students would like to interact with inat speakers, which is not a
highly motivating factor.

Question 6 Only three students don't feel anxious.

Question 7: There are only four students who think thatlishgs an easy task.

Question 15:There are four students who think that Englishavery important.

On analyzing the first part of the motivationalsey in Figure 1, we can conclude that

students are not very motivated.
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Comments:

On analyzing Figure 2, it can be noticed that alldents study English because of
requirements for graduating, 70 % study becausewsf interest, and 50 % because of

future work.

According to this data, we can say that most of dhelents are motivated to a certain
extent to study English, but there are 30 % of extisl who just study English because of

graduation requirements.

Comments:

Some points in Figure 3 could be improved, sucle@asing environment, course program,

materials, and methodology.

Summary of first motivational survey (MS1):

According to all the results of part 1, 2, andtBdent motivation should/can be improved.
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3.2Results of MS 2 (Motivation Survey) after the drapnaject (See Appendix 5)




Comments:

In question 1 of Figure 4 there are only 3 studerits still do not like English very much,
where as question two, “All” students are now wijito learn English.
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Comments:

In question one of Figure 5, fifty % of the studeate not very impulsive, which reflects
student individual differences. Positive feedbslskws the second analysis, where all
students have shown positive consciousness aftehimg their performances on video.
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Comments:

Excellent feedback from students is demonstrateéfigures 4 and 5. After the drama

activities, students are more motivated to leargliBh as a foreign language.

Student’s final comments

Student 1: Esta actividad nos ayuda a perder elaryenejorar nuestra fluidez.

Student 2: Todo fue muy chévere.

Student 3: Me gusto la idea de exponernos a sites reales, ya que solo asi se aprende.
Student 4: Me gusté bastante aprender de esta amaner

Student 5: Todo estas interacciones han servidmusho para dejar atras los miedos y

temores en el momento de hablar.

Some Students’ Recommendations

Student 1: Seria bueno empezar las secciones gon tpo de juego para poder "romper el

hielo" entre nosotros.
Student 2: Seria bueno incorporar un poco de wgritin
3.3Comparison of MS1 and MS2

Seven questions or statements will be comparedkifallowing section:

Figure 6
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It is very important to observe in Figure 6 an @ase in the score of question one. Students
liked English more after the drama activities. Alspeaking anxiety has lowered a bit,
which was the objective of this project.

Note: It is essential to keep in mind that those agésitwere applied only during a two-
month period (11 hours), a very limited time. Nekeless, this little progress can be seen

as a beginning of improvement.

3.4Video recording of Motivational Feedback — 19.09.20

Patrick: Did you have fun doing acting insda

Student 1: Yes, a lot.

Patrick: Have you ever thought of you know bermman actor maybe going to the
theatre and do something like2h

Student 2: | don't like to act, but it was a greaperience.

Patrick: How did you like acting or using dra in class?

Student 3: Yes it is nice, funny and you learnuYearn how to be “loose”.

Patrick: How about this class? How about éxigerience?

Student 4. Well | think it was a very good expede, because we connect real situations
that might happen to us anyeotmoment and we are kind of more prepared

to that. Also we are improvimgr spoken English.

Patrick: Who are you?

Teacher: | am a teacher. I've been teaching Endtishmany years, and | think that the
students are now having fun withstherama lessons. And | have seen that they

are improving.

Patrick: Really? Is that true? They are more spmenus, they are more “loose”, and | was

surprised how naturally they act.
Comments:

Student 4 makes a very important point, which cargithe objective in a positive way.
Also, the teacher confirms that this teaching strpthelps students to improve their

speaking skills.
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3.5Results of OSE 1 (Oral-Self-Evaluation) before dinema project (See Appendix 1)
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Comments of Figure 7:

It can be noticed that most of the students a@dafyf improvising when it comes to oral

performance, and think that they are going to getkswhile speaking.
Comments of Figure 8 and 9:

It can be observed that within one level, studeatal performance evaluations differed

greatly.

The majority do not have much experience with dramthe EFL classroom.
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. Figure 10
Comments of Figure 10:

All students, as can be seen in Figure 10, wolkltlh be part of the drama activities. They

think it will help them lose speaking anxiety.
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3.6 Results of OSE 2 (Oral-Self-Evaluation) during tlhema project (See appendix 3)

Figure 11

Figure 12

Comments: Here, in Questions 8 and 9 of Figureofi&,can clearly observe that students

love to have freedom of speech or speaking autonomy
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Figure 13

Figure 14

Comments of Figure 14: All students want to corgimtth the drama sessions. The two

comments in red | found very interesting.
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3.7Results of OSE 3 (Oral-Self-Evaluation) after thanda project (See appendix 6)

Figure 15

Student 8 of question 1 talks about a very inte@rggopic. “Making fun of each other” is

common in EFL classes, and should be given sedonsiderations.




Comments:

In Figure 15, it is interesting to observe how eliéint students are.
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Figure 15

Comments:

In question 5 of Figure 15, one can observe thittwo students still think that they
would get stuck when performing orally.
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Figure 16

Comments:

Again, here in question 1 of Figure 16, one studentirms different English levels among

classmates, and therefore she is not very motivated




Figure 16

Comments of Figure 16:

Student 7 in question 14 confirms that through théhnique, speaking performance will

increase, and therefore no more “making fun of edhbbr”.
Students agree with my teaching philosophy by gathat“You learn when you practice.”

Students confirm reduction in “speaking anxiety”.
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Problems and Recommendation / After drama project / Date: 19.05.2010
Alumnos Problemas Recomendaciones
1 no
5 Planificar obras teatrales pero con tiempo anticipado y en el acto incluir
nuevas situaciones
3 Es una actividad diferente que nos ayuda a salir de la rutina del aprendizaje y
nos motiva a continuar en este idioma
4 Creo que deberian implementar estos clases en casi todos los niveles. Talvez
con mas elementos extermos. Felicitaciones. :)
5 no Mejorar el audio del video, nada mas
6 no, ninguno Hacer algun tipo de juego para tener mas confianza antes de hablar
7
8 Al principio estuve chevere, pero después influyd el estrés de la U
9
10 Mejorar en cuestion de la preparacion del video, solo eso

Figure 17

Comments of Figure 17:

Some students like the drama lessons so much tlegyrecommend doing real theatre.

They also recommend including drama activitieslicaglish levels.

3.8Comparison of OSE 1, OSE 2 and OSE 3

In this section, comparisons between OES 1, 2 ghefdre, during and after drama

sessions) and final results will be analyzed asdudised.

Figure 18
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Analysis:

It is very interesting to observe the responseguiestion 3 of Figure 18. After the first 4
sessions, students felt a little “shock” as thesréilly got thrown to the exercises and were
not used to it. That is the reason why the avevag® up a bit. But in the end, students got

more confidence and therefore, the average wenhdow

The same phenomenon has occurred with questionFigafe 18. There is no difference
between OES 1 and OES 2, but then in the end aa iclprovement can be noticed.

According to the statements from Figure 18, stuslant not that afraid anymore when it

comes to improvising, which was developed througltio® project.

Students are now more certain about transmittiegriessage in speaking situations as they
are not getting controlled so much.

In Questions 12 and 13 in Figure 19, it can berltedbserved that students are less

anxious when performing orally.

Figure 19

Final comments:

After 11 successful drama sessions, students arthaionervous anymore as they were
during the project. They feel more confident nowewlperforming orally in English as a

foreign language.
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3.9The teachers’ Questionnaire — 19.05.2010

Teachers’ questionnaire on motivation and oral prodction applying drama activities
in the EFL Classroom

1. After 11 sessions of drama application in theé [ERass with fifth level (intermediate)

students, what would you say about this hypothdRlis&se state your point of view.

“Simulation of real life situations through impr®ation, projecting real life size images is
an effective language teaching strategy to enhastodent’s individual autonomy, self

confidence, and motivation with the final goal@iéring speaking anxiety.”

Teacher: Undoubtedly, improvising a role play is somethihgt brings students very close
to a real-life situation in which they have to uke language. It is a good way to help
students develop their ability to apply theoretioghut that is usually acquired in a
language classroom. It helps them really “feeld dlive” the language and, for that

reason, they become more confident and get higblyvated.

2. You as a teacher were also part of the dramwataes during this cycle, which | found
spectacular. One of your statements wdse never had so much fun in my English

Classes” after being part of a dramatization scene.

How would you describe your experience from a stiglepoint of view? What did you

observe? How did you feel?

Teacher: At the beginning, there was tension, and manyhef gtudents were trying to
avoid participating, but as the project went oreytlshowed less and less anxiety and
started to enjoy their classmates acting, as welihair own acting, and, of course, the

teacher’s acting, which was not such a great thing!

3. In one of my video interviews, you have mentobrleat students have improved a lot

regarding spontaneity. What do you exactly mean?
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Teacher: The atmosphere that was created through imagesicmand the situations

themselves created a special mood in the studeshish help them relax and be more
spontaneous.

4. Do you agree with the following statements? $dezxplain yourself by giving examples
from observed actions during this project. Whichtloédse beneficial statements do you

think occurred during the drama activities of tt@search project?

Using drama techniques in the EFL classroom

- develops imagination and emotional expression wdpkaking English YegNo

- strengthens the ability to improvise with language creates

spontaneous verbal expression Yed No
- helps develop fluency YesNo
- discourages the mechanical use of language YesNo
- creates an urgent need for real communication YesNo
- encourages interpersonal relationships among stside YesNo
- encourages cooperative learning during studentigities YesNo
- stimulates spoken interaction YesNo
- encourages to “live the language” YegNo
- enhances speech freedom YesNo
- evolves reward sensation YesNo
- stimulates awareness of student’s learning ownershi YegNo
- enhances self confidence YegNo
- develops student’s autonomy YesNo
- decreases speaking anxiety YegNo

- offers unequalled opportunities for catering tahea differences
through emphasis on whole-person learning and fsefisory inputs YesNo
- fosters and sustains motivatithrough the variety and sense of YesNo

expectancy generated by the activities

5. After the midterm exam, you saidTte images awake creativity in the students and

therefore they are getting motivated in order tead. Please give more details.
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Teacher: It is a completely different experience for studeif you just “explain” a
situation to them and ask them to act it out. \ifitges, they can actually put themselves
in the scene and become more creative; that sensguasi reality” motivates them to

speak as if they were in a real situation.

6. Here are some possible disadvantages of usargadtechniques in class. Which ones do
you find relevant? Which points could you obseruer the sessions? State your point. If

not, was it different? Please mark yes or no.

- Activity is artificial - Richards (1985) observed that although role-ptagupposed to
provide authentic situations for students to usguage, the situations sometimes created
were artificial and not relevant to the needs efdtudents.

Teacher: Yes. This could be true to a certain extent, but is éhanother way to make
language practice less artificial?

- Activities are difficult to monitor - With so much activity and both physical and verbal
going on, it is sometimes difficult for the teachemonitor a student's performance. There
is the fear among teachers that students are hawomgnuch fun and that no learning is
taking place.

Teacher: No. | completely disagree with this, | don’t think thearning has to be painful;
on the contrary, more can be achieved if the stisdeave fun.

- Causes embarrassment ln some situations, especially among adult learrmets-play
and simulation activities cause a lot of embarrasgmawkwardness, and very little
spontaneous language use. The choice of appropadkgs for different students is thus
very important.

Teacher: Yes. | think that it is very important for the teacherlie aware of the feelings of
the students regarding role playing. The teacheulsl be careful not only in choosing the
appropriate role for each student, but also in dishing feelings of anxiety and
embarrassment.

- Encourages incorrect forms -Since the teacher is not encouraged to correciakast
immediately so as not to discourage students, glosides opportunities for learners to

produce and practice ungrammatical and inapprapftaims.
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Teacher: Yes. For me, this was the most difficult thing to dowids hard not to interfere
and correct incorrect forms.

- Teachers' fear of losing control -Since the activities require full participation thfe
students and minimum participation from the teactier teacher may fear that he may lose
control of the class. Furthermore, the students getyarried away and become disruptive.
Teacher:No

- Spontaneity is lost -Very often the students get too caught up with WHATBay. They
hesitate to choose their words and do not intesjaahtaneouslyleacher: No

- Timing lessons is difficult -The teacher has to spend a lot of time in preparatiork,
especially for simulations. He is not able to pcedhe amount of class time that will be
taken to carry out the activity, since the abibfyeach class varie$eacher: Yes

- Sincea drama activity is planned, students do not get a chance to improvise. They ar

afraid of making mistakes by not memorizing thepgarorrectly. Teacher: No

7. Do you agree that applying drama techniquesagak as a multi-functional strategy for

all learner types, speaking of multiple intelligea@

Teacher: Yes, to a certain extent; it involves a lot ofeiratcting with other people, which
can help develop interpersonal skills. It alsoolmes controlling your own feelings and
learning about yourself, which can be part of ipet@onal skills. Students do not have to
be sitting; acting requires a lot of movement aatporal expressions: kinetic skills. And,
of course, the most relevant skill to intervenedle playing: the use of language: linguistic
intelligence.

8. “I have never imagined becoming an actressIlHiis is a statement of yours after the

very fun activity of renting an apartment. Why gl feel like this?
Teacher: I'm rather a shy person and have never partiagipateny kind of performance,

not even when | was in school, so it was quitexgregence to take part in some of the role

plays in your project. At the beginning, | felt thwas my duty to set an example for my
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students and that is why | did it; later on, | papiated with less stress, but | definitely do

not have this “actress spirit”.
9. Do you think that designing a blog where stugean see their progress and listen to
themselves watching the recordings is an advantage?

Teacher: By seeing the students’ response when we sawitle®y recorded during the

course, | think that this kind of feedback was vienportant to evaluate their progress.
10. What would you recommend or suggest to funtbeearch in that issue?

Teacher: It would be very useful to find out how these watigs influence in accuracy of
the language acquired by students, accuracy regprdjrammatical structures,
pronunciation intonation, and the use of appropnetcabulary.

Other observations:

Teacher: Now the question is: How can we as regular teacheaiude such activities in

our regular programming, taking into account thaititions of time and emphasis of
evaluations in the syntax of language? Very difficuguess, but your project has helped
me to think of working as far as possible with moode plays and more spontaneous

interventions.

Reference:

Martha Reinoso — English Teacher at PUCE, QuitauaHor
Tel: 2-891746

Comments:

The teacher gives very positive feedback on ttseaech, liked being part of it, and finally
is interested in adding some of those activities tloe teaching program.
She is also interested in how to involve more graical accuracy in those techniques,

which | think is doable, but not my objective.
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CHAPTER FOUR CONCLUSIONS AND RECOMMENDATIONS
4.1 Conclusions

After nearly 2 months (11 hours) of working witHthi level students applying drama
activities in order to raise motivation and lowpeaking anxiety, the following conclusions

can be drawn:
4.1.1 Learning autonomy, Fluency and Self Confidence

Stevick (1976) talks about learners’ need to feskmase of belonging and securifyand
also to invest something of their own personaliteasd so enjoy a certain ‘self esteem’.
When learning a language, students are usuallyglield what to do. Sometimes, they are
even treated as little children. While working witie students, | found out that they felt
more comfortable during their speaking when thetleawas not interrupting in order to
correct grammatical mistakes. Through drama amgjitstudents learn how toake their
own decisions, as speech freedois at the top of the list. This sensation of flegliree
without any control also helps students to impréuency, according to the results from
this research. This leads them towards learningraumy, and therefore self confidence can
be built up. This in turn means that students ateafraid of making errors and therefore
speaking itself is enhanced. | believe if a teadbsres a student to speak, then he or she
does not want to speak. The evidence from thiseptghows that stimulating students to
speak through drama activities can develop in tleematural desire owillingness to
speak Results showed that students now, after applgihglrama sessions of one hour
each, were more certain about transmitting the agess speaking situations, as they were

not getting controlled so much.

4.1.2 The teacher and student motivation

Another important conclusion drawn from the datdlected is that students also feel
comfortable when they feel theachers’ trust and friendship, friendship in the sense of
being helped by the teacher. Another important @sfm the teacher to achieve is to
transmit“learning awareness” to the students, which means that students, iardalget

more motivated, have to feel that learning is megfioil. Asking directions in a strange
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town, as in one of the activities, is a classicnegle. Only through dcomprehensible”
message transmissioror input will the student get to his/her destiaati This kind of
reward sensation makes an important impact on stsdmotivation, and is much more
valuable than getting a good grade. Besides thattdacher’s job is to make students feel
that they are capable of producing oral languadechvhelps them to start believing in
themselves. In fact, motivation is the most impatrgaart, which can be seen as a base of
learning. When a student is motivated to improwe dral speech, the chance that he/she
will do so is very likely. After those drama sessp all students were motivated and

wanted to go on.
4.1.3 Constructive learning theory

Vygotsky’s social constructive learning theory applas well after having analyzed the
results of this projectLearning is socially constructedand therefore it is divided into
several processes of a social nature. In this girdjéet students think first (brainstorming),
then | gave them time to prepare (rehearsal) thedated role-play, and then they
performed it in front of the others. After doing &mr a while, students built up more
confidence and therefore, | eliminated preparatior. In the endimprovisation was all
that was necessary. Even making many grammatiocalserstudents learned how to react
faster to transmit a comprehensible message. &kis student mentioned in one of the
video-recordings, got them more prepared for thtside world.

4.1.4 Cooperative learning and eigoee of success

Interesting data from OSE 2 was collected from stoelent, who mentioned that she was
“stamped” by other students making fun of her gratformances, but the very same
student confirmed in MS 2 that through these draethniques, speaking performance

increases, and therefore no more “making fun ofi @dlcer” is going to occur.

This great “reward sensation” can only be archittedugh cooperative learning, where all
students work towards the same goal, thus trariagi#t message and being understood.
Once this goal is reached, students feel veryfeatisrealizing that everything they have

applied from previous learning has worked out.
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This kind ofreward sensation for example, being able to buy a concert ticketaving a

discussion with their wives, made the students halyping the sessions. Students felt that
all their sacrifice from class, all the theory, #ikeir learning, had real meaning. Again,
students built up more motivation and realized thistthe student that has to take action in

order to learn.
4.1.5 Learn by doing, Self Monitoring and Grammar

According to students’ comments, for exampt®u learn when you practice.”, thegive
evidence of my teaching philosophy of using drami@viies in class. Another comment
from one studentYes, because of watching the recordings [see blbgpuld see my
errors” confirms that through self-monitoring, students able to see their errors. This
raises learner awareness and therefore studentbkrdo correct themselves later on. Of
course, this has to be applied throughout a verg [meriod of time in order to achieve good
results.

Concluding this, | would say that students neetbésen up their tongues first. Of course,
grammar is always an issue, but it should not bebtisis of an English class. Step by step,
students will learn how to polish their speechemts of grammar correctness throsgif
monitoring and, of course, through valuable input such agerlisg to authentic tape
recordings or movies, but again, first, they havéeel free of anxiety, and here the teacher

has to play a big part in order to make studentleaaning possible.
4.1.6 Creativity and Imagination

In "Finding your way 1" we can observe how an imege facilitate students’ imaginations
in order to make the situation more real. As altestudents can find a natural way of
defending themselves when it comes to speakingopeénce, which leads to speaking
competence improvement. Thus, projecting real dik& images on the wall inside the
classroom, almost like background scenery we usebserve in theatres, is an excellent
way toenhance creativity and imaginationamong students, while acting out an authentic
situation. This was confirmed by the official teaclof this class in one of her comments)
In order to achieve the task, an immediate nedxkiisg generated, and students therefore

become real actors simulating a real task\wgg the language.
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4.1.7 Improvisation

Improvisation has to be developed through muchtmecand was definitely not an easy
task for every student throughout this researctlysttn OSE, it can be noticed that most of
the students were afraid of improvising when it eaimoral performance, and thought that
they were going to get stuck while speaking. Néwadess, according to the statements
from Figure 18 of the MS 2, students were not #fetid anymore while improvising a role
in authentic situations after several sessionallinstudents got used to the technique, and
it was very interesting to watch how especially #ger students performed really well
during the last role-plays. | think when applyingprovisation in class, constancy and

patience are very important issues to consider.
4.1.8 The classroom-environment

Evidence from students’ comments shows that wheimgaout dialogues, students just
forget about being tired by getting involved infairttic scenes. | call this active relaxing in

a low-stressed environment.
4.1.9 Speaking anxiety

According to the data collected in this researath i analysis, students’ speaking anxiety
lowers when students are confronted with authesitiations which they have to act out.

Speaking anxiety is generated through many inputk as teachers’ authority, pressure on
correct speaking, and personal factors such aseskyend embarrassment. All this can be

improved when doing constructive drama activitreslass.

4.2 Recommendations
4.2.1 Classroom materials

All students gave positive feedback on that paccokding to the questionnaires, they even
were demanding more video and sound perfectiontiguproblem is that PUCE does not
provide any kind of video cameras. Thereforgroposeto PUCE an inventory of all

teaching aids in order to monitor and observe studerformances. This would really help
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them to gain more learning awareness and motivaNbteo cameras could be easily

installed on the ceiling.

Teachers often don’t have easy access to a projectwder to project life-size images on
the classroom wall as welProposal: An alternative to a projector would be an overhead
projector. It is also more practical as no laptajp e needed. The images including tasks

and language input would have to be copied on paesicies before the class starts.
4.2.2 Individual differences

The results also showed that not all students redgab 100 % positively to some acting
scenes. Individual differences sometimes hindel mraduction, so here mgroposalis
that the teacher has to be capable of recognitiagpersonality and speaking ability of

individual students, and give them appropriatesole
4.2.3 Speaking skill level

Different students’ speaking skill levels within emrourse can lead to complications. |
remember one scene where one student with goodskitsl was acting together with one
student with lower oral skills. As some studentsntiomed different levels in their
comments as a problem, | observed that this loestééem student felt very insecure and
undervalued and therefore speaking was hinderews. i§hvery difficult to manage as a
teacher. | would recommern(@roposal)that the teacher should put homogenous students

together, at least in the beginning of the class.
4.2.4 Shy students and habit formation

First, students needed a lot of time to preparentledves to act; then, each time the
preparation time was less and, in the end, studesttdmprovised. No more being afraid of

talking. Improvisation makes you talk!'! Due to ghilearning evolution”, students were

able to act out six scenes in the final sessiogpmparison to only two or three situations
in the beginning of the research study.
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Very shy students though still had problems witkirthntroverted personalities. They
couldn’t let go YET!!! So, it is a time problem. Rody can improve that fast within a two-
month project (11 hours total) when one is usedther methodologies.recommendhat
even for very shy students using drama technigbhescan be a refreshing way to lose fear
when speaking English under the condition of dramalication over a long period of time.

Only then can habits be formed, and therefore,essfal output achieved.
4.2.5 Preparation and time

From my own experience, | would say this is thegbg} problem. The easiest way is
probably to act out already given dialogues from student’'s book. Nevertheless, after a
while, | fell into the routine of preparing authenlike situations for the students, and
therefore, class preparation could occur a bitefasiowever, as teachers are used to the
students’ book, designed by competent linguistsy fbrobably would not take the risk of
applying those kinds of activities in their clags&s myproposalwould be to send students
twice a week to theDrama Lab” where they could practice and improve their spegk
skills. The teacher in charge would attend to tiielents of all kinds of levels. He or she
would prepare all the possible situations accordmthe lessons for each group and each
level, according to the teachers’ syllabus prograims would have a beneficial impact on
the teacher and students. Students would get dbewofroutine twice a week by joining the
“Drama Lab”, where fun and learning would take plathe teacher would have some time
off in order to correct tests or prepare some elss

4.2.6 Integration of drama activities into studggmam of PUCE

After two month of conducting this project withtfiflevel students at PUCE, the current
teacher of this specific class asked me: “How ca&nas teachers integrate those drama
activities in our teaching curriculum?” The problem that the English Department
designed study program is so tight that there iy iitle time left for speaking activities.
So, myproposalwould be to modify the curriculum of the Englisepértment of PUCE by
adding a Drama Lab” part to it. In this way, it would not be necessary for teachers
change their methodology and receive training ingidrama activities, since tfiBrama
Lab” would be the responsibility of a teacher qualifiedun it.
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4.2.7 Native speakers

According to some students’ comments likEhrough drama we are kind of getting
prepared for real situations “] would highly recommendto students to look for real
interaction. Native speakers could be invited to jm the dramatizations. Therefore
students could simulate a real situation havingtaxinwith native speakers. Apart from
this whenever students can get in contact with tvex@peaker, let us say an exchange
student, they should take advantage of this sdoatihus trying to apply all simulated
situations, just as they did in the drama class.

Final Comment
At this moment, | would like to conclude this chaptvith an interesting quote:
Mc Donough (1995:30), states the importance ohkeasurvival in the outside L2 world,

and how too much emphasis has been put on meadeginmgers’ ability in the classroom:

“In the real world, learners need to act pragmdgica
in order to survive linguistically, not simply leato perform adequately

to pass some standard in a classroom situation. “

This can be simulated and practiced with drama mmgrovisational activities as a
complementary part of the PUCE English program.

By doing drama exercises in class throughout a fmergpd of time, transforming it into a

habit, students will be prepared in order to suevivthe outside world.
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Appendix 1

FECHA: EDAD: SEXO:
AUTOEVALUACION 1: Produccién Oral

Es muy importante para nosotros conocer tu apreciacién sobre tu produccién oral en Inglés. Por
favor marca del 1 al 3 bajo la Columna de “percepcién”. Muchas gracias por tu colaboracién. ©

1) Si 2) Mds o menos 3) No

iTEM PERCEPCION

1. Tienes miedo de que ocurra un mal
entendido cultural

2. Tienes miedo de cometer un error
(tratamiento del error y sociedad)

3. Eres muy timido y no te gusta hablar en
publico (forma de ser)

4. Te da miedo de improvisar oralmente
(improvisacion y espontaneidad)

5. Crees que te vas a trabar al hablar (fluidez)

6. Piensas que no vas a poder transmitir el
mensaje de una manera efectiva (intencion
comunicativa)

7. Crees que no sabes pronunciar bieny
prefieres no hablar

Marca la opcidon mds adecuada seguln tu opinion:

1. Como evaluarias tu rendimiento oral de Inglés en general de acuerdo a tu nivel?
a) muy bajo
b) bajo
c) intermedio
d) alto
e) muy alto
2. (¢Has experimentado alguna vez el uso de dramatizaciones en tu clase de inglés durante tus
estudios?
a) Siempre
b) Frecuentemente
c) Aveces
d) Nunca
3. (¢Tegustaria experimentar la dramatizacion y/o hacer juegos de rol en clase?
Si No éPor qué?
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Appendix 2

FECHA: EDAD: SEXO:
ENCUESTA 1: Motivacién para aprender Inglés / Parte 1/2

Esta es una encuesta sobre tu motivaciéon para aprender inglés, es anénima y no tendrd
repercusiones en tus calificaciones de nivel. Estamos muy interesados en tu opinion personal, por
favor responde de la manera mas honesta posible. Muchas gracias por tu ayuda. ©

1) Escribe en la columna “Numero” el nimero que concuerde con tu percepcion

5=muchisimo/a 4=mucho/a  3=mas o menos 2=poco/a 1=muy poco/a

PREGUNTA NUMERO

1. ¢Qué tanto te gusta el inglés?

2. ¢En qué escala crees que saber inglés te ayudaria a ser

mas culto?

3. ¢Segun tu, qué importancia tiene el inglés en el mundo?

4. ¢En qué escala crees que aprender inglés es importante

para conocer la cultura de los hablantes de inglés?

5. ¢Cuanto esfuerzo estds dispuesto a poner para aprender

el inglés?

6. ¢Cuanto crees que te ayudaria hablar inglés mientras

viajas por el mundo?

7. ¢Cuanto crees que te ayudaria hablar inglés para tu vida

profesional?

8. ¢Hablas inglés con miembros de tu familia?

9. ¢En qué escala te gusta/gustaria viajar a paises en los que

se habla en inglés?

10. ¢Te gusta interactuar con extranjeros hablantes de

inglés?

11. ¢Te gustan las peliculas hechas en Estados Unidos,

Canada e Inglaterra?
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ENCUESTA 1: Motivaciéon para aprender inglés / Parte 2/2

1)} Marca con una “X” las columnas en blanco de acuerdo a tu punto de vista
AFIRMACIONES si MAS O
MENOS

12. Estoy seguro que voy a aprender inglés muy bien.

13. Creo que soy el tipo de persona que se sentiria ansiosa

e incomoda si tuviera que hablar con alguien en inglés.

14. Las personas a mi alrededor piensan que es muy

bueno aprender inglés.

15. No creo que el inglés sea una materia de mucha

importancia

16. Aprender inglés es una tarea muy dificil.

1])] Marca con una “X” la razén o razones por las que estudias Inglés.

a) Esun requisito de mi carrera
b) Porinterés propio

c) Porviajes

d) Por minovia/ novio

e) Portrabajo

f) Por obligacién de mis padres

g) Otros
V) Elige o califica el grado de menor a mayor (1 hasta 5)

a) Mis objetivos para aprender Inglés son muy claros 12345
b) Ambiente de la aula (decoracidn) 12345
c) El programa del curso (tests, tiempo) 12345

d) Los materiales (libros, infocus, video) 12345

e) Forma de aprender inglés en clase 12345
f) Ambiente del grupo de estudiantes 12345
g) Motivacion del profesor hacia mi 12345
h) Nivel de hambre/sed durante la clase 12345
i) Horario (después de comer, noche) 12345
j)  Condiciones climaticas 12345

k) Problemas personales durante el curso 12345

iMUCHAS GRACIAS! ©
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Appendix 3

EDAD: SEXO: FECHA:
AUTOEVALUACION 2: Produccién Oral

Es muy importante para nosotros conocer tu apreciacién sobre tu produccién oral en Inglés. Por
favor marca del 1 al 3 bajo la Columna de “percepcién”. Muchas gracias por tu colaboracién. ©

2) Si 2) M4és o menos 3) No

Analisis general:

iTEM PERCEPCION

8. Tienes miedo de que ocurra un mal
entendido cultural

9. Tienes miedo de cometer un error
(tratamiento del error y sociedad)

10. Eres muy timido y no te gusta hablar en
publico (forma de ser)

11. Te da miedo de improvisar oralmente
(improvisacion y espontaneidad)

12. Crees que te vas a trabar al hablar (fluidez)

13. Piensas que no vas a poder transmitir el
mensaje de una manera efectiva (intencién
comunicativa)

14. Crees que no sabes pronunciar bieny
prefieres no hablar

Analisis después de las actividades dramatizadas:

1)Si 2) Mds o menos 3) No

15. Tener una libertad de expresion oral (sin la
presion de hablar gramdticamente
correcto) te ayuda a soltar la lengua

16. Tener una libertad de expresion oral (sin la
presion de hablar gramdticamente
correcto) te ayuda a improvisary
reaccionar espontaneamente dentro de la
situacidn autentica
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17. Por el hecho de enfrentar situaciones
auténticos estas forzado de reaccionar y
expresarte rapidamente. Eso te ayuda en
mejorar en la transmision del mensaje
(produccion oral)

18. Para mejorar la fluidez oral no se debe que
tomar en cuenta mucho a la gramatica

19. Te pones nervioso al momento de hablar

20. Tienes dificultades de expresarte oralmente
en frente de otros

21. Crees que con esas técnicas mejorarias tu
rendimiento oral al largo plazo

22. Através de la simulacién de situaciones
auténticas con la ayuda de un ambiente
real se obtiene la oportunidad de hablar
naturalmente como en la vida real

23. Dramatizar escenas autenticas de la vida
real te ayuda en subir tu autoestima

24. Dramatizar escenas autenticas de la vida
real te ayuda en subir tu motivacion

25. Si hay diversion se sube el interés, la
motivacion y por ende la produccion oral

26. Todavia tienes miedo de hacer errores

27. Crees que esos tipos de actividades es
mejor realizar con alumnos menos timidos

Marca la opcion mas adecuada segun tu opinion:

4. Como evaluarias tu rendimiento oral de Inglés después de las actividades interactivas de
acuerdo a tu nivel?
f)  ninglin mejoramiento
g) poco mejoramiento
h) buen mejoramiento
i) alto mejoramiento

5. (Te gustaria seguir experimentando la dramatizacion y/o hacer juegos de rol en clase?
Si No éPor qué?

Elementos positivos / Elementos negativos / Recomendaciones:
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Appendix 4

RENTAL APPLICATION Date:
Application is herebv made to rent premises generallv described as
for a term of and ending the dawv of

.20 . for which monthlv rental shall be
adwvance, and for which a securitv deposit of §
occupancy of the above-described premises.

. pavable in
shall be due prior to

A deposit of is made herewith on account of the first month's rent, with the
understanding that if this application is accepted and the applicant fails to execute a
lease before the beginning date specified above, or to pav the balance due as first
month's rent, said pavment will be forfeited as liguidated damages. It is also understood
that if this application is not accepted. or if the premises are not ready for occupancy by
the applicant on the date specified abowve, said deposit shall be refunded to the applicant

forthwith, upon applicant's request.
APPLICANT

MName: 55 #:

Diriver's Lisc. =:

State:

Present Address:
Previcous Address:
Married:

Spouse's Name:
Children?

Pets?

How Long?
How Long?

How Manv?
What Kind?

YOUREEMPLOYMENT

Emplover:

Emplover Address:
Supervisor:

Bus. Phone:

How Long on Present Job?
Annual Income:

EEFERENCES

Bank: Phone:
Personal Eeference:
Credit B.eference:

Credit B eference:

Phone:
Phone:
Phone:

Agls?
How Manv?

SPOTSE'S EMPLOYRIENT
Employer:
Emplover Address:

Superisor

Euz. Phone:
How Long on Present Joh?

Anrmal Tncome:

The information provided herein mawv be used by the landlord or his agent to determine
whether to accept this application. Upon written request within dawvs, thelandlord
or his agent will disclose to applicant in writing the nature and scope of anv
investigation landlord has requested, and will_ if this application is refused, statein

writing the reason for said refusal.

Accepted Eefused
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Appendix 5

ENCUESTA 2: Motivacion para aprender Inglés

En cuales de los siguientes aspectos tu crees que has mejorado o cambiado tu opinion?

1) Escribe en la columna “Numero” el nimero que concuerde con tu percepcion

5=muchisimo/a 4=mucho/a  3=mas o menos 2=poco/a

1=muy poco/a

PREGUNTA Comentario

1. ¢Qué tanto te gusta el inglés?

2. ¢Cuanto esfuerzo estas dispuesto a poner para aprender
el inglés?

3. ¢Cuanto crees que te ayudaria hablar inglés mientras
viajas por el mundo?

4. (Te gusta interactuar con extranjeros hablantes de
inglés?

5. Estoy seguro que voy a aprender inglés muy bien.

6. Creo que soy el tipo de persona que se sentiria ansiosa e
incdmoda si tuviera que hablar con alguien en inglés.

7. Aprender inglés es una tarea muy dificil.

8. He tomado conciencia positiva después de haber
analizado los resultados atreves de un video grabado
durante las sesiones.

9. Planificas tus oraciones antes de hablar y por eso tardas
mucho en reaccionar ¢

10. Te gusta tomar la iniciativa en tus acciones ¢

11. Realmente estas actividades me han inspirado de seguir
aprendiendo inglés y estoy muy motivado.

12. Te sientes mas seguro ahora para hablar y tu crees que

practicando ingles con esa técnica por un largo tiempo
mejorarias la fluidez oral ¢

Final Comments:
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Appendix 6

EDAD: SEXO: FECHA: Carrera: email:

AUTOEVALUACION 3: Produccién Oral

Es muy importante para nosotros conocer tu apreciacion sobre tu produccién oral en Inglés. Por
favor marca del 1 al 3 bajo la Columna de “percepcién”. Muchas gracias por tu colaboracién. ©

En cuales de los siguientes aspectos tu crees que has mejorado ?

3) Si 2) Mdés o menos 3) No

iTEM Percepcién Comentario

28. Tienes miedo de que ocurra un mal
entendido cultural

29. Tienes miedo de cometer un error
(tratamiento del error y sociedad)

30. Eres muy timido y no te gusta hablar
en publico (forma de ser)

31. Te da miedo de improvisar oralmente
(improvisacidn y espontaneidad)

32. Crees que te vas a trabar al hablar
(fluidez)

33. Piensas que no vas a poder transmitir
el mensaje de una manera efectiva
(intencidon comunicativa)

34. Te pones nervioso al momento de
hablar

35. Tienes dificultades de expresarte
oralmente en frente de otros

36. Dramatizar escenas autenticas de la
vida real te ayuda en subir tu
autoestima

37. Dramatizar escenas autenticas de la
vida real te ayuda en subir tu
motivacion

38. Todavia tienes miedo de hacer errores
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Problemas / comentarios:
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