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The objectives.of this study were to examine the effects of drama;based
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improvisation and simulation. The participants of this study were thirty five eleventh
grade students at Demonstration. School, Prince of Songkla University. The paired
sample t-test was applied to investigate the differences between the mean scores
from the pre and post oral communication ability test and student motivation

questionnaire.

The results.of'the analyses revealed that (1) there was a significant difference
between the mean scores from the pre and post oral communication ability test at the
significant levelof .05 (2) there was a significant.differencebetween the mean scores
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implementation of drama-based instruction.
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Chapter 1

Introduction

Background of the study

It is apparent that effective English oral communication has been one of the
important skills that individual should have, especially in the era of globalization.
Students who possess English oral communication proficiency are more likely to
succeed in their studies as.well'as their future.eareers (Gimpao, 2005). In Thailand, the
Ministry of Education has focused. its e#ort on raising the level of communication and
language skills across_all*agergroup since the National Education Act of B.E. 2542
(1999). Besides the supportfrom the ec%.ucational policy, the challenges in preparing
students to use English o intepact \Mth @Hers successfully in the twenty-first century
lead most schools to place English as a for"'@ig‘h language at the center of the curriculum.

To date, Thai teachers teaching EH.Jg_IiSh have made great efforts to encourage
learners to use English as a medium of co-fjnfr*#mnication in class. Interestingly, though a

i e —?_IJ;J .
number of communicative approaches are introduced into class, the outcomes are not

at the expected level. Learners are still not éBIE‘fEbommunicate orally in English during

face-to-face interacf_idh. Savignon (2001) suggests that }"e_',al communication requires
skills and strategies to '_understand the message sent by interlocutors in an authentic
communication settingrj Being provided with inadequéte communicative language
learning environment; learners will nat be able to speak fluently and cannot deal with
problems in face-to-face interaction.

It is/ impartantyto nate™that the major ‘problems ' hinderingsthe. development of
learner’'s'oral communication ability can come from various factors. Wu and Liang (2007)
point out causes of psychological barriers in teaching English and they found that
language teaching modes and methods are one of the objective factors that hinder
learners’ oral expressions and improvement. Subjective factors, motivation, interests,
and attitudes also play an important role in oral English teaching. Learners who lacks of
motivation or have negative attitudes towards oral communication may not be willing to

use English to communicate orally. Another problem may come from a teacher-



centered class. Although numbers of communicative approaches have been employed
by English teachers in Thailand, it seems that most speaking classes are still controlled
and directed by the teachers. The opportunities for students to direct their own learning
are limited. Students are likely to be afraid of making mistakes and they do not want to
lose their faces in front of other students when their mistakes are corrected by the
teacher (Asato, 2003). So, it is essential for, English teachers to understand and keep
those language learning conditions in their mindsrtand find the effective way to flourish
their English classrooms by‘implementing metfioaologies which can foster students’ oral
communication abilities-inrdiffercat contexts.

Besides competency.in oral oomn,?unication skills, motivation is also an important
factor which helps learhers 0 succeed m t,heir learning. In order to enhance students’
proficiency, it is impogtant for/students %@ be driven by both intrinsic and extrinsic
motivation which are known as Componenté that help students learn effectively. Intrinsic
motivation is a process of arousal and satlefactlon in which the reward comes from

carrying out an activity rather from a Tesult of the act|V|ty (Beswick, 2002). When learners

are intrinsically motivated, there Is—ho requnement for external rewards because the

-

activity is a reward; in, itself. For example they do an aSS|gnment because they take

pride in their work not because they want people to adm|re .it. On the contrary, extrinsic
motivation occurs when external factors impel the person to do something; for example,
students do their homework, to avoid punishiment or they desire a better grade. In
classrooms, most activities @re influenced by extrinsic factorstsuch as grades rather
than intrinsic motivation; however, bath kinds of metivation need tozbe fostered as they
can lead students te'achieve the expected outcomes.

Improving the level of student motivation has become an important education
policy in recent years in many countries as a means of tackling problems of school
dropout, student disaffection with school and low academic achievement (OECD, 2002).
According to the study of the Organisation for Economic Co-operation and Development
Programme for International Student Assessment or OECD (2003) relating to students’

effort and persistence to learn (intrinsic motivation), the result reveals that Hong Kong,



Latvia, and Thailand are the three countries where students are consistently reported
that their levels of intrinsic motivation are below the OECD average. The study of Office
of the National Education Commission (ONEC), who is a policy maker of Educational
Reform in Thailand, reveals that learners in the school system are discouraged from
being inquisitive and eager for knowledge. In addition, in Thai school system, instruction
focuses on teaching through textboeks rather than motivating students to learn
themselves (ONEC, 2000).

In the field of language-instruction, Gardner and Lambert (1959) identify that
motivation is one of the«internal.iactors that influences the second language learning.
Nevertheless, in Thailand where.English i'|S being taught'as a foreign language, most of
students show a lack ef'motivation as,’[hegj find the subjectmatter boring and it is hard to
understand the language or express idéas effectively (Panthumasen, 2007). Rasri
(2005) also points out that the pr;)blem ?'Esz;Thai students in learning English is that
students are not enthusiastic 1@ learn and s_"é'rhé of them think that English is like a bitter
medicine and their hope is simply't_é passr'.t‘%té ;%amination. In order to eliminate these

problems, learners of this modérn age muﬁé taught to be competent in the use of

English and their goals of Ianguége learning éhould pe driven by their motivation. Based

upon the discussion _éb—ove, it is vital for ;[ééchérs to fir;d;out the language teaching
approach which can motivate students to learn and lead them to the success in their
learning.

It is challenging forgallllanguage teachers to find thereffective methods and
approaches emphasizing learner-centered instructien which can emhance learers’ oral
communication ability ‘as \well a@s.their,motivation in language learming. In Thailand, a
number of teaching methods and approaches have been introduced to promote
students’ oral communication ability and motivation, especially in language learning.
Communicative language teaching seems to play an imminent role in teaching English
as a foreign language as a result of educational reform. It requires all learners to have
an ability to communicate in English fluently and to use the language appropriately in

particular situations; therefore, students’ oral communication ability tends to



continuously improved. According to the study of Jin (2008), communicative teaching
focuses on learner-centered instruction and it can promote students’ motivation in
language learning. Among a considerable number of teaching methods that engage
learners in a variety of communicative activities, drama shows itself through many
research and practice as an effective median in engaging learners in constructing their
own language learning growth (Lui, 2002).. In this light, drama-based instruction is
viewed as one of the communicative methods.in teaching English in which students will
be able to participate in the real situatigns and-attain the knowledge from performing
their own activities. Thissgoes aleng with Sam’s (1990) study which states that drama
used in the classroom*Can.be Conside{ed a communieative activity since it fosters
communication amongelearnersand proviide,s opportunities to use the target language in
various 'make believe' situations. —-

A drama approaech in EFL -‘contex?_cén be defined and implemented in each
class differently depending on/a teacher b_é';]-Féf‘énd experience (Brown, 2008). It can be
a fully-rehearsed performance,r diﬁférent tg/‘é‘_._e‘s_u,?f role play with varying degrees of

lll-"

control, improvisation, or gamesr. Although i’@vers a wide range of techniques, from a

el

theoretical point of view, drarﬁa as an edubational toolf essentially stems from the

concept of “learning bﬁygoing” of John DeV\_/éy (Crourtney, —17'965). Drama as an approach
is a characteristic of constructivist learning. The underlining idea of this theory is that
knowledge is not passivelystransferred to flearners, but rather constructed by each
learner. Usingldrama to_teach English|results iiniréeal communication, involving ideas,
emotions, feelings, appropriateness of language used. Such activities give the teachers
a wider‘gption of learner-centered, activities to choose for classroom teaching. Teaching
language through drama gives a context for meaningful language production, and
motivates students to use language in communicating with others. Additionally, using
drama-based activities can lead to non-threatening classroom environments where
student motivation and attitudes towards language learning can be enhanced (Charles
and Kusanagi, 2006). In this way, the willingness of students to communicate with others

will be strengthened.



For many years, groups of researchers have attempted to investigate the effects
of using drama-based activities in improving oral communication skills. A number of
quantitative and qualitative research have demonstrated that creative, instructional, and
educational drama activities improve speaking skills (Ulas, 2008). Via (1976) suggests
that drama directs students’ awareness of how individuals communicate in different
communicative settings and improves eommunicative behaviors. Also, drama activities
can develop students’ English abilities in various dimensions including speech act,
pronunciation, intonation (Stern, 1983) and discourse strategies (Scarcella, 1978).
Dougills (1987) agreesw=by stating that drama ‘proevides a genuine context for
communication and makessthe' larget ‘,Ilanguage more real. This can lead to the
improvement of students” lapguage and cemmunication skills.

The ability to communicate with-ether comfortably with self-confidence is an

important characteristic of the social aspe&s of oral communication skills. Drama-based

activities are likely to be auseful method for students to enhance their self-confidence.
F

In this regard, Di Pietro (1987) pomts out that tearners tend to be more talkative when

they realize that they are not dommated by the teachers Learning through drama-based

-

instruction, learners are prowded with opportunmes to engage in the learner-oriented

activities actively. Thr_ough drama-based activities, students are provided with greater
opportunities to speak in the classroom, when compared to the traditional teacher-
centered approaches. Stldents can participatée in a wide-range of oral interactions and
use a variety [of language ¢forms.| The mare opportunities| they get to practice the
language, the more fluent they ares(Gill, 2004). Based on the researches reviewed,
drama-based instruction is a useful approach which!can enhance students’ English oral
communication skills.

Drama-based instruction involves drama techniques which are not only helping
students to communicate more effectively and providing the opportunity to work with
cross-curricular themes, it can also motivate learners to learn (Dicks and Blanc, 20086).
In relations to the relationship between using drama in teaching language and student

motivation, there are a number of studies that examine the relationship between these



two concepts. Recent studies have shown how drama has been successfully used in
teaching English as a second language (Dodson, 2002; Lui, 2002). These studies reveal
that besides using drama in EFL context can increase learners’ oral and written skills, it
can also motivate students to learn the target language. Stern (1993) indicates that
drama in language teaching can increase spontaneity and enhances motivation, self-
esteem and empathy. Cox (1999) suggests. that drama can encourage learners to be
motivated in learning and it also stimulates boih ereative and critical thinking and adds
enjoyment to learning in schoel. This result-relates to the study of Arieli (2007) who
states that drama activilies increase students’ motivation to learn by capturing their
attention as well as by invelving them,lin learning. In“addition, these activities are
simultaneously educational sententaining iar}d something students enjoy doing. Drama
techniques can also satisty Auman needs;and foster the development and learning of
children (Siks, 1983). Wilburn (1992) suiggests that drama can motivate students
because it engages learners at the' emotlonal level. Bournot et al. (2007) support the

. F

notion of enhancing student mot|vat|on When drama iS used as an intervention. Since the
424

nature of drama techniques usually mcreases learners’ satisfaction and enjoyment in

-

language learning, | View drama based |nstruct|on as an approprlate approach which

can motivate students to learn.

To date, a few research studies have been carried out with Thai students about
the use of drama in promoting language leafning. Most of them aim at investigating the
effects of using drama_techniques on| students’ language preficiency. Some studies
attempted to develop students’ speaking skills by implementing drama-based
instruction; thowever, only| few research.conducted.in|Thailand pays @attention to using
this type of instruction in promoting students’ motivation. So, it was interesting for the
researcher to investigate the effect of drama-based instruction on oral communication
ability as well as their motivation in language learning. In addition, in the process of
implementing drama-based instruction, the language learning strategies used in

improving oral communication skills were also emphasized.



The conceptual framework of this study is presented as follows:

Figure 1.1: The conceptual fr

amework

Learner-centeredness

J L

g |

Drama techniques

Drama games
Role-play
Improvisation

Simulation

Drama in Education [ll:] Communicative language learning
Drama-based Instruction -
Motivators

-External factors such as
compliments and scores
-Internal factors such as challe

satisfaction and enjoyment

Learners are provided with
oppdrtunities o use the target
Iéhéuage in various 'make

# F

nge. believe' situations.

Strategies-based Instruction
- Before speaking
- While speaking
- After speaking

(Weaver et al.,1994)

Imprevedsmotivation

Improyved eral communication skills

1

Successful language learners

After reviewing related documents, the researcher would like to implement this

teaching method with eleventh grade students in Demonstration School, Prince of

Songkla University where students were active, confident, and enthusiastic to participate

in classroom activities. The reason for selecting students in upper secondary school




level is that, in using drama, learners were required to use English in communicating
with one another all the time. All four skills are needed, especially their reading and
speaking skills. So, students in upper secondary school level seem to be an appropriate
group which can learn through drama-based instruction effectively. In upper secondary
school level, some tenth grade students are newcomers from other schools and they are
not familiar to one another; thus, .in doing group activities, they might not work
cooperatively. For twelfth grade students, they have to devote their time preparing for
the university entrance examination. Therefore, they'might not be willing to participate in
activities which require adet'of time.io practice. Therefore, eleventh grade students were
viewed as the target group.in approprialte level that could be taught through drama-
based instruction because theywere famiil_ia,r_ with each anether, fluent in using language
in communication and had much time-ie p%ﬂicipate in the whole activities.

Thus, the following questi-;)ns ch:%_re;; examined to obtain insights into oral
communication ability andimotivation in Iar_'iiéijége learning of students learning English

M
bl v ol
through drama-based instruction. —

=,

Research questions ot s g

1. What ate=_the _effects of drama-based _ids—truction on English oral
communication ability ofieleventh grade students? 7

2. What are the effects of drama-based instruction on motivation of eleventh
grade students?

3. Whateare the opinions of eleventh grade students towards learning through

dramas;basediinstruetion?

Research objectives

1. To study the effects of English oral communication ability of eleventh grade
students after learning through drama-based instruction.

2. To study the effects of motivation in learning English of eleventh grade

students after learning through drama-based instruction.



3. To study eleventh grade students’ opinions towards learning through drama-

based instruction.

Hypotheses

Based on the study of Gimpao (2005) which focuses on investigating the effect
of drama-based activities on the improvement of students oral communication abilities
and the study of Bournot et al. (2007) focusing on the role of drama on motivation, the
findings reveal that learning through drama-based.activities could improve students’ oral
communication skills as well'as their mofivation inlanguage learning. So, the hypotheses
were proposed as follows:

1. Students’ Englishforal’communication ability will be higher after learning

through drama-based instgiction. g

_—

2. Students’ motivation in learning English will be higher after learning through
/
drama-based instruction. =
3. Students express pgsitive. attitude“sﬂgwards learning through drama-based

instruction. ot L2

| el

Scope of the study
The population and fh:;e'variables in the present study were thre following:

1. The populatién of this study was eleventh grade students in Demonstration
School, Prince of SongklaiUniversity.

2. This 'study aimed. at investigating English oral communication ability and

motivation in language learning of students learning.through drama-based instruction.

The definition”of terms

1. Oral communication ability

Oral communication ability refers to an individual's capacity in using language to
communicate orally. Oral communication ability in this study will focus on students’
abilities in using appropriate English to express their ideas and feelings.

In this study oral communication ability is the mean scores obtained from the

Oral Communication Ability Test constructed by the researcher.
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2. Motivation

Motivation refers to a psychological feature causing from internal and external
factors which arouse an individual to behave or act towards a desired goal. This study
will focus on both extrinsic and intrinsic motivation.

Motivation in language learning in this study was measured in eleven sub-
dimensions including interests in foreign language, motivational intensity, English class
anxiety, English teacher evaluation, attitudes towards learning English, attitudes towards
English-speaking people, integrative orieiptation, instrumental orientation, desire to learn
English, English course evaluation.and English use anxiety.

In this study, metivation'isthe mean scores obtained from the student motivation

1
questionnaire adapted" from sthe rmini. Attitude/Motivation Battery Test (AMBT)

constructed by Gardner(2004). -

)

3. Drama-based instruction

' h .
Drama based instrugtion is“an instruetional method which allows students to
improvise and construct a meaning-ef a-word, @ concept, an idea, an experience or an

o

event by utilizing theatre teE:—h’h-iques and." -fﬁél_‘play proeesses. In this study, the

instruction focuses o'n_;f(ﬂr main drama-techniques which "aré as follows;

3.1. Drarﬁa games refer to short games that usually involve movement
and imagination.gsThey allow learners to use their play-acting as a way to
discover the freedom, creativity, and expression of living. Examples of drama
games are mirror and freeze.

3.2 "Role-playing refers ta activities that students;act out small scenes
using their own ideas and information on role-cards. In role-play, learners are
usually given information about their roles which can be a person or a job title.
Those roles are typically printed on role cards. Learners have to take a little
preparation time and then meet up with other students and use their own ideas
to act out a small scene based on the role given.

3.3. Improvisation is the group activities that students, one by one, will

improvise the scene in response to suggestions involving key words suggested
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by the teacher, until the whole scene and possible story take on a life of their

own. It allows freedom for students to act out the scene without any

preconceived plan. There are two kinds of improvisation which are spontaneous
and prepared improvisation.

3.4. Simulation is problem solving activities simulating real life situation

ves or in social roles. It is the large-scale

& students have to use their own

experience to th ulat|on Simulation is generally

with the students playing as

role-play mvolvmg d

divided into t the participant necessary

information, th e follow-up work.

School, Prince of Songkl ) who enrolled elective course,

Iy
OIIC

language instruction wh|ch ofal communications abilities

in language learning and otherQlated aspects.

e RV

ﬁ researchers who are‘mterested in“this area can use' the results of the
study forithei

|
as well as their motivath
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Chapter 2

Review of Literature
| Drama-based instruction

A. Drama in language learning

The concept of using drama for the purpose of language learning and teaching
is not an innovative classroom practice (Bangy2003). Drama in language education has
developed from drama in_education, which was introduced in the 1950s and 1960s in
the UK and Australia (Yoshida,4996). The use of drama as a tool in education is widely
known by Dorothy Heathgote,  the edqcator who developed the approach which
emphasizes on creating anfimagingd drérlnatic context where learners are empowered
by making decision (Heatheote and Boltqf[i, 11_995). However, it has only been the last
thirty years or so that drama’s a‘pplicabfﬂj[yr as a language teaching techniques to
enhance oral skills has used World-.wi:-de (Smttf} 1o84).

Drama in education us_g_aldly-(—involv!eg;ﬁﬂ? entire class playing their roles and
improvising in an imagined _Qo_ntéxt (Boq@{-ﬂjf_r_ites et al, 2007). Anderson (2004)

indicates that inste_aéj_ of limiting learning in the conteg&__of classroom setting, the

pedagogy of drama 1"ﬁ""e_ducation provides learners with opportunities to practice in as-if
world. o -

Drama ,is: viewed. as "an_effective tool. that. could help teachers create more
experiential learning“tasks ‘and proevide ‘leamers with purposeful and contextualized
activities (Wheeler, 2001). Whereas most traditionalelassrooms highlight the importance
of teaching limiteditypes! of languageliused, drama, jon the other hand, provides an
opportunity for learners to experience the different use of languages in various contexts.
Besides improving learners’ oral communication skill, drama also enables learners to be
aware of different linguistic features (Stella, 2004).

Scharenguival (1991 cited in Stella, 2004) proposes three important values of

drama for language teachers as follows;
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1. Drama is an outstanding teaching technique used for eliciting
autonomous interaction in speech.

2. It arouses learners’ senses of awareness and interest, and motivates
them to learn by providing the most effective incentive.

3. Drama by its nature concerns learning by doing and can help learner
to learn to use language in situations, where they have to communicate by using
the wholes self: both verbal and non-verbal communication.

With regards to drama-and secend language learning, many recent research
suggest the reasons whysdrama-has been successfully used in English as a second
language learning environment (Dodson,‘,|2002; Lui, 2000). Drama within an ESL context
can increase written and communic_ative‘: skills, motivation to learn and, socio-cultural
understanding of the target language: %hese studies suggest that drama create a
positive learning environment that ;)romoté_s Jé:ollaboration between each member and
encourage students to participate Iihguisti_&;ﬁéj!jf emotionally and intellectually (Bournot-
add v ol

Trites et al, 2007). —
- s ,-_:j",l

B. Definition of drama-based instruction <~

Drama based '[hsimcﬂanjs_an_explgtamndﬁxpé‘riential approach to learning.
San (1996) defines it as an instructional method for aIIovvi"n'g,;’ students to improvise and
construct a meaning of a word, a concept, an idea, an experience or an event by the
utilization of theatreitechnigtiestandithelplay-processes:

Ozdemimiand Cakmark (2008) note that drama-based instruction is an
instructienal ggmethed whieh ~eany assistplearners, develop~themselyes in various
dimensions’ by interacting with others, being active "in educational “and instructional
process, being able to express themselves, being creative and perceiving life from
many perspectives.

Heathcote and Bolton (1995) defines drama-based instruction as the application
of drama process as an alternative way to teach variety of subjects or to be added to a
school’s curriculum. From their views, the goal of drama facilitators is to provide a safe

space for a group of learners to create shared meaning by exploring topics through
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imagination.

To conclude, drama-based instruction is an instructional method which aims at
using the theatre techniques in helping learners to develop their capacities in various
dimensions by allowing them to improvise and construct a meaning of a word, a

concept, an idea, an experience or an event.

C. Principles of drama-based instruction

Drama-based instruetion is a pj:dagogical method focusing on the learning
process of the participantwrather.inan polished perfermance with an audience. Drama
based instruction provides” opportunities for students (0 take risk in their learning without
fear of punishment, to_face and deal yvithl.htf.man issues and problems, and to reflect on

the implications of choige apd decision tr;ey may. make in the dramatic context (Farris

and Parke, 1993). - )

The scope of drama-based instru_’c‘ﬁbh’ may be briefly explained through six
' )
learning principles (Ula, 2008). — ‘r“ .
1. A student learns meaningful content.

2. Leaming occurs as a résult of a student’s interaction with his

environment. k
3. The rqbre sensory organs a student uses_,rwhile learning, the greater
the retention of the |essons.
4. Astudent learns best by daing and experiencing.
5. Effective participation is important.in learning emational conduct.
6. Learhing becomes easieriand more permanent in‘educational
environments where there is more than one stimulus.
According to the principles of drama-based instruction, it is obviously seen as
the learner-centered approach as it provides chances for all learners to take risk in their
learning and interact with their classmates without lots of pressure from the teacher. The

engagement of learners in the drama activities is a must; therefore, they can learn

through experiencing and interacting with their environment.
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D. Phases of drama-based instruction
Typically, drama-based lesson plan consists of three parts: introduction,
development, and quieting (Heining, 1988).

1. Introduction part. In the introduction part, warm-up activities are used
as the way to lead everyone ito a relaxed mood, ready to work together in
harmony, trust each other and also have fun. Cotrell (1987) suggests that at the
beginning of the lesson, studen;s need. to=shift the gears and recharge their
imaginations so thatthey can be ready and confident for the rest of lesson.

2. Develepment part In the development'part, make-believe environment
is created in which students are p)lre}ending as if'something is happening and/or
as if be someohe. Make believé lplay brings a metaphor which is a link
constricted between the tobib of théjé;sson and the real life.

3. Quieting part: i the quieﬁ;ﬁg Phase, the key points of the activities are
summarized. Students can ’r'é”view Wﬁr;f they have learnt by answering or solving

s s Jd
el

the questions which are raised by the teachers, or presenting what they have

te)

learnt by an improvisat{oﬁthét require’é'tﬁqe IJSG of knowledge learnt.

In this resear-_c_ﬁ, all three phases were included in Féf_ll_-llesson plans. Besides that,
oral communication strétegies to be used before speaki_hg, while speaking, and after
speaking, were introducedand added in those lessons in order to enable learners to
use appropriate| learning strategies in | developing their loral communication skills
(Weaver et al., 1994). The details about oral communication strategies were discussed

later in this chapter.

F. Drama Techniques

Drama technigue is an improvisational, process-centered form of drama in which
participants are guided by a leader to imagine, enact, and reflect upon human
experiences. The leader guides the group to explore, develop, express, and
communicate ideas, concept, and feelings through dramatic enactment. In drama-

based learning, the group improvises action and dialogue appropriate to the content it is
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exploring, using elements of drama to give form and meaning to the experiment
(Heining, 1981).

As drama activities have been adopted for years by foreign language teachers
throughout the world to bring authentic and/or enjoyable language practice to the
learner who is deprived of the target language environment in society, school or home.

Many researchers define and categorize drama techniques in different ways
based on their implementation and fields of studics.

Maley and Duff (19883) Categoriz%drama—based activities as follows:

1. Role-playing: I is when the learner is asked to play the part of
someone elselLearners: will be-lprovided the detailed information about the
person they arefto play and the sitoa’tion they are in.

2. Simulation: 1t'is when-the learner is to play themselves, but in a
situation which is pre—determined '.f, '

3. Interpersonal act/wty It |s’when the learners share their knowledge

about themselves as people with each other
42 hd

Scrivener (2005) pomts out that there—are six types of drama activities commonly

-] g -

found in English teaching classrooms, drama games, role-playing, guided improvisation,

simulation, acting pLgy scripts, and prepared improv}xsed drama. Holden (1981)
introduces five types ofi drama activities including mime, role-playing, extended role-
playing or improvisation, ‘simulation and language games. Dougil (1987) divides drama
techniques into introductory gxercise, mime grole-playing, impravisation, simulation, and
script. John (1987) categorizes drama techniqugs. into six types which are games,
mime, role-playing,improvisation, simulation, and starytelling.

Although drama techniques are defined and utilized differently, these following
drama-based activities, commonly used in language teaching, are addressed by the
majority of researchers.

1. Drama games
Drama games refer to short games that usually involve movement and

imagination. They are not categorized as staged play but a dynamic form in
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which learners explore their minds and the world around them. Drama games
allow learners to use their play-acting i.e.in sensory games as a delight way to
discover the freedom, creativity, and expression of living.

2. Role-play

Reber and Reber (2001) define role-playing as 1) The acting out or
performing of a particular role and 2) The acting out of the role one perceived as
properly characteristic of oneself. Inirale-play, learners are usually given some
information about roles-which can be a-person or a job title. Those roles are
typically printed.enrole cards. Learners have totake a little preparation time and
then meet up with oiher. studentsi to act out a small scene based on the role
given by usingstheir.own ideas. The’,aim of giving role cards is to offer students

opportunities togpractice specific-part of language which might be grammatical

\ &

points, functionalfareas; lexical gfgurps, etc. Students will certainly need an
adequate amount of time fo prepare both ideas and language before tackling a
i " ] F‘
ald v ol
role-play. In role-playing, students €an,perform the role of their own choice
P anod Lt o ]

based on their understanding toward@éch role.

ol [t -

3. Imprevisation -

Improxﬂéation is used to allow learners to Lj:iderstand the character they
are playing and how they feel. It'is a group activity allowing freedom for learners
to act out a sceneawithout any preconceived plan. Students, one by one, will
improvise theiscenein response to suggestions involving key words suggested
by the teacher, until the whale scene andepossible story take on a life of their
own!

Hayes (1984) states that basically there are two kinds of improvisation
which are spontaneous and prepared improvisation.

3.1 Spontaneous improvisation: It is an open-ended process
initiated by the teacher. The aim of this kind of improvisation is to help the

students to discover the meaning behind language and behavior. A situation will
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be presented by the teacher and the students have to face the challenge to
respond and interact in appropriate ways.

3.2 Prepared improvisation: It is when the group is making up a
play. The play should have a beginning, a middle, and an end. The scene will
start with a basic theme or situation. Then, during the process of the
improvisation, the group will develop their ideas, select and organize them into a
structure which will be.communicablesto.others. After finishing the process of
theme-choosing, therewshould be discussion of the implementations of the
theme, preparationrin small groups and finally apresentation to the whole group.

4. Simulation \

]
Simulatien is,an oral communicative activity involving decision making, in

which the participants may actas ghemselves or in social roles (Bygate, 1993). It
is really a large-scale roIe—b:Iay. It i:'élvlv;hen the participant is to play themselves,
but in the situation/which is ;'pre—de't;é'r'rﬁined (Allan, 1983). Role cards are often
used but it is also provid‘e,d’ '\_/?/ith a Ié.frfi:i'f;ﬁgﬂther printed and recorded background

information presented in.the form oﬁéwspaper articles, graphs, memos, etc.

[ el

which may .came at th-e'beginningi of the simulation or appear while the

simulation is uﬁfolding, causing all participants to téke notes of the new data and
possibly readjust their positions. In doing this, students have to utilize the
materials_given wisely so that theyican use them as a clue to perform the
simulation.

Herbert and Sturtridge (1979) prepose that simulation is generally
divided inte| three [phases:. a. stage for. giving™ the| participant necessary
information, the problem solving discussions, and the follow-up work.

1. Giving the participants necessary information: In the first
stage, the participants are introduced to the facts about the background
information. Then they will read information sheets to build up a fuller
picture. Each group will be formed with a chairman and each group

member will be given different role card.
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2. The problem solving discussion: After necessary information is
given, the simulation groups then try to resolve the problem, starting from
the positioned outlined on their role cards.

3. The follow up work: In the last stage, participants will report

the result orally or in writing.

The following diagram describes all three phases.ef simulation.

Figure 2.1: The structure of @ simulation

Phase 1
Information input Linguistic input
-Language work'based onithe task: =« |- Classroom practice of the language
-The role cards (if#any) - of discussion and essential lexis
-The background ta'the task
N ] iy 4 ' 7
N\ | i /
h 4 ol v
Phase 2 —,
Sub-group discussion
Discussion of the task
\\
\
\\
'l
Phase 3
Follow-up Follow-up
Faadbatk and evaluatioh/séssion Further work arising from the discussion

immediate remedial'work /

Sourcer Herbert and' Sturtridge (1979)
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The description of each drama techniques is summarized in table 2.1 below.

Table 2.1: Four main types of drama techniques commonly found in English language

teaching classrooms

TYPES

DESCRIPTION

Drama games

They are short games that usually involve movement

and imagination.

Role-playing

Students acioui'small scenes using their own ideas or

from ideas and information on role-cards.

Improvisation

A scene is wimprovised. Students perform the
spontar'ieous improvisation based on the roles they
Ch(_)__ose.:_ Ihey have to use their creativity as well as
probiemjl§olj\_/ing skills to act out the scene without pre-

!

planningfljhe teacher might suggest some key words

“fof students.
i " ] F‘

Simulation

o i

; ThI—S 's really a decision making activity. Role-cards

ate norma@s.ed and there is often other background

o

information as well. Studénts have to discuss as a

group in order find the sc;tu’tion for the topic given.
They have to bring their.own experience to the

portraying 'of roles_in simulation.

Source: Adapted frofm Serivéner (2005)

All drama technigues discussed above provides opportunities for learners to use

language to communicate with other students. Outstandingly, learners have to practice

their oral communication abilities through various kinds of drama-based activities. In

addition, they have to work cooperatively with their peers and group members in order

to discuss, negotiate, exchange information, and accomplish the goal they plan. Thus,

these types of activities can be claimed as the effective way to promote learners’ oral

communication abilities. Interestingly, these drama techniques seem challenging for
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learners because they have to write and perform according to the topic of their interest
and complete the tasks. Additionally, some drama techniques like drama games can
create the supportive learning environment and bring satisfaction and enjoyment to

classrooms which can motivate students to learn language.

F. Methods used in drama project
Hayes (1984) proposes the method used in a drama project as follows.

1. Choose situation: Thg teacherwand students choose the situation
which is the mainstheme of the project:This will lend itself to dramatic
interpretation andinvoives lots of interaction with'the students.

i
2. Setghe seene Students will be asked to describe and discuss the

scene. - -

i
1 -

3. Allocate'roles: Ro'I:es may:fbe' devised by the teacher or, if students feel
confident, they candevise'they ovvn'::“x‘ 5

" )

4. Role ,ore,oarat/'oﬁ:"Studeﬁfostydy their roles in order that they can
¥ ik e s ‘_:1‘_.1

begin to identify more compietely with the personalities behind the roles and

o

moves towards, characterization.

5. D/réct students through /mprovisationg,-_’;];he interaction scenes will
have to be carej_ul controlled by the teacher to av_éid having everyone talking at
once. At this stage,steachers shouldgnot stop the action to correct grammatical
errors but aim for clarity ‘of 'speech. and feed in any language that might be
appropriate. During the first improvisation either record it on, tape or make notes
of the dialogue:

6. Shaping and editing: In this stage, the teacher will discuss with the
students how to make the play more dramatically effective. The action will have
to be carefully plotted and a structure imposed.

7. Scripting: Once the structure has been agreed, the play can be

properly scripted. This can be done by the group or by the teacher.
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8. Staging: After the first reading of the completed script, the play should
be staged and the actors’ moves and business worked out.

9. Developing character: In this stage, another group discussion would
be useful to consider ways of developing characters.

10. Rehearsal: When the students are completely familiar with their roles
and the action of the play, they ean begin to learn the words and the play can be
rehearsed until the performance stage is reached.

11. Performanee: Students show-their performance to the teacher and
other audience.

In doing drama=based project, tlhese methods ‘were used as a guideline to
complete the project. lifis inieresting __that]egrners play an important role in most stages
since they become involved in the planF;rng writing the scripts, and performing the
drama activities. In this study, the researcl'")er utilized these methods in the final project

in investigating whether these learner Cente‘red methods could help learners improve

their oral communication skills and xncrease thelr motivation in language learning.
Py - 'JJ

G. Roles of teachers and-students irf;ﬂréma—based instruction

Roles of teachers

It is ébparent that the roles of teacher in- d,r’ama—based instruction are
greatly different from of the teacher in the traditional language classroom.
Heathcote (1995) statesithe] role «f teachers™in<drama-based instruction is
facilitators. Instead of teaching language through the traditional transmission
from deachers toystudents;=a partnershipsbetween teachers-and students should
be ‘established "and students “should be "‘encouraged’ {0 "take on their own
responsibility for learning.

Borge (2007) suggests that the roles of drama-based foreign language
teachers should be the following;

1. Facilitator: The teacher should promote the process of

communication between learners, and between learners and the given
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tasks. Teacher may supply relevant materials to enrich student's

performance.

2. Independent participant. The teacher should act as an
independent participant observing all actions occurring in the language
group.

3. Counselor: The teacher should assist learners in case that they
need some help to cope wiih difficulties they've found during the
communication-process.

4deManager (or producer-director): The teacher has to set up and
organizationalfframework f,lor communicative activities.

In addition, JHolden (_198‘1_)’,suggests that teachers must present the
scenario or idea Clearly, orgaﬂize;any preliminary works, and ensure that each
learner understand their -.responglibli;lities in the process of drama-based
instruction. The tea€her is also res_"fién’éible for directing the discussion which
follows each scene by‘ask'[ﬁg stua‘é%t%,‘some questions. Students should be

encouraged to describe ’vvha_t they h@‘—done and explain why they chose to do

gl

something in a,particular-wéy.

Roles of students
Learning through drama-based instruction, it is essential for all learners
to participate actively.in all drama-based activities. Student will be engaged in
different roles.from working(as a bigegroup,(to small group and then perhaps to
work in pairs to explore the dramatic werld in various gerspective, and to

develop their language proficiency (lliu, 2002).

To achieve the goal of implementing drama-based instruction into classrooms
effectively, it is vital for the teachers to realize their roles in facilitating learners with
available materials in meaningful contexts, observing and supporting their learning,
providing learners with useful advice, and setting up the activities which are useful for
learners to practice their communication skills. Besides realizing their own roles, the

teachers have to help learners to understand their roles in learning through drama-
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based instruction and encourage them to get involved in their learning process actively

instead of being a passive listener.

H. The advantages of using drama techniques
In the book Drama techniques in Language Teaching, Maley and Duff (2005)
state the significance of drama as fO||OWS'
1. It integrates lan ctivities naturally. Spontaneous verbal
expression is mtegral & reas careful listening is also a key

feature.

2.1t integr bal aspects of communication. It
restores the bala nySi and i ctual aspects of learning.
3. It drawsgtip 1 cogl tive domains so it can restore
4. By f erent contexts, it brings the

classroom interac ife, '_ on meaning.

expectancy ge |- c - ﬂ

7.1t transfers the emphasis of main responsibilities from the teacher to

'eamerﬂUEJ’WlEJWﬁWEJ’]ﬂ‘ﬁ

t encourages an open exploratory style of Iearnlng where creativity

QETR AN T

9. It has a positive effect on classroom dynamics and atmosphere, thus
facilitating the formation of a bonded group, which learns together.

10. It is an enjoyable experience.

11. It is low-resource. For most of the time, all you need is a room and

audience.
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Heldenbrand (2003) says that the benefits of using drama techniques are as

1. Drama is fun: A fun class can lead to the improvement of the learning
environment. Generally, learners prefer the enjoyable learning process and
drama provides them with knowledge concerning the use of language as well as
satisfaction and enjoyment in language learning. Mordecia (1985) also points out
that the combination of drama activities with learning a second language can
create a fun along with enrichingjnd purpeseful experience.

2. Dramawis™a relaxed and informal way to learn English: Instead of
learning through a.general tqlxtbook dialogue which is only one way

communicationrand . dogs not__proi/iqe the freedom for learners to express their

ideas holistically, drama allows-them the freedom to think and perform. Through

i 4
\ &

drama-based insiruction, Commun‘r@ation pecomes more informal and learners

can remain enjoyably relaxed. = 5
i " ] F‘
s o ) .
3. Drama helps to:-fearn new vocabulary and expressions in the proper
d & Lol o .1_;'

environment. Drama helps I_eamers {0 extend, retain and reinforce vocabulary

-] - -

and sentence) structure Vth'rough drama activities, such as role-play and

Communioatioﬁjgames (Sam, 1990). In addition, giama can enhance learners’
sensitivity and imagination which makes learning more realistic and meaningful.

4. Drama‘helps in proper pronunciation and intonation in English: 1t is
interesting for thelteacher to use wonds and|expressiong found within the drama
scripts to highlight particular phonetic sounds and assist with correction on
pronunciation and proper pronhungiatian.

5. Drama builds confidence in the learner’s ability to speak English: As
the focus of drama-based instruction is not on exact speaking, but on enabling
learners to communicate, learners tend to be more confident to use English to
communicate with others. Additionally, since learners are provided with a wide-
range of activities to get involved, their confidence in speaking can be greatly

developed.



26

6. Drama motivates students to learn English: It is noticeable that drama
has enabled learners to take risk with English and express themselves in various
ways. Motivated students can also expand their excitement in learning English to
other students in the classroom.

7. Drama builds a better understanding of culture: Through the use of
drama activities, cultural elements can be explained and understood. Learners
tend to strengthen their understanding.about the relationship between the
language and its meaning when t_pey are-familiar with cultural learning points.

8. Dramasremoves .ithe focus on the English textbook: As the goal of
language teaching is#o lead IearTers to use language in real situations instead

of the memorization of textbook diélggues, the drama activities such as role-play

and simulation .are effective 'metheds for learners to used language learned

L A%

within the textbook. ‘ J

ol

9. Drama involves the whole person as a total physical activity: Learning
. £
ald v oll ol ok

English through drama-based activities involves a kinesthetic, emotional, and

J- £l
experiential approach to Ieafning. Tﬁ learners can develop their physical and

-] - -

mental elements from pa-rtiéibating in dfama—based_activities.

According to the studies of Catterall (2002), the results reveal that drama is a
beneficial learning approachsfor students ofivarious ages and within diverse contexts.
These benefitsiinclude:

1. Development of social skillsy, Through drama-based activities,
learners can'develop their,social, skills because the participation and interaction
between each learner is required.

2. Improvement of expressive language skills as well as reading skills:
In class time, learners have to use language in expressing their ideas and
feelings and read the scripts for the understanding of the characters. Thus, both

speaking and reading skills can be improved.
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3. Increased imaginative play: In the stage of scripting and performing,
learners have to develop their thinking about each character and perform based
on their imagination. This can lead to the improvement of imaginative skills.

4. Development of literacy: In doing drama-based activities, learners can
improve their literacy and they can practice their main four language skills.

5. Development of mental images for stories: This mental development
relates to comprehension skills, improvement of student engagement in learning

as well as higher-orderthinking skills.

Lui (2002) suggestssthatsthe advantage of drama in second or foreign language
classrooms is that it gfocuses /on i]nteraction aiming at developing learners’
communicative competenée. Ihstead of léa?‘hing from the dialogue presented in routine
classroom, drama-based [astruction offers":ja greater potential within a context of drama
where it is more contextualized in ar_theme’::q_f meaningful’and authentic communicative

events. A ¥/

= .J'!J

lll-"

In conclusion, besides developing communicative competence among students,

el

drama techniques have a great potential in increasing their motivation in language

learning. The variety. .(ar)d expectancy generated by actiﬁ/ities can foster and sustain

learners’ motivation in_language learning. Additionally,_satisfaction, enjoyment, and
challenge from doing drama-based activities' can be effective incentives to motivate
learners to learn. Interestingly, itis noticeablé thatidrama techniques could help learners
to construct their own knowledge from what they have done and rétain what they have

learned through theydrama activities:

Related Studies

Many researchers introduce the use of drama techniques and some have
implemented drama techniques in their classes. Wright (1984) points out that the
curriculum concerning drama techniques will help bring learners to a comfort level with
drama. Once this is achieved, they will find many opportunities to use drama in their

classrooms, both in formal drama periods and during self-access learning.



28

Ozedemir (2007) conducts his research with 78 the Grade four students
attending the Primary School Teacher Education Program at Elementary Education
Department of Faculty of Education, Kirikkale University. The effects of drama education
on creativity of prospective classroom teachers were examined. The results from this
study reveal that at the end of the Drama Course, the scores of creativity test that
participants took increased to some extent in all of the dimensions of creativity test. The
researcher also suggests that drama should beanessential part of all teacher programs
and it is recommended that mere reseagch should be conducted and focused on the
effects of drama on students™ varieus intellectual skills'and attitudes.

Ulas (2008) conductsshissiticly wilth two groups of fourth year students teaching
an elementary school in'Turkey . This stud;_/ a}_ims at determining whether native language
teaching course that uilizing creative-drama actlvmes are more efficient in developing
oral communication skills than tradmoneflly native language teaching course. The
findings show a significant dlfference between ‘the experimental group’s and controlled
group’s oral communication sk|lls It can be assumed from this study that the application

42k
of drama activities using natlve language mstruotlon improved development of oral

communication and pronunC|at|on skills when Compared with traditional teacher-

centered method.

There is evidence that using drama as a tool in teaching language as a second
or foreign language can develop learnersiipositive attitude towards participation in
drama activities. |Stern ((1984) conducts a survey, with 24 EEL jearners and the results
show that drama activities had improved pronunciation, intonation and ability to express
themselves. All participants| reported the increase,of self-confidence"and feeling less
embarrassed when using language to communicate with others. They also enjoyed the
activities, especially improvisation, and were motivated to continue participation.

Bournot et al. (2007) compare the results obtained from two groups of students:
the library group and the drama group. Students in the library group learning through
structured and teacher-centered environment, saw the teacher as the source of

knowledge. On the other hand, students in the drama group who learn under student-
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centered environment showed signs of higher motivation and enthusiasm than the
library group. In the drama group, students gradually built their senses of intrinsic
motivation and show a higher desire to learn language than the library group.

Catterall (2006) conducts a study with 71 students in USA who engaged in
School Drama Project activities and 84 non-participating comparison group of students.
Students learning through drama in the Schaol Project showed significant gains in most
domains which are: ability to work in group, preblem resolution skills, awareness of their
own thinking process, and attitude about drama«They also increased self-efficacy and
positive opinions towards«acting.ana performing.

O’ Gara (2008)~eonductsa qualit?tive study on the effectiveness of drama as a
teaching tool in teaching language tensesi_. Ihe sample of this study is composed of four
classes with twenty-tweo students in eaeh class The findings reveal that teaching
language tenses through drama was moré effect|ve that using traditional methods. In
addition, it is reported that Iearn"ing throu'g’-h drama increases attention levels in the
intervention class and create a more ~active and enthusiastic learning environment which

42 hd
is the evidence of increased knovvledge retentron

-

In addition, there are some research stud|es on the/ relat|onsh|p between drama-

based instruction an_d foreign language. Aynal (1989) Qompares the drama-based

instruction with teaching through lecturing on third graders’ learning English vocabulary
and imperative sentencesiwThe results reveal that drama-based instruction has
significant positive effects onistudents’ achievement.

In Thailand, there are studies concerning. drama-basedainstruction and the
implementation oflsdrama techniques .in \teaching different 'subjects. In language
teaching field, most of them aimed at investigating the effects of using drama
techniques on students’ language proficiency. Ruangsang (2003) studies the effects of
role play on interpersonal communication of Grade four students and the result showed
the improvement of interpersonal communication of the experimental group. In Thai
subject, drama is used to promote students’ abilities in using Thai words and the results

of this study indicated that the group learned by Dramatic Plays had higher scores in
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using Thai words and learning retention than the group learned by Dialogue Reading.
Another research conducted by Posriprasert (2002) presents the development of
speech improvement program for early childhood teachers through drama techniques
which was based on Dramatic Arts as aesthetics and ethics which aimed at raising
human consciousness. The results present the positive improvement of the ability of
speech articulation and sound level of ithe experimental group. Hemchu (1991) studies
the effects of using drama techniques ‘as’ English co-curricular activities for upper
secondary students and surveyed students” opinion towards the techniques used. The
results shows that dramastechnigques were suitable forthe English co-curricular activities
which are the additional activitics organizled in order to enrich students’ abilities in out-
of-class language learhingsand sup_port‘: upper secondary students to improve their
language learning. These results go annLg with Tawisuwan (1993) who points out that
drama-based activitiess are suitéble f?'grl; training English speaking skills for
communication and they can enhance Engl_ijéﬁ speaking proficiency.

In accordance with the (esé'_a”rch dis:ér.a'é:sed above, it is noticeable that there are

Lo
lll-"

only few studies concerning the effects oﬁéing drama as the educational tool in

el

language learning, especially on oral communication abilities of students in upper-

secondary level and-{hieir motivation in language Iearning,{‘StudieS in Thailand focus on
using drama-based instruction as a median 1o increase learners’ language proficiency,
the improvement of speakinguskills and pronunciation in particular but none of research
conducted in [Thailand pays close! attention | on | using |drama-based instruction in
promoting students’ oral communication ability aleng with their metivation despite the
fact thatiit can provide®ots of opportunities for learners to Use language| in a supportive
learning environment which can motivate learners to learn effectively. Based on all
studies reviewed, the researcher would like to study the effects of drama-based
instruction on students’ oral communication abilities and motivation in language

learning.
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II Oral communication ability

A. Definition of oral communication

Oral communication involves all abilities necessary for the effective expressions
of ideas and feeling in oral form. It is defined differently based on the researchers’
beliefs.

Mackey (1965) states that besides involving the use of the right sounds in the
right patterns of rhythm and intonation, oral_e6mmunication concerns the choice of
words and inflections in thesright-order to:convey-thewright meaning.

Ammer et al. (2005) say that oral communication is the process of an individual
using verbal and nonverbalexpressions t@p generate meanings within and across various
contexts, cultures, channels, /and; media. It can enhance the effective and ethical

_—

practice of human communication. -, ] v

Mead and Rubin (1985) define or;l communication as an interactive process
which an individual alternatively- !‘F%kes thi‘(da;t__‘rc-r)les of speakers and listeners, which
includes both verbal and nonverbal expressidﬁég}

To sum up, oral communication eit’:ai_litz_i,s an individual's capacity in using

language to communpiCate orally. Oral communication abilijty in this study will focus on

students’ abilities in Using English to express their ideas 'aﬁd feelings with appropriate
verbal communication @nd abilities on utilizing oral commtnication strategies to develop

their language learning:

B. Principles.of teaching, oral communication ‘skills
Bailey: (2005) stggests' the principles of teaching.eral communication skills of
students as follows;
1. Plan speaking tasks that involve negotiation for meaning
By implementing speaking tasks which require learners to negotiate for
meaning, teachers can provide students with valuable opportunities to practice

and develop their oral language. Information gap may be useful technique for
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enabling students to select the right vocabulary, apply grammar rules, and
pronounce words carefully.
2. Design both transactional and interpersonal speaking activities
Oral communication ability is beneficial for interpersonal and
transactional purposes. Interpersonal speech involves communicating for social
purposes including establishing fand maintaining social relationships while
transactional speech concerns communicating to get something done like the
exchange of goods. Students need to-practice their oral communication in both
transactional andwinterpersonal settings. So,-it is vital for the teacher to
implement the elassroom activitiesI which embody both purposes.
3. Personalize ihe conhtent of _spea;_k/'/gg activities whenever possible
Personalization relates~io :lt-he process of making activities match the
learner’'s circumstance, goéls, ancilirlm;terests. The teacher can personalize the
exercise by building role<plays aroi';j-h'd"*situations suggested by the learners or
other speaking activities‘wh’i'_cnh learn:e‘,r;:s‘ are interested in.

Lo
lll-"

The principles of teaching oral communication skills discussed above are

el

beneficial to use as a guideline to select the abpropriate teaching approaches covering

all principles to teach.&tudents in upper secondary Ievel.ﬁom this view, drama-based
instruction seems to be a good choice for the teacher since it provides numbers of
speaking tasks, emphasizes=en negotiation fér'meaning, involves both interpersonal and
transaction activitiesssuch asrole-play or simulation} and offers speaking activities which

students are interested in.

C. Strategies-based instruction (SBI)

To help students become successful in their efforts to communicate effectively in
foreign languages, the teacher has to teach them various strategies. The main goal of
teaching oral communication strategies is to help learners to get the message across in
the target language despite the gaps in target language knowledge (Cohen et al.,

1996). The use of appropriate strategies can promote the greater success in teaching
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oral communication. Weaver and Cohen (1994) states that there are considerable ways
to teach strategies and strategies-based instruction (SBI) is viewed as one of the
interesting approaches which encourage learners to experiment with a wide range of
strategies and develop their oral communication ability.

Strategies-based instruction (SBI) is a learners-centered approach which
focuses on two major components: 1) students are explicitly taught how, when and why
strategies can be used to facilitate and /imbreve their language learning and 2)
strategies are integrated into everyday gassroom language tasks (Cohen et al., 1996).
The main goal of strategies=based instruction is to help foreign language learners raise
their awareness aboutthe ways in Which-lthey can learn more effectively, ways in which

they can enhance their own Comprqhenéiq,n and production of target language, and

ways in which they can.eontinug to learn-en‘their own.

L A%

Oral communication strategies i

Weaver et jal. (1994) compile the oral communication strategies as

ol
follows; — Jﬂ .
i -t :1‘_.1

1. Before speaking -

el

1.1. Lower learners’ énxiety: The techniques to lower the anxiety include

deep breathi-néf‘, positive self-talk, and relaxation teébniques.

1.2 Pregére and plan: Planning strategies éan help learners develop and
use forethought. During the planningiprocess, good learners will think about how
they are going to. approach and carry out the task. In the stage of preparation
and planning, these followinggstrategies cansbe used:

1.2.1/Indentify.the goal and purpose of the task:

1.2.2 Ask for clarification of the task.

1.2.3 Activate the background knowledge.

1.2.4 Relate the task to a similar situation, make associations.
1.2.5 Predict what is going to happen.

1.2.6 Predict the vocabulary, make word maps, groupings.

1.2.7 Predict the structure (grammar).
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1.2.8 Transfer sounds and structures from previously learned
material to the new situation.

1.2.9 Predict the difficulties which might encounter.

1.2.10 Plan the responses and contributions.

1.2.11 Prepare a general outline (use notes, keywords, or draw

pictures).
1.2.12 A/ﬁ if it is a group task
2. While speak/ng

2.1 Fe se following strategies are

recommended

22 Bg' involvec J this stage, learners will
2.2 1=listen to the @onversation partner. It is beneficial for

bk 2 We'le&] ol & Béabior) e pariners use i e

OWﬂ response.

q W’] a ‘ﬂﬂc@:@ﬂ%ﬂ%ﬂ@ %&lgq a El)lete the task.

2.2.3 Anticipate what the other person is going to say based on

concentrate onﬂeir conversation.

what has been said so far.
2.2.4 Emphasize what the partner says and try to be supportive
and helpful.
2.2.5 Take responsible risks. Speak when it is appropriate, rather

than keeping silent for fear of making mistakes.
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2.3 Monitor the performance: These following strategies can help
students to monitor their performance while they are speaking:
2.3.1 Monitor the speech by paying attention to vocabulary,
grammar, and pronunciation while speaking.

2.3.2 Self-correct when making a mistake.

abulary.
/y/ing strategies i.e. circumlocution,

234 C
w , getting helps, using cognates,

synonyms, g@whi
| — . e ————

making us

2.3.3 Activate

sage. If the learners cannot
uld communicate it simply.

ers know the words.

strategies are recommen

s

ave learned. Summarizing

s with posm/e self-talk for completing the

task. ]

AU ) IS WL AR T ot conto

the task and how wellthe activity was,accomplishedg »

AW Qg blaioink 11216 &

3.1.4 Share with peers and teachers.

3.1.5 Be aware of others’ thoughts and feelings.
3.2 Plan for future tasks: It is necessary for learners to use some
strategies for planning their future tasks.

3.2.1 Plan for how learners will improve for the next class time.
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3.2.2 Look up vocabulary and grammar forms learners had
difficulty remembering.

3.2.3 Ask for help or correction.

3.2.4 Work with proficient users of the target language.

3.2.5 Keep a learning log.

In this study, strategies-based instruction was included in the lesson plans in
order to provide students with necessary oral cormmunication strategies to enhance their
oral communication abilities: These strategies-were added in each lesson in all three
phrases of learning; befere'speaking, while speaking, and after speaking. Although the
main focus of this research was on using-ldrama as a medium of instruction, the addition
of learning strategies enabled students t&_) develop theirewn oral language and select

their appropriate strategies to help theirlearning in various contexts.

4

o

D. Corrective feedback: = « oy
' )
To enhance studentstoral communlda?ion ability, the teacher has to play a vital

i snnd Lo
role in giving some correction to learners abei;t%"[ﬁe errors that they made when they did

o
§

a conversation in the_speakih_g'—-cléss. The ' correction given by the teacher may be

various in different s-_i_tﬁatlons. Lightbown and Spata (1995??)__-define corrective feedback
as the indication that thé teacher makes in order to help ihe learners perceive that their
use of the target language is incorrect. The corrective feedback provided by the
researcher can‘help learners improve their oral communication ability (Milani, 2009). By
giving corrective feedback, learners tend to be able to correct their error and they do
not do those mistakes again.
Types of corrective feedback
The corrective feedback can be explicit like grammatical explanation or
implicit. The example of implicit correction is that confirmation checks,
repetitions, recasts, clarification requests, silence, and even facial expressions

(El Tatawy, 2002)
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Lyster and Ranta (1997) categorize the corrective feedback given by the
teacher into six types; explicit correction, recast, clarification request,
metalinguistic clue, and repetition.

Lyster (2002 cited in Nipaspong, 2007) categorizes corrective feedback
into three main types which are explicit feedbacks, prompts and recasts.

1. Explicit feedback: It is the explicit provision of the correct form.
It includes explicit correction and: metalinguistic feedback. Explicit correction
refers to the teacher's feedbacki, providing“the correct form by indicating what
the learners saidewas in.ecirect. While explicit-eorrection provide learners with
the correct form™at _hand, metalilnguistic feedback will give the clue to help
learners achieve it. It includes sgequic grammar information that students can
refer to in case that they/make-an i;lrcorrect answer.

2. Prom,ots:‘:It refer:‘;§ jf-o a set of interactional moves that the
teacher uses to lead students’ attenﬁéh to the language form and enable them to
improve accuracy of th.eirdh—on—tardé%:fgyﬂtput (Nipaspong, 2007). Prompts are

consisted of four main technigues w@'—are;
2.1 Clarification requests: . The teacher asks a student to

rephraéé the utterance by using phrases E}se “Excuse me?” or “I don't

understand. The teacher indicates that. the utterance has not been
understoo@ .or it contained some kind of mistake (Tedick and Gortari,
1998)¢

2.2 Metalinguistic #clues: The teacher gives some
comments lor questions- which relates to| thel accuracy” of the student’s
utterance.

2.3 Elicitation: The teacher asks the questions in order to
elicit correct form from students, pauses to allow students to complete
the teacher’s utterance, and asks students to reformulate the utterance.

2.4 Repetition: The teacher repeats a student’s incorrect

utterance and raises his voice to highlight the error.



38

3. Recasts: It is when the teacher implicitly reformulates a
student’s utterance wholly or partly in a correct form without directly indicating

that the student’s utterance was incorrect (Basiron, 2008).
The suggestions for using corrective feedbacks in enhancing student’s

language proficiency

El Tatawy (2002) also suggestsithat in order to use corrective feedbacks to help
learners to improve their language proficiengy, there are certain conditions that the
teacher should keep in mind:First, the grovision ofthe feedback should be systematic
and consistent. Second,«teachers need to provide the corrective feedback which is
clear enough to be perceived. Fhird, th? techniques used in correcting the mistakes
should allow for time.and epporiupity fc‘):r self- and peer-repair and modified output.
Forth, it is recommended that the fee,dbacékegiven by the teacher should be fine-tuned in
the sense that there should e aé-.close:é Jr?ﬁatch as possible between the teacher’s
intent, the targeted error, and the Iearners understandlng towards the given feedback.

Fifth, the feedback provided shou]d" pay atfentlon on only one error at a time, over a

period of time because Iearners may be Comsed what the mistakes they have made.

Finally, the learner’s developmental readlness to prooess the feedback given should be

focused. L

In this study, bq-th explicit and implicit feedback vyére used as the useful way to
help student to understand, what the mistakes they have made and the effective
solutions to cope with those-difficulties. At the bedinning, the researcher used implicit
feedbacks such as clarification requests and repetition to help students to beware of the
mistakes' they have' made. Then, in case/that those mistakes ‘were [complicated to
understand, the explicit feedback was employed as the technique in correcting errors.
In addition, the researcher provided the corrective feedback for learners systematically

and consistently so as to maximize the effectiveness of using corrective feedback in

developing learners’ oral communication ability.
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E. Teachers’ and students’ roles in teaching oral communication
Teachers’ roles

Browne (2007) suggests that teachers have a threefold role in
developing oral communication skills.

1. Plan opportunities for talk: Careful planning is an important step that
can lead to the effective teaching. Planning moves through a number of stages.
The teacher will start from long-term planning which outlines the overall contents
that learners will experience overJthe course-of the year, the medium-term plans,
which outline the learming.objectives for each-block of work, to short-term plans,
which identify thefactivities that pqovide opportunities for students to talk in each

]

" |

week.

i

2. Providé mbdéls of_different types of speaking: It is essential for
teachers to provide Iearneré with s'ome necessary demonstrations of particular
uses and forms of language by d_'e_-s'cr'Fbing information, describing an object,

’ 4
recounting an experignce, and givin'gft_éag,ons for their opinions.
3. Respond to and c/eve/opjea_‘mers’ contributions: The teacher has to

respond and provide u-sé_{‘ul feedbacks for étudents;in order to improve their oral

language. L
Students’ roles f

To succeed . in oral languagegearning, it is important for students to shift
their roles from passive massage receivers to mare active learners. Students
should prepare themselves and get more involved in their learning as they are
offered withatthority and responsibility| over ithe roral work being carried out
(Encabo et al., 2008). In addition, after being trained with oral communication
strategies, students should be able to use those strategies in their learning both
in and outside classroom.
Both teachers and students’ roles discussed are essentials in developing

students’ oral communication skills. The teachers are required to plan, facilitate, and

monitor the oral communication materials and activities to encourage students to learn.
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At the same time, students should play their roles in engaging in their own learning as
much as possible. Consequently, the learner-centered approach like drama-based
instruction combined with strategies-based instruction may establish a good relationship
between the teacher and learners and help them to play their roles in their language

teaching and learning effectively.

F. Drama and oral language learning

Generally, it is accepted that grama can.promote the development of oral
communication. Interestinglys=sttudies of student participation in the second-language
classroom have revealgd thate70% of thie total of classroom talk is performed by the
teacher and they are likely .to periorm tlyvice as many interactional acts as students
(Stinson, 2004). If the teacher takes Iéts of:g;)ntrol in presenting the new vocabulary and
flows of talk too comprehensivély in Jhe classroom, students will rarely have
opportunities to interact with others.«:

Participation in drama—baséd ach\rﬁn&s can facilitate learning as it allows
students to use their language kr"hom;ledge to%%-égé;te and to respond to the interlocutor in

o

different contexts and.for differze—'ﬁ-t-purposes..“B’;T’n_tffoducing drama-based activities, EFL

learners are providéc_i'Wth opportunities to use the tafggf language in the genuine
context for communicéftion (Dougill, 1987). Neelands (i992) proposes a model of
language learning that foguses on the signifigance of working in role in the development
of dialogue and'language skills.' By*working.in role;and infthe “as-if” context of drama,
students will have opportunities to create new context, to develop good relationship with
classmates; 10 respendto language demands of the dramatic situation, and to practice
real-life language in authentic and relaxed settings.

The use of drama-based instruction fulfills learner’'s multidimension aspects in a
foreign language classroom. O’Neil and Lambert (1982) suggests that drama-based
activities can facilitate learners’ cognitive development in problem solving, creative

thinking, negotiating, and questioning. Henry (2000) also suggests that drama-based

activities like improvisation and role-playing can develop young students’ cognitive and
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emotional intelligences, negotiating skills, and ability to translate ideas to a new situation
in various settings.

The evidence shown above reveals the close relationship between drama-based
instruction and the improvement of oral communication ability in various dimensions
since it provides learners with lots of opportunities to practice their oral language in the
authentic settings. Besides enhancing learners’ oral communication abilities to interact
with others effectively, using drama as a medigm.of instruction also enables learners to
improve a wide range of skills:such as thinking-skills and social skills. The discussion
above provides the reasens Why.ihe researcher believes that proficiency in English oral
communication can berdeveloped by melans of adapting some drama-based activities
to prepare upper secondarylevel student:s to become competent in communicating with

others in their real life. -
é -;i F

Related studies

' a1
There are a Considerable"riUmberé{‘QfT- studies based on the hypothesis that
drama can improve speaking skillsif various fields.

ol §

Bang (2003) cronducts: the study with 'EEL‘students in Korea to investigate the

improvement of cd|[;e@ students’ communicative abilig} through drama-oriented
activities and explore;_students’ reaction towards drqha—oriented activities. Bang
employs the open-endedisgenario as the drama technique used in language teaching.
Using this technigue, learners are; able ito fespond ito the [prablem presented in the
scenario freely by using their own personal strategies for dealing,with the situation at
hand. The /scores.obtained from the oral proficiency test repoftithe improvement in
students’™ communicative ability. However, the participants report both positive and
negative responses towards drama activities. The results also reveal benefits of
implementing drama-oriented activities in EFL classroom in cognitive, affective, socio-
cultural and linguistic domains.

Ballou (2000) investigates the effects of drama on communication skills and

attitude towards school and learning of at risk Grade six students. Twenty-four at risk
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students are matched based on an at-risk index, reading level, discipline infractions,
age, and attendance pattern. The findings of this study reveal that drama shows a
significantly positive effect on communication skills of students in experimental groups
participating in drama-based activities and on their attitudes towards school and
learning.

Encabo et al. (2008) study the: effects of using drama as teaching and
systematic resources on the improvement of eraliexpression in an elementary school.
Students in the experimental group are taught-threugh drama and the results reveal that
students in this group=have improved their capaeities in understanding the oral
message, using corporal gestures,; and improvihg the intonation related to the context.
So, it can imply that drama is/ a usejul resource in enhancing learners’ oral
communication ability. —-

Gimpao (2005) conducts; the l‘j"_stde focusing on enhancing the oral
communication skills of business students through drama-based activities. The findings
from this study suggest that the drama based lessons are appropriate and effective

A
enrichment materials for enhancmg oral Communlcatlon skills of business students.

-

These activities are also relevant tools in eI|C|t|ng creativity and resourcefulness from

students. Additional!y,;"m—e researcher sugg_asts that dram—a{based lessons can be used
as a guideline in teaching other related subject areas.

Nowadays many" English teachersiin Thailand have confronted with the
challenge of overcaming theishyness of Thai students in using&nglish to communicate
with others. It is crucial for languagé teachers tosfind out the teaching techniques or
approadches ithat enable |learners | to Joecome more | confident ‘and; “'motivated when
communicating in English. Drama-based instruction is an interesting approach which
can overcome this challenge. That is why the researcher is interested in using drama-
based instruction in fostering students’ oral communication ability. Though its
effectiveness in improving oral communication ability are shown by a number of

research done in various countries, the effects of implementing drama-based instruction
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in Thai upper-secondary classroom, where characteristics of students and context of

learning differ, is a challenging questions waiting for the researcher to find out.

[ll. Motivation

A. Definition of motivation

In a general sense, motivation can be defined as the dynamically changing
cumulative arousal in a person that initiates, directs, coordinates, amplifies, terminates,

and evaluates the cognitive and motor processes Whereby initial wishes and desires are
-
selected , prioritized, operationalised and acted out (Dornyei and Otto, 1998).

Keller (1983) defines motivation ‘as the choices that an individual makes as to

what experiences he willlapproach or av&)id, and the degree of his attempt to exert in
this respect. S :

As stated by Harmger (2001), motiv'atiéh is a kind of internal drive which arouses
an individual to do things s@ as to achieve the desired goal. From different perspective,
Brown (1994) defines motivation as the sucbéS@ or the failure causing from any complex

e Lol ]
task. o T

Steers and Porter(1991) propose ‘thrée main cemponents which relate to
motivation: what enérgj_izes—human—behavicrsTwhat—mTems}-of channels such behaviors,

and how this behaviors is maintained or sustained.

Gardner (1985){defines motivation in language Ie;arning as the extent to which
the individual behaves or works to-learn the language due|tola desire to do so and
satisfaction obtained from this activity,

J0 '‘conClude, mativation refers“to) a psychologicalfeature causing from internal
and external factors which arouse an individual to behave or act towards a desired goal.

This study will focus on the motivation in language learning and the effective ways to

enhance students’ motivation.
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B. Motivation in language learning

General concepts of intrinsic and extrinsic motivation

Gardner and Lambert (1959) suggest that one of significant internal factors
which can affect the second language is motivation. They divide motivation into two
main types, integrative and instrumental. Instrumental motivation refers to the
individual’s desire to learn a language for utilitarian purposes such as to get a better
grade whereas integrative mativation is the'iadividual's positive attitude towards the
target language and willing-te-integrate a_pd bea partof the target language community.
For several decades, a disiinetion-nas been made beiween integrative and instrumental
orientation which are related o the field of second language acquisition (Brown, 2000).
The study in 1972 of Gardner pesents th'lc‘]t an integrative orientation, known as a desire
to learn a language siemming froﬁl a b(l)sitive affect towards a community of its
speakers, was more strongly relatea te suléifcé;ss in learning a second language than an
instrumental orientation, a desire-to.learn _'a:-‘.lan'guage in order to attain certain career,
educational, or financial goals. HoWever, Idtte‘r studies presents that both orientations
could be linked to success in-;lan-guage IeaTnTng Brown (2000) also suggests that

instead of selectingene types of motivation in ’Ianguage learning, learners tend to

choose a combinatib_r]:of both types; integrative and instrrﬁ‘_rﬁental motivation in the real
situation. For examplef’-_the Thai students studying Bus’irness in UK are learning for
academic purposes as wegll.as wishing to integrate with English people and culture. So,
it is important to nate that the congept of motivation may differ. from culture to culture.
Some local conditions like belief and tradition can possibly affect types of motivation that
drive learners to succeed in language learning.

While integrative and instrumental orientation is a true dichotomy and refers only
to the context of learning, intrinsic and extrinsic motivation is defined as a continuum of
possibilities of intensity of feeling or drive, ranging from deeply internal self-generated
rewards to externally rewards from others. Instrumental and integrative motivation is two

sub-types underneath the intrinsic motivation.
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Intrinsic motivation is individual’s desire and satisfaction derived from doing an
activity or performing behavior from their internal motivation such as interests,
challenges, or enjoyment (Beswick, 2002). An intrinsically motivated person will work on
a math equation, for example, because it is enjoyable. Or an intrinsically motivated
person will work on a solution to a problem because the challenge of finding a solution is

provides a sense of pleasure. In neithel does the person work on the task because

there is some reward involved, ayment, or in the case of students, a
grade.

In contrast to intrins ivated behaviors are carrying
out in anticipating of a-rev If. The examples of extrinsic
reward are money, priz¢ owever, sometimes in case

that a learner does not activities, the de-motivation

intrinsic motivators or that the_ X
’ --‘__':.?:_.1 .
process of learning @xikszentmihalyi and N

According to .'W _iagram of motivation is

presented as follows: E

AU INENINYINS
RIAINTUNNIINYIAL
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Figure 2.2: The diagram of motivation

States of being

Conditions that learners are influenced to engage in doing or

not doing something

Motivation De-motivation
The learner is motivated The learner is not motivated
I
Extrinsic motivation Intrihsic motivation
The learner is motivated by Jihe learner is motivated by
external factor (i.e. grade) intgfnalfacton (i,e..enjoyment)
| P
Instrumental ; Integrative
It comes from the learner’s desire 0 obtain« | « It comes from the learner's positive
F
something practical and concrete from attitude toward the target language
study foreign language 2 group

Source: Adapted from Songsané et al. (2008)-

Vallerand’s Taxonomy of extrinsic and intrinsic motivation

Vallerand (1997)¢ divides motivation./into a three-part taxonomy of intrinsic
motivation (IM) and.three levels of extrinsicemativation (EM)! Arthree-part taxonomy of
intrinsic motivation taxonomy consists of IM-knowledge, IM-Accomplishment, and IM-
Stimulation. IM-Knowledde | relates . to. . the/ feelings stimulated LBy ;discovering new
knowledge. IM-Accomplishment concerns the sensations associated with task
completion or goal achievement. Lastly, IM-Stimulation refers to the motivation obtaining
from doing activity for the feeling and sensations associated with performing enjoyable
tasks.

On the contrary, extrinsic motivation occurs when external incentive is present.

Three levels of extrinsic motivation consist of external regulation, introjected regulation,
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and identified regulation. External-regulated extrinsic motivation can be comparable to
Gardner’s (1985) instrumental orientation. The behaviors of an externally- regulated
learner are determined by external incentive such as grades or money. In case that the
external incentive is taken away, learners will discontinue doing the activities.
Introjected-regulated extrinsic motivation occurs when the external pressure has been
transferred to the self of learners. Task engagement only causes from threatened
sanctions or promised rewards. And the final type of extrinsic motivation, identified
regulation, relates to a state that individuals-de~activity for a good cause. Identified-
regulated learners wouldsengage in an activity because they identify with the values it

entails.

]
As motivation.san important,factor,t_hat encourages learners to learn effectively,

the implementation of Jearner-centered approach is viewed as the practical way to
motivate learners to learn: To be a motlvatéd Iearner students should be provided with

opportunities to participatg in the actnvmes {'hat are created in supportive environment
F

and fulfill their satisfaction and enjoyment The mterestmg challenging activities can also

attract learners to participate in. lnthe researc_;hers view, engaging in communicative

language teaching like drama-base instructi‘o-n, learners. tend to be motivated to learn

because it provides leatners with external and internal incentives.

The main motive that inflienee learner’s behavior and thinking
Heckhausen.and Kuhl (1985) suggest that from a temparal perspective at least
three distinct phases of the motivational process sheuld be pointed out:

1. Preaectional stage: At.the beginning stage, motivation needs to be
generated. The motivation dimension concerning this initial phase can be
described as the generated motivation that leads to the selection of the goal that
the individual will be willing to participate in.

2. Actional stage: In this second stage, the generated motivation needs
to be actively maintained and protected while the particular action lasts. This

motivational dimension is particular relevant to sustained activities such as
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studying second language and learning in classroom setting where numbers of

distracting influences like anxiety about tasks or off-tasks though can affect

students’ motivation.

3. Postactional stage: In this final stage, it concerns the learners’

retrospective evaluation of their own learning process. In this process, students

will determine the kinds of activities they will be motivated to pursue in the future.

According to the three motivational stages discussed above, the main

motive that influence learner's behavioi-and thinking during these three phases

are presented assollowing table.

Table 2.2: The main metive that inﬂuence'iearner’s behavior and thinking during the

three motivational phases

Pre-actional stage

— =

Actional stage
I

Post actional stage

Main functions of this stage:

-Setting goals
-Forming intentions

-Launching action

Main functions‘cit’this stage:
' 4
ald 27y
-@enerating and-g_ar__ryipg out subtasks.
-Ongoing appraisal (of one’s

el

: b'ér-fbrfnance)

Main functions of this stage:

-Forming casual distributions
-Elaborating standard and
strategies

-Dismissing intention and future

planning

Main motivational influence:

-Various goal properties (e:9. Goal
relevant, specificity, and preximity)
-Values associated with the learning
process itself, as'well @s with|itssoutcemes
and consequences

-Attitudes towards the L2 and its speakers
-Expectancy of success and perceived
coping potential

-Learners beliefs and strategies

-Environmental support and hindrance

Main motivational influence:

-Quality ofithe learning experience
(pleasantness, need significance,
coping potential, self ana'social image)
-Sense ofautonomy

-Teacher’s and parent’s influence
-Classroom rewards and goal structure
-Influence of learner groups
-Knowledge and use of self-regulatory

strategies (e.g. goal setting and self-

monitoring strategies)

Main motivation influence:
-Attributional factors (e.g.
attributional styles and biases)
-Self concept beliefs (e.g. self-
confidence and self-worth)
-Receive feedbacks, praises, and

grades

Source: Dornyei, 2001
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According to the main motive that influence learner's behavior and thinking
during the three motivational phases discussed above, it is interesting for the teacher to
bare the information in mind and find out the learning techniques that can strengthen all
main motives so as to increase the learners’ motivation in language learning. For
example, at the beginning of the class, it is crucial for all students to set their own goals.
Then in the actional stage, they should be encouraged to use self-regulatory strategies
and be autonomous in their learning process. And:for the last stage, students should be

able to retain their intention in‘language learning-and plan for their learning in the future.

C) Attitude/Motivation.Battery Test (AMBT)
1
Attitude/Motivation Battery Test (AMBT) constructed by Robert Gardner (2004) is

designed for use with#'secondary schobl students studying English as a foreign
language. This questionnaire has: been :’_chécked for the validity and reliability by
Gardner and his colleagugs. [This questidrﬁﬁafre has been translated and used in his

] 4
research in Brazil, Croatia, Japan, Poland, Rfé‘rﬁapia, and Spain. The AMTB is comprised
J d aead i

108 items categorized into 12 oémponents. ]T-We_'.idetails of all subtests are discussed as

o el

follows;

1. Atfit_éicf—es towards the learning situation: l'L-refers to affective reactions
to class atmosphere, the quality of materials,!availability of materials, the
curriculum and thesteacher. The two main measures are attitudes towards
language teachers and attitudes towards language [caurses.

2. Integrativeness: ltrefers to group-related affegtive reactions. The
focus of thisisubtest is_on. cammunication with-members 0f the [other language
group, an interest in foreign groups, and positive attitudes towards the target
language group. Three measures from the AMTB are integrative orientation,
interests in foreign languages, and attitudes towards the language community.

3. Motivation: Motivation in the AMTB is identified by assessing effort and
persistence, the desire to learn the language, and affective reactions to learn the

language. The three scales used to measure motivation in this questionnaire are
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motivational intensity, desire to learn language, and attitudes towards learning
the language.

4. Language anxiety: It concerns the psychological factors which can
affect the desire to use language in communication. Anxiety can cause from
many situations such as previous unnerving experiences in language class or
concern about deficiencies  in ‘their learning skills. In the AMTB, the two
measures are employed; language class anxiety and language use anxiety.

5. Instrumentality. It refgs to-condition that students learn language
because of theirspractical .or utilitarian purpeses. In the AMTB, instrumental
orientation is one of subseales corisidered to. measure.

6. Parental encouragemeh_t:ﬂjt concerns the supports from the family in

terms of budgets, advices, and-other internal and external incentives. Parental

.

encouragement will also be‘measurfe_‘ in the AMTB:

Mini-AMTB L =
d ?. F':
The mini-AMTB is a short versib‘}_i_'_'qf_,the Attitude/Motivation Test Battery. It

2233 44
—

has recently been introduced fo use for measuring individual motivation since it can

-] - -

reduce administration time while maintainihg the basig conceptual structure of the

original version.-.Tj‘e mini-AMTB will measures the tvy’éLve variables in the original
AMTB using singLé item indicators each on 7—pbint rating scales. Several
researchers have su€cessfully used theLmini-AMTB in their studies, for example,
Baker and Macintyre (2000); Gardner apd Macintyre (1993); Macintyre and Charos
(1996); Macintyre and Noels (1996); and Masgoret et al., 20011 According to the
poténtial problemsywith| single-item. measurement, Gardner and Macintyre (1993)
have " pointed out the acceptable concurrent and predictive validity of this
instrument. In addition, several researchers have shown their predictive validity for

each subscale as the following;

1. Integrativeness (O = .86 in Macintyre and Charos, 1996).
2. Attitudes towards learning situation (& = .89 in Macintyre and

Charos, 1996).
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3. Motivation (& = .65 in Macintyre and Charos, 1996).
4. Instrumental orientation

5. Language anxiety (O = .48 in Macintyre and Charos, 1996).

In this study, the researcher included five dimensions: attitudes towards the
learning situations, integrativeness, motivation, language anxiety, and instrumentality.
The parental encouragement was excluded/as itdid not relate to the research objective.

So, the Student Motivation Questionnaire consisied of 40 items covering five dimensions
w
discussed. To prevent the problems of time consumption and students’ de-motivation

resulting from completingsthe guestionnaire, with. lots of items, Gardner’s (2004) mini-

AMTB used in this studyfwag modified énd simplified instead of adopting the original
version of AMTB. | ;
E. Drama-based insiruction and mdfg?ya’gipn in language learning

A number of educators have' an attéfppted to seek the effective ways to motivate

students to learn efficiently. Draméa-based Eﬂr’ﬁction which is known as the learner-

centered approach is one of interesting choices fer the teachers to implement in their

classroom becauseil=Can-encourage-learners{o-learm \A/{ﬁh both internal and external
incentives. Mordecai ‘(1985) says that drama can increas'é,’motivation and provide the
incentive to work hard. Due to the fact that drama-based activities help students to
expose and use the langUage/in'thé /meaningful’ contexts “they see the needs to
communicate and concentrate on the tasks which benefit their future education and
careers™heserfollowing topieswill provide theguidelinesiforthe~teachers to increase
learners’imotivation in language learning.
1. Motivation activities in the second language classroom
Brown (2000) proposes the activities that focus on the intrinsic motivation by
appealing to learners’ self-determination and autonomy. They are as follows;
a. Teaching writing as a thinking process helping learners to

develop their ideas freely and openly.
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b. Presenting learners strategies of reading that enable them to
transform their own information into the written word.

c. Language experience approaches in which students create
their own reading materials for others in the class to read.

d. Oral fluency exercises in which learners talk about what
interests them instead of focusing on topics assigned by the teacher.

e. Listening to an academie lecture in one’s own field of study for
specific information that vyj!l filla-gapfor the learners.

f..Communicative language teaching that enables leamers to
accomplish certain specific function.

g. Ggammatical eXpLanations, if learners see their potential for

increasing their autonomy-ira second language.

o

From thissview, dréma—baéed instruction is viewed as an interesting

concept to provide'learners W|th actmtres that can enhance learner motivation.
i .r
Through drama-based mstructlon Iearn,ers can write their own script freely,

.n'

perform their roles based on toplcvf their interests, and practice the target

_‘| "y

language in make belleve settmgs So, in this study, the teacher as a facilitator

introduced ahd used drama-based activities as a_-..med|um to bring satisfaction
and enjoyment.into class so as to motivate learners to learn.
2. The waysste engage the interest of the learners
Mcinetney and Mclnerney (2003) indicate that the features of activities
and learning environments discussed below are most likely to engage the
interest of the leamer.
a. Level of challenge
In case individuals are encouraged to do the task involving a
level of challenge that is suited to their perceived capacity, they tend to
be motivated in those particular tasks because their skills are put to an
appropriate test. So, the teacher should help students to set realistic and

challenging goal.
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b. Curiosity and motivation

One of major elements of motivation is curiosity. It is stimulated
by situations that are surprising or out of keeping with a student’s existing
beliefs and ideas.

c. Sense of autonomy

A child’s feeling of having a choice in and control of activities are
also important. Motivation' isfmaintained and enhanced when learners
experience feelings. of competenece and autonomy. It can be said that
learners dend to.work best at things they are interested in and have
control -ever. -1

d. Fantasy, make bélieve and simulation games

ACcopding to the study of Lepper and Hodell (1989 cited in
Mclnerney and Mclnerney, :?OOS ), fantasy, make believe and simulation
games can also" enable Ieelrners to become motivated. There are

numbers of classroom acﬂv&tles as well as computer software programs

which capltallze on- fantasy—and simulation to captivate the interest,

-] g -

attention, -and mot|vat|on of learners. Curigsity, fantasy and simulation

Conoe-rﬁ the term, situational interest in fﬁe task which can facilitate
learner’s motivation. it

e."Active involvementfiimmediate feedback, finished product and
peerinteraction

There are other classroom practices associating with developing
students’! intrinsic, .motivation. 'They| include @iving students the
opportunities to be actively involved in the lesson through manipulation of
objects, cooperative group works and presentations, providing
immediate feedback to learners on their performance so that they can
perceive how well they are doing; allowing students time to finish their

work; and allowing students to interact with peers on various learning

situations such as role plays, dramas, debates, and simulation.
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f. Teachers as model

The role of the teacher is to model an interest in learning and a
motivation to learn by being enthusiastic, interested in the tasks being
presented and curios. In addition, if the teacher provides a safe, trusting
and supportive environment, students’ natural motivation to learn will be
enhanced.

In the researcher’s view, drama<based instruction could be implemented
as an instructional approach injesponse to the effectiveness to engage the
interest of the learners _because drama-based instruction and the guidelines
given possess+the same charachleristics that enable learners to increase their
motivation in language Jdearning. ',_Thus, in this study, all prominent features of
activities and lgarning environmelrts mentioned above were addressed into
classroom to facilitate uppé-.r secorj[gé;ry students to be motivated learners. The
tasks for each lesson wére" 'desigh;é'd"'to help students to reach challenging
goals. The researcher also gave stuaents an opportunity to make their own

choice and control the actlvmes Ar!number of make-believe situations were

_"I 1_‘ -

addressed in’ class Learnlng through this method  the teacher will play the

important role-as the model of interest in learning. oy

3. A framework for motivational strategies. .

Thanasoulas=(2002) proposés’a framework for motivational strategies
based lon the process-oriented model by Darnyei and: Otto (1998). The main
strategies presented in this framework are as follows:

a. Creating.the basic/motivational conditions

It involves the ways to set the scene for the use of
motivational strategies. Before the process of generating
motivation, these following preconditions should be met:

- The teacher should establish a relationship of mutual

trust and respect with the learners.
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- The teacher should create a pleasant and supportive
learning atmosphere in order to reduce learners’
tensions and enable them to express their opinions
without lots of pressure.

- The teacher should promote group cohesiveness by

ctivities that encourage learners to learn

% ther, interact, and share their

ir classmates.

portant for the teacher to help

n in language learning by

increase learners’ goal-

hat they want to learn and
ics of th%interests are. Based on this
information,/then, the teacher has to cooperate them

ﬂummmmmm

- The teacher should create realigtic learner belief. In
AWTANT I ord ] el b ALl cevip o
understanding of the nature of second language
learning and the appropriate use of learning
strategies which match with their learning styles.
c. Maintaining and protecting motivation
To maintain and protect learners’ motivation, it is vital for

the teacher to avoid and eliminate the factors which can de-
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motivate and hinder the success of their learning. These following
strategies should be kept in the teacher’s mind:

- The teacher should increase the learners’ self
confidence by giving them some small word of
encouragement and fostering the belief that
competence can be developed.

- The teacher should create learner autonomy by
providlpg them=with opportunities to set their own
goeal, monitor their+learning and engage in their
Iearnin? process as much as possible.

d” Eneouraging poé_itlve self-evaluation

Learners’feeling of accomplishment and the amount of

L 4

satisfaction they exé_@rirence after completing the task can affect
theiflifelong fearning.” Leamers tend to continue learning if they
i " ] F‘
Ak v ol
had a paositive feedback,from doing the tasks. Therefore, it is
d & Lol o .1_;'

essential forthe teacﬁ'—to provide them with some motivational

-] - -

',_.feedback- and increase learners’ satisfaction by giving some

._external incentives such as rewards.and grades.

The mativational strategies discussed above are recommended for the

teacher in orde

based [Instructi

r t6 motivate their students. Interestingly, learning through drama-

on can offer the learhers| the! chance t0 use those strategies.

Drama games have the effectiveness .in creating theg loasic motivational

conditions bec

play process.

ause \learmers arellikely to be relaxed when they involve in the

In the process of generating learners’ motivation, drama-based

activities create the make-believe world that helps learners understand the use

of language i

motivation as

n the meaningful way. Drama can also maintain students’

it can increase learners’ self-confidence under the supportive

environment. Additionally, it can encourage positive self-evaluation as a result of

the satisfactio

n that the learners gain from doing enjoyable activities.
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Consequently, drama-based instruction may correspond to these motivational

strategies which motivate learners to learn effectively.

In relation to the relationship of drama-based instruction and student motivation
in language learning, the researcher would like to study the increase of motivation in
learning English of eleventh grade students after learning through drama-based
instruction as it is believed that this approach is beneficial for the teachers to create the

supportive environment which foster student.metivation in language learning.

Related Studies

A number of research.ocuses oh motivation in-language learning. In Thailand,
Songsana et al. (2007),e0nducts the stutli_iies o investigate students’ motivation in their
English class, what types of motivation is tbé most prevalent for learning English in Thai
formal context, and the gorrélation betw-‘éer‘f students motivation and their language
achievement. A questionnaire and uncons-tl:ucted interviews are used as an instrument
in this study. The data analysis“reveals H‘;'a't students, whether they like or dislike
studying English, are motivated to éo the taéngE;y both types of motivation: integrative
and instrumental. Hewever, in” this study.,"f-fﬁé_ instrumental is the most prevalent
motivation for studehtéf It also reveals that the correlatioh_between student motivation
and their achievement Vin learning English is at moderate level. The results from this
study give us the information that both types of motivation play their roles in language
learning differently’ in each_student; therefore, 'it is intefesting to find the teaching
techniques which' can motivate students no matter what types of mativation they have.

In relation jte the relationship “between [drama-based instiuction and student
motivation, Dick and Le Blanc (2009) investigate the impact of drama for learning on
students’ attitudes, motivation, and learning in French second language (FSL)
classrooms. The researchers conduct their study with grade 9 and 10 classrooms based
on the principles of drama for learning including play and make believe, learning in
context and ownership of learning. Data collected for assessments included student
questionnaires and teacher interviews. The findings of the project indicate that there is

an increased level of motivation on the part of the learners involved. Students also
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appear to become more active and engaged in their learning because they feel a sense
of ownership over their drama productions. In addition, the teachers express a high
degree of satisfaction with the approach, especially because of their involvement in the
development and implementation of the materials from the beginning, which appear to
raise their sense of ownership and empowered them in their professional growth.
Belliveau (2007) studies the impagct of drama-based practicum on learning in
meaningful ways of pre-service teachers and.«CGrade six students during a three-week
alternative teaching placement.. The jreseaieh~ methods consist of open-ended
questionnaires, journalsy=and focus groups. The datawere collected from elementary
students, pre-service teachers, and in—sefrvice teachers. The findings from elementary
students’ responses reveal ihat the drarr;a—,based approach make learning meaningful
and it can motivate them toflearn effectivjely. Due to the safe environment created by
pre-service teachers, aumpers (31‘ the?_e;i:ementary participants felt comfortable
expressing their ideas vogally and* physic_"fc-f-riyf" They also report the creation of team
environment. For pre-service teach'_érs, thé.‘%}t_r.‘}g}rﬂwgs reveal that they view drama as a

meaningful approach for learning. in-service teéachers also reflect the positive opinions

towards the benefits of. Drama Pfoject on thei} étudents.

In addition, ‘there are some studies concentrate-on only extrinsic or intrinsic

motivation. For example, Akin-Little, Eckert, Lovett, and Little (2004) study the effects of
extrinsic reinforcement insthe classroom. @The data collected reveal that external
motivation was | not, detrimental [to [students' | intrinsic | motivation. Moreover, the
appropriate use of praise and rewards for doing.well can increaserthe learners' self-
determination and encourage them ta continue ta perform well.

Harter (1978) postulates that the effectance motive should operate across
different developmental levels but that its corresponding behaviors may change with
development. In one study, 4-year-old and 10-year-old children participated in the
discrimination task in which they were presented with colored disks and had to choose
one; a marble was released if they chose the correct disk. The results show that older

children were motivated to succeed to obtain the correct answers, whereas younger
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children were motivated for sensorimotor reasons (e.g., pushing buttons that made
lights go on and off, causing marbles to be released.) This point supports White’s (1959)
contention that intrinsic motivation becomes more focused with development.

In Thailand, Sinakom (2006) studies the effects of empowerment program on
intrinsic motivation of person with disabilities in Nakhonsawan. Empowerment program
i romoting and enhancing people’s abilities
‘J%in , including four steps; discovering
, a:d(ng on. Intrinsic motivation was

T——
\fm The results indicate that

sic_motivation of person with disabilities

is the social action process of recogni

in response to individual’'s nee

reality, critical reflection, i

measured before and-f

empowerment progra [

thus it is recommend tive way to promote intrinsic

motivation among peo
To sum up, the i : C ted in various fields such as

nursing science and lan & 7

effective ways to improve s ] oy, | ucing motivational programs, for

instance. However, there are pqﬁfﬁv

= 5-';":1"3.’ iy o i'.:,‘
conceming mOtivat.L?h of upper secondary ]‘r}g‘ learning through learner-

centered approach Iik_g drama-b

is the reason why the
researcher is interestean studying ement of lﬂ)tivation in language learning

of eleventh grade students learning through dréama-based instruction.

AUEIVETTRENT
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Chapter 3
Methodology

In the present study, the researcher attempted to study effects of drama-based
instruction on oral communication ability and motivation of eleventh grade students of
Demonstration School, Prince of Songkla University. The research procedures were as

follows.

Context of the study

The study was.eonducted: as an elective course “Learning English through
Drama” for eleventh grades siudents |r|1 ’Demonstration School, Prince of Songkla
University. Demonstration” Schogl, Pfin;ce Z)leongkla University was categorized as the
middle size educational ipstitute Ioé'ated ir:;'!_Pé;ttani. For upper secondary level, students
in each grade were divided fintofour c;_ifésses. Students in three classes were in
Mathematics and Science major ran.d the forﬁtrm !class was for students in Mathematics
and English major. Only studen-‘f'é in- Mathem;:%rgé‘ and English major could enroll in this

i .

course as the students in the other three classes were required to enroll in reading and

writing course as tH_e_ff elective course. Thus, all paniciéélhts in this study were from
Mathematics and Englisih major. Their English proficiency rwas various and ranges from
beginner to intermediateslevel. Since this study was conducted in the single group
design, the effect size was calculated in order to see the actual effect of drama-based

instruction on students’ oral communijeation ability and motivation in language learning.

Population and sample

The population in this study was eleventh grade students in Demonstration
School, Prince of Songkla University. The sample of this research was 35 eleventh grade
students in the first semester of academic year 2010. All participants were 16-17 years

old at the time that the research was conducted.
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For the sampling selection, 35 eleventh grade students who enrolled in the
elective course “Learning English through Drama” in the first semester of academic year

2010 were purposely selected as the sample of this study.

Research instrument

There were two types of instruments used in this study, treatment instrument and
data collection instrument. The treatment insifument consisted of three units in teaching
English focusing on drama=based instrugtion. The.data collection instruments consisted
of 1) Oral Communication.Ability Test; 2) Student Motivation Questionnaire adapted from
Gardner’s (2004) mini Attitude/Motivation.lTesting Battery (mini-AMTB); and 3) interview

questions. The details ofinstitiment construction were as follows:

) \ &
Table 3.1: The research procedure = . J

)

Stage 1 : Preparation of the experiment %

7 A |*__
Stage 1.1 Explore and study-the cof_ejeurriculum of the foreign language strand
Stage 1.2 Explore and ét:udy the baéi__;c‘_—o_ioncept and related documents
Stage 1.3 Copstruct lesson plans, the Oral Communication Ability Test, student

m@ﬁvation questionnaire and interview qgestions

Stage 1.4 Validate the effectiveness of the lesson plans and instruments
Stage 1.5 Try-out the lesson plans and instruments
Stage 1.6 Revise the lesson plans and instruments

Stage 2: Treatment

Stage 21l Pretest
2.1.1 Pretest the Oral Communication Ability
2.1.2 Pretest the Student Motivation

Stage 2.2 During the experiment

2.2.1 Implement drama-based instruction

Stage 2.3 Posttest

2.3.1 Posttest the Oral Communication Ability
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Stage 2: Treatment (cont.)

2.3.2 Posttest the Student Motivation

2.3.3 Interview students

Stage 3: Data analyses

Stage 3.1

Evaluate the effects of drama-based instruction on oral
communication ability and motivation of participants.

3.1.1 Compare mean scores of pre and post Oral Communication
Ability Test.Ly using};test and.ealculate for the effect size

3.1.2 Cempare mean scores of pre.and post the Student Motivation

Questionpaire’by using t-test and caleulate for the effect size

1
3.148"Analyzé the_inte’{view data by using content-analysis

A. Treatment instiument 4

— =

i 4
\ &

o

1. Lesson plans based on drama-based instruction

In order t0 construct lessdhft'}elans to teach the sample group, these

2233 44
—

following procedures wefedone; —

1.1 Study the core curricutum of the foreign language strand from

the I'\_l_é%iional Education Act (1999) and fB_ésic Education Curriculum
B.E.2551 (A.D.2008) to set the main objeétives of teaching, and survey
eleventh{grade students’ textbook in orde:r to explore the contents that
Should be covered in each unit; The-content forleach unit was selected
pased on the situations which are related to students’ life.

1.2,/Study’ related’ documents “and-researen in order to study
various dimensions of the use of drama-based instruction and provide
the conceptual framework in writing the lesson plan for each unit.

1.3 Drama techniques which were commonly used in drama-
based instruction including drama games, role-playing, improvisation,
and simulation were implemented in each unit. Lesson plans for three
units were constructed to teach within sixteen weeks. Each unit took 3

weeks thus there were 9 weeks of instruction. Each week had 2 periods
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and each period has 50 minutes. So, students received 300 minutes of
instruction for each unit. Drama games were addressed as warm-up and
relaxation exercises in every lesson plans. The drama techniques used in
each unit were ordered from the most controlled activities to more
independent tasks where students could create their scripts freely and
act out their own scene in, the drama project. After nine weeks of
instruction, students were assigned to prepare for the drama-project.
During this time, all dra_ma technigues and oral communication skills
were reviewed again:. Within two weeks, students who were divided into
groups=of five, had/ to pi)repare their performance by using all oral
communicatioh skills/they have leamnt through drama-based instruction to

create the sgene ands=perform their drama project. Then, in week 14,

L 4

students had o preéent thefrjfifteen—minute drama project to class.

i -rl. F‘
ald vl
The followingiis the fong-range plan presenting the contents covered in
i snnd Lol o .1_;'

id

Table 3.2: Long-rangeplan for L-éarrn'ing English through Drama Course

Unit/Week

techniqueg |

Drama Oral Classroom activity Evaluation
Communication

Skills

Introduction
to the course

(Week1-2: 4

periods)

<Icebreaking activities
- Introducing the course | Communication
schedule and Test by using
explaining the rubrics

objectives of the course. | - Scoring the

- Scoring the Oral

- Pre-test the Oral
Communication Test
- Pre-test the Student

Motivation

Questionnaire

Student Motivation
Questionnaire by

using AMTB’s key.
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Unit/Week Drama Oral Classroom activity Evaluation
techniques Communication
Skills
Unit 1: - Drama -Greeting - Drama games -Teacher
Newcomers games -Introducing - Students learn to use | assessment/
(Week 3-5:6 | Roje-playing | oneself appropriate gestures to | corrective feedback
periods) - Giving \ ',/ gommunicate with - Peer assessment
Cothe
= dents take the part
‘ character
= \o- ed s e given
i - A\
.k\
Unit 2: Our - Drama Dra na games -Teacher
School games \4 ents perform the assessment/
(Week 6-8:6 | _jmprovisation corrective feedback
periods) - Peer assessment

isation-based on

1€y choose.
& avﬂo use their
Y creativity as well as

W%quﬂgﬁkills to

act out the scene
="

maqmm 1R REAE 2

The teacher might
suggest some key

words for students.
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Unit/Week Drama Oral Classroom activity Evaluation
techniques Communication
Skills
Unit 3: Our - Drama - Expressing - Drama games -Teacher
Environment games opinions - It involves the assessment/
(Week 9-11: 6 -Simulation | - Expressing discussion of a problem corrective feedback
periods) - Group assessment

agreement and

disagreement

-

- Giving.advices

wihich is presented by the
researcher using various
forms.of realia such
newspapers. Learners
have to bring their own
experience to the

‘portraying of roles in

<4 simulation.

Final project:
Save Our
World
(Week 12-13:

4 periods)

- Guidelines for
perfor'mir{g the

final project

o |

« Review and practice all

A o .
| oral communication skills

“learningithrough drama-

based instruc on.

- The Tinal project is
open-ended. In groups of
5 students, they are
required to write their own
scriptiaround. 15 minudtes
long and perform it. All
oral communication skills
they have learned in
class must be included in
their drama projects. The

teacher only provides

some guidelines for them.

-Teacher
assessment/
corrective feedback

- Group assessment
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Unit/Week Drama Oral Classroom activity Evaluation
techniques Communication
Skills
Week 14 -Teacher
(s2 periods) Final project presentation assessment

(The integration of all nine oral communication skills)

- Group assessment

- Self evaluation

Wrap-up E.ﬁ e t the Oral - Rubrics
(Week 15-16: " Communication Test - AMTB’s key.
2 periods) \x\r e Student
\n vation Q est|onna|re
All lesson plans based on three phases of drama-based
instruction; introduction, devg op nent and | i in addition, as the objective of this

ation ability, the oral communication

instruction led by Weaver et al.

(1994) gave suppo Lg the learner at each s ommunication task; before

speaking, while speak@, and afte

’QW']ENﬂ‘iELJ UAIINYAY

2
ﬂﬂﬂ?ﬂﬂﬂﬁﬂﬂ?ﬂ‘i
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Figure 3.1: The proposed framework of drama-based instruction

Communicative Language Teaching Drama in Education

(CLT)
L ‘ [ |
Drama-based Instruction Strategies-based
; instruction (weaver et al., 1994)

Drama-based Phases

(Heining,-1988)

v

1) Introduction Phase

/ Before speakin
The teacher explares theopic with'the class and P 9

activates studentsbackground knowledge by <:| Lower learners’ anxiety
using warm-upsactivities w Prepare and plan
‘ 1
2) Development Phase
— While speaking
The teachef wmodels_the use of drama techniques Feel in control
for learning content in each task. Then, students <:| Be involved in the

practice in greups or pairs through drama-based conversation

activities created in“make-believe environment.

Monitor the performance

¥

8)Quieting"Phase

Students summarize the key points of the activity After speaking
and evaluate their use of drama-based activities. <:| Evaluate the performance
Students review and present what they have Plan for future tasks

learned by creating a scenario that requires the

\use of knowledae learned. /
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The brief description of the sample lesson plan is presented below.

Table 3.3: The sample lesson plan

Unit 2 : Our School (the first week)
Drama techniques: Improvisation
Oral Communication skill: Describing people

Objective: Students will be able to describe people by using,appropriate vocabulary and expressions

Drama-based Phase

(Heining, 1988)

Drama-based activity

-

QOral communication
strategy
(Weaveretal., 1994)

Learning Outcomes

Introduction Phase

(10 minutes)

-Ss aredintroducedand

|
informed abaut atopic of the

lessons.

- The goal.of the Iesson is 'J ’

informed.

-Ss play drama gérinej-s n
order to warm—up_be}_(;re
doing the main a’(-:tiviﬁes

(Freeze Game). it

- Lower youranxiety

- Prepare and plan

-Ss express some background
knowledge about the topic.

- Ss set the goal for their
learning.

-Ss feel relaxed and ready to

perform the main activities.

Development Phase

(60 minutes)

-T shows a picture of well-
knownjbeople and asks
students [tordescniberit by
using their background
knowledge.

-Tuintroduces seme
vocabulary and expressions
used for describing people.
-T models how to improvise
the scene by using the
appropriate vocabulary and
expressions through the

sample situation.

- Feelfin controi
-Be involved in the
conyersation

- Monitorthe

performance

-Ss describes picture by using

their prior knowledge.

Ss practice using vocabulary
and expressions.

-Ss improvise the given scene
in pairs by using some clues
guided by the teacher.

-Ss practice spontaneous
improvisation in different

situations.
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Drama-based Phase

(Heining, 1988)

Drama-based activity

Oral communication
strategy
(Weaver et al., 1994)

Learning Outcomes

-Ss are asked to improvise

the given scene in pairs by

using some clues from the

teacher.

-Ss are asked to improvise

different scenes and they
-

have to respondsterthe

scene witheut preparation.

Quieting Phase

(30 minutes)

-Ss are asked to ||
demonstrate whatthey have
learned frogn doing drama- "

based activities and use

- Evaluate the
/ performance

- Plan for future

"i tasks

appropriatg vogabulary and {+

expressions {0 describe
people by perfof‘r'hing-
spontaneous im‘prOviéation
basee onthe situation given.
-Ss evaluate themselves
aboutwhat they have done.

- Ss are asked to suggest
ways to imprave their
performance in the next

classy

-Ss perform spontaneous
improvisation based on what
they have learned from drama-
based activities and use
appropriate vocabulary and
expressions in describing
people.

-Ss evaluate their performance
with their peer.

- Ss suggest ways to improve
the success of doing activities

in the next class.

1.4 Each wunit was examined by an advisor

for the

appropriateness of the activities, the time allocation, the accuracy of
grammar and language use. Then, three experts in teaching English as a
second language checked the content validity, the appropriateness of
the activities and the time by using index of item-objective congruence

(I0C). The suggested comments were revised and edited accordingly.
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In order to verify the effectiveness of lesson plans, evaluation
forms for lesson plan were constructed. Three language experts
validated the lesson plans. The results of lesson plans evaluation forms
were calculated for IOC. (See appendix F)

The results obtained from the lesson plan evaluation checklist
revealed that the lesson plan had content validity and the learning
objectives were relevant wellswith.the classroom activities. It could have
been implied that Classro_9m management, activities and tools presented
in the lessoen plan were appropriate with students in upper-secondary
level and"Could promote ?tudents’ oral communication skill. The overall
lessonplan wasigead. Né_vqrtheless, the three experts also gave some

useful camments for revising the lesson plan.

\ ¥

Expért A suggésted that the warm-up activities and the
language focus in ‘the development stage should be relevant and
i " ] F‘
ald v ol ok
congruent with the terminal objectives of the lesson. The expressions and
d & Lol .1_;'

structures used s-hou'_ld be pr@ﬁted precisely and comprehensibly.
Ekpéri B gave-the comments that the teacher should

inform._students with more vocabulary and structures so as to enable

students to create their own sentences and be willing to communicate
with others.

Expert. C | revised | some' grammatical errors and
suggested the teacher to clarifysthe instructionssin the additional
handout:

Since the results from the lesson plan evaluation revealed
their good characteristics of good lesson plan, they were revised
according to the experts’ suggestions and comments so as to be
prepared for the pilot study.

1.5 The revised plan was tried out with 30 eleventh grade

students in Demonstration School, Prince of Songkla University where the
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students have the same learning environment and educational system.
Students in this group did not enroll in this course; however, they
possess the same characteristics with students in the sample group. This
is to investigate the effectiveness of using the lesson plans in the real
classrooms and the time management.

The results revealed that all activities could be completed within
100 minutes. The instructions were clear and comprehensible; thus, the
students could follow alljteps and participate in all phases of drama-
based instruction.as.expected.

0" LiE locson -1p|ans were revised again based on the

effectivenessiof the Iegson:._plﬂan in the pilotstudy.

— =

i
o

B. Data collection instrumer;t },
1. Oral Communication Ability Test

The OralCohwmunié%:firgnr Ability Test was constructed by the

researcher to aé."'s'es-s the stuﬂe#ts English oral communication ability

before,and after learming thrd.déhﬂij_r_ama—bas,ed instruction.

'__fThe procedures of constructing thé;_bral Communication Ability
Test vver(%; describes as follows; -
1.% The researcher studied and reviewed various types of oral
communication tests' used in relevant study and choose appropriate
types of test to assess the oral communication ability of students in
uppei-secondary level.

1.2 The researcher reviewed the Test of Spoken English (TSE)
validated by Powers et al. (1999) and used it as a guideline to construct
the Oral Communication Ability Test. The test required learners to
demonstrate their ability to communicate in English by responding orally

under timed condition to printed information given. The test was modified

to suit with students in upper secondary level.
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1.3 The Oral Communication Ability Test was constructed by the
researcher. The test covered all nine oral communication skills stated in
the long-range plan. All skills measured were related to what the teacher
taught in class, however the activities used in the development phase
and the ones used in the pretest and post test were different. That is, the
situations and contexts were not the same. It consisted of two parts. The
first part is story-telling activity whieh was aim at evaluating learners’ oral
communication skill throggh spontaneous improvisation. In the second
part, students were required to act outthe scene in order to respond to
the infermation” given. TTe researcher ‘selected these two activities
because thesstudent __couid’pen‘orm them individually whereas in role-

playing .and simulation;-the interaction between students was needed.

lI ¥
A A5

The pretest and pesttest fbcused on the same language content but

differed in terms of the test s’fructure activities and details such as the
F

name of the character the name of place cited on the map and the

position of the thmgs in the—ptctures The details of each part were

,‘_,_.

d|scussed as foIIows

Part A: Story-telling (4 minutes) x,
|tlis a spontaneous improvisation test. Each student takes a look
on six givenspictures. Then, ihe student has to tell a story by using all
pictures as sources [of information. Each student had one minute to look

at the pictures and hethad to complete the story withinsthree minutes.

Part B: Guided improvisation (12.5 minutes)

In this test, learners were required to respond to three situations
where by using appropriate oral communication skills.

Situation 1: Greetings and introducing one’s self (2 minutes)

Situation 2: Describing people, describing places, and giving

direction (6 minutes)
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Situation 3: Expressing opinions, expressing agreement and
disagreement and giving advices (4.5 minutes)

The sample situation was presented as follows:

Situation 2: You are at school in the evening and found a man
trying to steal something from the school meeting room. You have to
report what you have seen to the police by trying to:

- Describe the robbers appearance to a police (T shows a

picture-of the Lpbber);

-wDescribethe place you found him (T shows a picture of the

place)s \

i
& GiVethe di__recti:_oq,to the school meeting room (T shows a

map): —

.

You have onlly thirtyfgeéonds to look at each picture. Then, report
it to the poli¢e within'one minute'and thirty seconds.
, 4y
ald v ol
Each student-was asked to imagine himself in a given situation
i - s b

and responded o the addr@éd character. The student had to show

el

how well they can communicate with otherS. The student had to make

their response appropriate to the situation.and to the people he was
addressing. Each student had one minute to prepare the response and
three mindtes:to act out this séene.
Scoring|systems and rubrics

In this study, thie scoring systems and rubrics were adapted from
the [Speaking Proficiency! English Assessment Kit, (SPEAK) which was
used as the instrument for assessing the English speaking proficiency of
people who are not native speakers of the language. Originally, Test of
Spoken English (TSE) rating scale was used for assessing non-native
speakers’ oral communication skills. As the original version of the scoring
system was designed in holistic rubrics, the researcher would like to

modify the rubrics by separating the overall features into four main
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competences originated from TSE rating scales: functional competence,
sociolinguistic competence, discourse competence, and linguistic
competence.

1. Functional competence: It refers to the speaker’s
ability to select functions to reasonably address the task and to select the
language needed to carry out the function. Students should be able to
use the appropriate oral communication skills such as describing places
and people in‘order to Co_rpplete thertasks successfully.

2..Sociolinguistic.competence: It refers to the speaker's
ability te" demonstrate aT awareness of audience and situation by

selecting language, [egiSief,, and tone that is appropriate. Students

should be aware of the-appropriateness of the language use in different

o

situations.
g Dis'cburse_"fé’bﬁﬁpetence: It refers to the speaker’s ability
i £

P . \
to develop and organize infoermation in a coherent manner and to make
4 - _.- ’j;

il

effective use of cohesive devices. to help listener follow the organization

of the response. It concerns clear and logical organization used during

oomm-llﬁicating with others. et
4. Linguistic competence: It refers to the ability of the

speakers fineselecting vocabulary, control of grammatical structures,

alongqwith smooth delivery in@rden to produce intelligible speech.

In addition, instead of ranging the scores from 20-60 as in the
TSE.scoring system,. the researcher would" like 'to,fange the scores of
each competence from 1 to 5. The details of score level performance are
presented in Appendix B.

Thus, the total score for the Oral Communication Ability Test was
180, 20 marks for each sub skill. The researcher and the research
assistants used this rubric as the instrument to assess students’ oral

communication ability.
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1.4 The Oral Communication Ability Test was validated. The item-
objective congruence (IOC) was checked by three experts. Then, the
test was tried out with ten students from Demonstration School, Prince of
Songkla University who did not enroll this course for its levels of difficulty,

the time allocation, and the comprehensibility of language used in the

test. (See Appendix F) ’l
The res% ‘ l he Oral Communication Ability Test
revealed th@ haq,con%
- TE—

ty. The directions presented were

—
understawﬁ"

was appropriate with students’

langua ring rubrics, the criteria set were

stated ula- overall oral communication
test wa ; ; ' P SO gave some comments as

res should be clearer and more

Expert B _récomm
T TN

shouldipe more attractive.
¥ pictures of furniture in part
2.2 sh € and cleaﬂr. Moreover, in part 2.3, the
roads’ and streets’ names shéuld be stated clearly.

ﬁl W B QIR R W) A Reton tost paseat on he

experts’ comments. All ambiguous,, pictures werey replaced by more

o Wb bbb bhetedolfiishel Bhzho oo on e

After the pilot study, the reliability of the test was estimated using
an internal-consistency measure of reliability (Cronbach’s coefficient
alpha) Reliability and standard errors of measurement (SEM) of the test is

presented as follows.
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Table 3.4: Reliability of oral communication test

Oral Communication Test Reliability
Cronbach’s Alpha 0.968
Cronbach’s Alpha based on 0.972
standardized items

Using Cronbach’s /alpha .coefficient method, the acceptable
value should be more th_a,n 0.7.-Fhe alpha coefficient of this pilot study
was equalk0:968,.s0.it demonstrated that the Oral Communication Ability
Test construcied byithe relsearcher is reliable.

15 The test was revised again based on the comments on the

try-out. —  —

2. Student Motivation Questionnaire

d o {_
The data Collectionih‘strume’rﬁ‘pf this study was a questionnaire adapted
i B de i Al

from Gardner's (2004) mini-Attitude/Mativation Test Battery (AMTB) which was a

standardized test origihéfly :designe& fo? using witlrsecondary school students

studying Eng[féh as a second language. The A‘[MB has been used in his
research in Braéil, Croatia, Japan, Poland, Roma_hia, and Spain. Originally, the
AMTB consists of 104 items covering twelve dimensions: interests in foreign
language, 'motivational intensity, £English™ class anxiety, English teacher
evaluation, attitudes towards learning English, attitudes ,towards English-
speaking people, integrative orientation, instrumental orientation; desire to learn
English, English course evaluation, English use anxiety and parental
encouragement. Besides the AMTB, there is the short version of this test called
the min-AMTB. The mini-AMTB is comprised of twelve items covering all main
twelve sub-dimensions. In the mini-AMTB, each item corresponds to the scale
on the full AMTB. It was developed based on a procedure originally suggested

by Guilford (1954). This version is used to assess the convergent validity of the
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AMTB scales in the international studies. In this study, parental encouragement
dimension was excluded as it was not related to the study and there was no
effect on the treatment given. The researcher only selected some interesting
statements which were congruent to the research questions and matched with
the aims of this study. The modified questionnaire consisted of 40 items which
were developed into a Likert-type questionnaire in English and Thai, with six
answers to circle in each statement and all eleven dimensions are covered. For
each statement, there were six c_lgoices that'respondents will choose to express
their opinions towards thaiitem. In this study, 6=RPoint Likert Type Scale was used
as the rating seale to.measure the1 personal attribute which was the motivation in
learning English:” Chang (1993) ',_p[,oposed that 6-Point Likert Type Scale is
cutting the oppertunity that sieude;rts answer without considering the items of
measurement. Tg respondi:tg— each Ji;tem, the respondents cannot select the
middle point in thi§ rating“scale _'E;S-!écia'use the respondents have to choose
between one of the tV\{o,EJ'_Jalificat'iér}jTS’:J;‘)f the scale. Additionally, Chomeya’s

il

(2010) study revealed thét p_*sycholong_a’I-rtest with 6-Point Likert Type Scale had

higher power of discrimih‘at-io'n and reliability than.5-Point Likert Type Scale. The

six answers wore listed according to the degree of_agreement:

1'means strongly disagree '

2 means moderate disSagree

8 means slightly disagree

4 means slightly agree

5'means moderate agree

6 means strongly agree

In addition, the researcher would like to make some modification in terms

of form by assigning scores to each statement so as to help the respondents to

differentiate the degree of their opinions towards each point. The details of all 40

items are presented as follows;
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Components of AMTB

Questionnaire Item Number,

Positively Keyed Negatively Keyed
Construct1: Integrativeness
Integrative Orientation 3 25
Interest in English 1, 30 11,35
Language
Attitudes towards English- 2 b a 14, 31
speaking People
Construct2: Attitudes towards English Iea[ning situation
English Course Evaluation 154 40 ¢ 10, 33
English Teacher Evaluation | 16, 22 | _,' 12, 37
Construct3: Motivation ,s
Motivational Intensity y el 2,20
Desire to Learn English 9, 3214 ; _ 29, 39
Attitudes towards Learning 723 : TIJ 13,18
English |
Construct4: Instrumental orientation
Instrumental Orientation: 4 |17
Construct5: Language Anxiety
English Class Anxiety 28,138 6, 21
English Use Anxiety 5,19 26, 34
Total 40 items

A pilot test was administered to 30 randomly selected eleventh grade

students at Demonstration School, Prince of Songkla University to ensure that

there were no ambiguous words or confusing statements that might affect the

content validity.

The researcher maintained all eleven original components of Gardner’s

mini-AMTB except parental encouragement dimension and they were used as
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the main section of this questionnaire. In addition, the researcher constructed an
additional section, personal information, to make the questionnaire more
understandable for the respondents.
Part A: Personal information
In this section, the respondents were required to complete the
personal information as the following.
1. Name of thefsidident
e 1€ pe_r;od of timerthat the student has been learning
English
8. The student's educational achievement; Overall GPA
and grade /of Enghsh language including Basic English Course

and Llstenrng andaSpeakmg Course for the first and second

i
| -

semester of Grade 1!0 Academic year 20009.

AR Ad g
o

' 4N
Part B: The‘mini Attitdde/Motivation Test Battery (mini-AMTB)
It was the main part etquestlonnalre adapted from standardized

test Cer_\structed by Gardner (20(T4) This part comprised forty statements

concerjr_:img student motivation in Ianguage_'_l_earmng. For each of these
statemea_ts, there were six choices for, the respondent to rate their
opinions 4 rom 1-6. The respondent had to check the number
representing his actual opinions towards each statement.

All two sections were translated into Thai so as to help student to
understand each statement precisely.

As the questionnaire was adopted from the standardized test, the
validity was still measured and the Thai version translated by the
researcher still required the checking of the appropriateness of language
used with the experts. Three experts validated the questionnaire by
using the 10C. (See Appendix F)

As for the results obtained from student motivation in language

learning questionnaire evaluation checklist, it could be implied that
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overall questionnaire had content validity. All forty items were reserved.
All three experts suggested that the directions should be stated about
the appropriate symbol that should be used to check the answers. The
researcher revised the direction from “Please check one number of each
statement according to the amount of your agreement or disagreement
with that item.” to “Please check v’ one number of each statement
according to the amount of your.agreement or disagreement with that
item.” 2

lnwaddition; .the reliability of the test was estimated using an
internal=eonsistency. meas,lure of reliability (Cronbach’s coefficient alpha)
Reliability” and standard ‘er[ors of measurement (SEM) of the test is

presented asifollows. -
f \

Table 3.6: Reliability of studentimotivation questionnaire

Student motivaftiori'_auestioh‘,rﬁéi?rﬁ Reliability
Cronbach’s Alpha _ T 0.784
Cronbach's Alpha basedon 0.816
stand-a‘:r:dized items

The results revealed that the analysis reliability value is more than
0.7..The _alpha coefficient from the pilat study was equal to 0.787;
therefore, it can be assumed that the adapted motivation questionnaire

had-highireliability:

3. Interview questions

For the qualitative data, they were collected through group
interviews. A semi-structured interview was conducted at the end of the
semester. For interview, ten students were interviewed on record for thirty

minutes. The interviewees were selected from five students obtaining the
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highest scores from the Oral Communication Ability Test and Student
Motivation Questionnaire and the other five students getting the lowest
scores in the same tests. The interviews were all conducted in Thai.

The procedures of constructing the interview questions are
described as the following.

3.1 The researcher surveyed the books, journals, and researches
concerning the interview questions:

3.2 A semi strucBJred interview was used to collect data after
teaching-all'sixteen weeks. Interview questions were constructed by the

researcher. The / questions were divided into three parts: the

|

improvements of oralecor'_nrpunication ability, motivation in language

learninggandiopinion tewards learning through drama-based instruction.

&

Each student was aéKed atjgu-t these two topics in order to explore their
motivation and attitudes afteff:l""eé;rning through drama-based instruction.
' “

Abd vk
3.3 Three.experts validated interview questions by using the 10C.
L i r dhe 4 .-_:j";
(See Appendix F) The reSLﬂ‘{:_s?!pbtained from the interview questions

evaluation checklisf revealed that the inter‘vi_ew questions had content

validity:-_': Both English and Thai translatidb,-' versions were clear and
comprehensible. The overall questions. were good. There was no
additional‘cemment for this part.

8.4 The researcher grevised the questions according to the

experts’ comments.

Data collection procedure
The researcher collects the data by following these steps:

1. Contact with Graduate School, Chulalongkorn University in order to
obtain the official letter used for asking the collaboration from the educational
institution where the researcher planed to conduct the research.

2. The official letter was sent to the administrator of Demonstration

School, Prince of Songkla University, Pattani.
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3. The researcher pretested students’ oral communication ability by
using the Oral Communication Ability Test and pretested student motivation by
using the standardized motivation questionnaire.

4. The researcher started teaching the sample, based on lesson plans
constructed. Each lesson plan was taught according to the time given for each

unit. The following table presents the length of time spending on each unit.

Table 3.7: Lengths of time spending on each unit

Unit Week Length of times
Introduction to the course Week 1:2: éll periods 200 minutes
Unit 1: Role-playing Wegk/3-5: 6 periods 300 minutes
Unit 2: Improvisation Wegk 6-8: 6-periods 300 minutes
Unit 3: Simulation Week 95111 é_périods 300 minutes
Final Project (preparation) Weékf12-13:_'_';1'-':périods 200 minutes
Final Project (presentation) Werek_ﬂM: 3 p‘e;ir:i_éjcis‘ 100 minutes
Wrap-up V_\/éek_ 15-16: @f@@ds 200 minutes

5. Afte; completing all threé-uhité and the—idrama project, students’ oral
communication.ability and motivation were measured again.

6. The semi=structured_ group interview was used after finishing all
lessons. | The [datat collected! concerned..'student’'st improvement in oral
communication ability, mativation andssopinions towards drama-based
instruction. [ \fenystudents wereg selected tor participate [insthe _group interview.
They were from five students obtaining the highest scores from the Oral
Communication Ability Test and Student Motivation Questionnaire and the other
five students getting the lowest scores in the same tests. The questions were
asked within 30 minutes.

7. All the interviews were tape recorded and transcribed.
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Data analyses
Since there were many types of data collected in this study, the analyses were
differed.
1. Student’'s Oral Communication Test
The scores obtaining from the Oral Communication Ability Test was
collected before and after the instruction. Then the data were analyzed by using
SPSS version17. To compare means .of students’ oral communication ability
before and after thesinstruction, o_ge—sample =test was used.
As this studyswas.conducted with one.sample group, the effect size, a
measure of the.strengih of the relationship between two variables in a statistical
population, wasflsed to calcylate the actual effect of drama-based instruction.

In this study, Hedges' g whic-h_is tI;e.modiﬂed method of Cohen’s d was used to
find the effect sizg'of the treetment.{a k

2. Student Motivation Questir'o'-’nrfaire

The data from the sample Were > eollected before and after the instruction.
Then the data were ahalyzett by usnhg-j étDSS version17. One sample t-test was

used to compare the student mot|vat|0h before ahd after the instruction. In

addition, the H'edges g was used to calculate the eTfect size of this study.

3. lnter\//ew

The data from the interviews, were analyzed using content analysis to
investigate the student’s improvement in oral communication ability, motivation,
and opinions towards learning through drama-based instruction. It involved the
analysis of Keywwords and. phrases. ffhe interviews were tape-recorded with the
permission of the interviewees and transcribed for analysis. Key ideas shared in
group of students were discussed to shed the light on their possible
implications. Once key words were indentified in the transcription of each
interview, the frequency which those key words were mentioned could be

counted.
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The research methodology of this research is summarized in the following table.

Table 3.8: Research procedure based on each research question

Research Questions Research Instrument

Data analysis

1. What are the effects of drama- | - Oral Communication

based instruction on English oral | Ability Test

- t-test

communication ability of eleventh grade
JL'

roup interview
students?

- Content analysis

2. What are the effec —— ¢ otivation

based instruction on .th

- t-test

eleventh grade stude

- Content analysis

3. What are
eleventh grade students

through drama-based ins

- Content analysis

ﬂ‘lJEl’J‘VIEWﬁWEJ’]ﬂi

Q’maﬂﬂ‘im UAIINYAY




Chapter 4

Results

The findings of this study were presented in accordance with the research
questions presented in the first chapter. They were divided into three parts and
presented as follows:

1. The effects of drama-based instruciion on English oral communication ability
of eleventh grade students J

2. The effects of drama-based instruction on motivation of eleventh grade

students \

3. The opinions” of £leyveath- grade students towards learning through drama-

_—

pased instruction
Based on the resulis from the oral communication test, student motivation
questionnaire, and inteview, these thﬁé}e ‘research questions were answered

v ol
respectively. =

L, =

ol

4.1 The effects of drama-based instruction on English o'ral communication ability of

eleventh grade studen(tsr

In this part, the‘results are presented in two main sections: quantitative and
qualitative findings., In the first section, the pre-test and_post-test scores obtained from
oral communicationtest-are revealed:

The researcher evaluated students’ oral&gommunication“ability through oral
communication test which was divided+into twa parts. Nine subz’oral.communication
skills are included in the test: greetings, introducing oneself, giving direction, describing
people, describing places, storytelling, expressing opinions, expressing agreement and
disagreement, and giving advice. All parts are calculated for mean and standard
deviation of scores from the pre and post test. In addition, a significant difference

between the pre-post scores was examined by using t-test.
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4.1.1 Quantitative analyses

Before investigating the results on the scores of the oral communication
test, the inter-rater reliability was achieved through the Pearson Correlation
Coefficient. Since there are three raters, the total score that each student
received from each rater were computed for inter-rater reliability. The results of
the coefficient between each pairof rater were illustrated in Table 4.1.

Table 4.1: Pearson Correlation Coefficient of inier-rater Reliability

Rater R1 3 R2 R3

R1 0.995 0.990

R2 01995 _ 0.995
1

R3 0990 . 0995

_—

As showniin Table 4.-1, the i%_téf—rater reliability was between 0.990-0.995.
Thus the inter-raterfeliabilityis at thé‘irjig'h level.

After running’ the t=test third'ucj:;p SPSS, the results of intra-group
comparison were presénted. Desc@ti;/e statistics of the pre-post results

obtained from'eral' communication test are presented in Table 4.2.

Table 4.2: Results ofi-iest on oral communication test in the sample group (N=35)

Yo | N SD MD T p
(Post-Pre)
Pretest 93.13 35 2942 38.51 -16.412 .00*
Posttest 132.24 35 26.68

*p <.05

The results of the t-test shows that the sample group earned a higher

posttest mean score (X = 132.24) than a pretest mean score (X = 93.73). The
mean difference was 38.51. The t value was -16.412 with a degree of freedom
34 (n=35). The sample group gained 38.51 in the post-test, comparing with the
scores they got from the pre-test. Such gain was statistically significant since the

p-value was as low as .00. The hypothesis which stated that there would be
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significantly higher average scores on the post oral communication test than the

pretest was accepted. Therefore,

it can be

implied that student oral

communication skills significantly improved after learning through drama-based

instruction.

In addition to comparing the total scores of the sample group, the pre

and post scores of nine sub-oral cammunication skills were examined. Table 4.3

shows the pretest and posttest mean scores of all nine sub-oral communication

skills.

Table 4.3: A comparisen of mean scores from the pretest and posttest of nine sub-oral

communication skills

Oral communicationsskills Pre=test Post-test MD t Sig.
2 SOl L X, sD.

1. Greetings ~ 1y G ':'3.’62 15.94 290 43  -8.394 .000*
2. Introducing oneself and others — 1153 J2—9§ 1550 259 397 -10.037 .000*
3. Giving direction T 706 1493 380 456 -12.332 .000*
4. Describing people 1034 335 sl 302 414 -11.095 000*
5. Describing places:. : 10.54 353 1542 267 4.88 -11.854 .000*
6. Story telling V 10.65 3.27 1443 3.78 3.78 -9.547 .000*
7. Expressing opinions 10.01 %3.81 1423 3.70 4.22 -11.098 .000*
8. Expressing agreement and 984 4.35 [.13.79 | 384 4.45 -9.936 .000*
disagreement
9. Giving advice 9:30 1/13.66 | 18.51-| 3199y 421 -9.343 .000*
*p < .05

As shown in Table 4.3, all nine sub-oral communication skills significantly

increased, especially describing places (Mean Difference = 4.88). The oral

communication skills which gained the lowest mean difference is story telling

(Mean Difference = 3.78). In summary, there are the significant differences in
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oral communication skills at .05 level before and after learning through drama-
based instruction.

Besides analyzing sub-oral communication skills, the effects of each
drama-based activity (role-playing, improvisation, and simulation) were also
investigated. The comparison of mean scores of these three techniques is
shown in Table 4.4.

Table 4.4: A comparison of the.mean scores/ofiithree drama-based activities used in the

course 3

Drama Technique Pre=test Post-test MD t Sig.

X D/ « S.D.
|

1. Role-playing 3354 9,63, .46.38 SR 12.84 -12.360 .000*
2. Improvisation 31485 D1 w4482 8.98 12.79 -14.396  .000*

3. Simulation 28.66 14.34 41.‘}5‘3? NS 12.87 -11.815  .000*

*p <.05 ;
iid 2t
Itis obviously'seen from Table{_-4;§1‘ that the mean scores from these three

drama techniques were significantly ﬁirpved. Simulation is the technique which

gained the highest mean difference (MD = 12.87) whereas the mean score from

improvisation éc_tivities obtained the lowest mean diff’erence (MD =12.79). It can
be concluded that students learning through all three drama techniques gained
higher scores on oraf'eommunication‘skills.

The effect size

In addition to the calculation of the /mean differencestin pre and post oral
communicationsabhility fest, .the ~effect sizeqofl the resultsywas also examined
through the use of Hedges'g. The thresholds for interpreting of effect size

adopted from Ellis (2009) are presented as follow:
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Table 4.5: Thresholds for interpreting effect size

Test Relevant effect Effect size threshold
size Small Medium Large Very large
Standardized mean d, A, Hedges' g .20 .50 .80 1.30
difference
Correlation r 10 .30 .50 .70

The results “obtained fr_9m thewealculation of effect size by using
Hedges’g showedithat thevalue was 1.36, whieh is in very large level. Therefore,
it can be implied thatstheseifect size of the mean difference between the scores
of pre and posisoral oommuni(__:atioln testiis very large.

According tosthe post-iest-results, it is apparent that student gained the

i 4
\ &

higher scores ongoral communicatﬁgnrtest. This meant that the first hypothesis
was accepted. Analysgs by i-test reported a significant difference between the
i rl F’
sk Pl . .
pre and post scores 0f students learming through drama-based instruction. Thus
d & Lol o

it can be concluded that students imﬁ?—ved their oral communication skills after

-] - -

learning through drama-Baééd instruction.

4.1.2'Qualitative analyses: Results of the in‘gér.;-/iew

The data in this section derived from the interviews with five students
who obtained thefhighest scores in the posttest of oral communication test and
five students, who geceived. the lewest scores |in the same test. All ten
interviewees were selected’ based ontheir scores gbtained from oral
communicationy.test! asl welll as |stident motivation questionhaire. Since the
researcher examined the correlation between student oral communication ability
and motivation by using Pearson correlation, it is apparent that these two
components are correlated. This following table revealed the correlation of oral

communication ability and motivation in language learning.
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Table: 4.6 Pearson correlation between students’ oral communication ability and their

motivation in language learning

Pearson correlation

N= 35 P N=10 P
(samples) (interviewees)
Pre-test 0.736 .000* 0.87 .001*
Posttest 0.588 0007 0.753 .015*

*Correlation is significant at.the 0.05 level (2-tailed)
-

In this study,«the researcher coded.each student by using letters and
numbers: for exampley HP. (High proficient learner) stands for students who

]
obtained high seores from oral communication test and motivation questionnaire

i

and LP (Low preficient learner) siands for students who obtained low scores
from the same tests. The qdalitativ:é é‘ﬁalyses are presented following these two
components.

' £ )
The interview, questions related to the oral communication skills were
S 220
constructed in two main eemponents: the improvement of oral communication

o

skills and the improvefﬁéﬁt of the ﬂuenc*y of the lamguage use. In addition, the

questions cdn_ée—rning sociolinguistic and discour"s’e:-components were used to
investigate both Vcomponents of oral communication ability.

a) The improvement of oral communication skills

The | improvement of-aral communication 'skills were analyzed following
the interview questions whether they are able to use vocabulary and expressions
in communicating with others imore effectively.

Most interviewees with high level of proficiency reported that they were
able to use appropriate vocabulary and expressions in their communication
effectively. Interestingly, 100% of students with low level of oral communication
proficiency also admitted that their oral communication skills concerning the use
of word choices and expressions had improved after learning through drama-

based instruction. They were more willing to communicate with others and tried
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to use the vocabulary and expressions they learned as much as possible during
the development phrase. The examples are:

HP1: “I think my oral communication skills have improved as a
result of having opportunities to use vocabulary and expressions during
the role-play or improvisation the scene. | might make some mistakes
during the performance: hawever, | noticed that my oral communication
skills have improved graduallv«! used to spend at least five minutes to
think about what |-said th now-i-think | can use English to respond the
instructionserconversation spontaneousiy.”

=P3: “Wly oral comlmunioation skills tended to develop. Although

I’'m notrgood at Eng__lish,l_ the knowledge concerning vocabulary and

expressions helped me-a-lot during the class time. Before taking this

L A%

course, | didn't have knowﬂedge relating to the use of some complex

adjectives or adverbs such as ‘inconsiderate’ or ‘considerably’. However,
F

nowadays | try to create elaborate sentences or idioms to make my
42k

conversation more comprehemlble and sophisticated.”

-

LP4 Before takmg th|s course, | thmk that the problem is my

I|m|ted vooabulary collection. | found that thS course provided me with
lots of vocabulary and expressions: for example, expressions used for
giving advicesand expressing./agreement and disagreement. | realized
thatwhen | agree or disagree, | can use anumber of expressions to
express my agreement instead of saying yes or nay Ihat is why | think
that-my‘oral communication skills have improved. “

LP5: “Comparing to my friend, | was poor at vocabulary and
grammar. | don’'t know how to express myself and avoid using complex
structures. However, | realized that my oral communication skills have
improved since | made fewer errors and chose appropriate words and
expressions in different situations. Previously, when the teacher asked

me to give the reasons for any decision, | always answered, ‘| don’t know
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why.” | hate the question: Why? It made me annoyed and nervous.

However, about five weeks of the course participation, I'm more willing to

give the reasons and not afraid to share my ideas with my teachers and

friends.”

b) The fluency of the language use

In this part, the participants were asked whether they can speak English
more fluently. All ten interviewees (100%).reported the increase of fluency after
taking the course. The -main cause of-the“improvement is that they felt more
comfortable speaking English with their friends-and the teacher. They stated that
drama-based aectivities required ? good cooperation with their friends and the
main attention.was on the ﬂu__ency_ instead of the accuracy only. The examples

are: —

HR2: 4 noticed tha.ﬁ_‘l can speak English fluently because | felt
more relaxed when I"particiﬁé’tea in the group work so | can express my
opinions and ldeas freely Generally, when | could not imagine what I'm

going to say, | would make a‘long pause and it is the disaster for my

-] g -

partnen However, when all Ianguage learning strategies were taught, |

learned/ to use some strategies like saying,/Let me think’ or ‘That's a
good questions.’ This helped me a lot in communicating with others. ”

HP4.=4Without lots of pressures during the class time, | felt more
comfertable t0 use English as a median of communication. Thus, | can
express my ideas mere fluently. At first, | found that fluency was my
majer. obstacleinl.communicate with foreigners although | understand
what they say but | could not respond as | wanted to. Joining this class
helps me a lot due to the fact that | feel more relaxed and it can reduce
my stress. | think now | can communicate with my foreign friends more
fluently.”

LP1: “I think my fluency in English speaking has slightly

improved. | didn't pay much attention on grammar and tried to speak
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and use some gestures to make my conversation effective. | may not use

language proficiently as other students: nevertheless, | tried not to be the

burden for my partner. My friends helped me a lot and they make me

more comfortable to speak.”

c) Additional information concerning sociolinguistic and discourse

components

As for the sociolinguistic 'compenent, the questions related to the
appropriate use of [anguage in dlf,ferent contexts were raised. The students were
asked whether they could improve their awareness of audience and situations
by selecting “languagey Jlevel '101‘ formality. and tone appropriately. The
interviewees reported that'their sigcj,olinguistic competence had improved after

learning through drama-based-instruction. They described that they could

L 4

respond to audience and s‘ituation‘.fk_‘)yrusing appropriate language because the
teacher showed them the‘exarmples of appropriate vocabulary and expressions
i " ] F‘

that could be used and.they coutd;‘_ré:ﬁp_Ly them in different situations properly.
i annd L

Here are the examples: s

-] - -

“WHP2: realized that when we say/something to someone, the

level -of—'formality should be considered; hoﬁe'ver, I'm not sure which one
is more. polite than the other one. Learning through this course, | could
improve thissawareness somiehow. | remember that when | joined the
simulationin gxpressing lagreement and disagreement, there were some
expressions that were 'not appropriate to use with friends because it was
too formal such.as-I'm in complete agreement with \ou.”

LP3: “At the beginning | didn’t know how to address someone
appropriately. | just said ‘Hi, I'm..."” and that’s it. Actually, there are many
ways to address other people in different situations. | learned them a Iot
in the greeting lesson. It was really beneficial for me.”

Another interesting point was discourse competence of oral

communication ability. The researcher asked students some questions to investigate the
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improvement of their ability to develop and organize the information in a cohesive

manner and to use cohesive devices to help the listeners follow the organization of the

responses. The findings from the interview section showed that the interviewees thought

that their oral communication skill in this competence had improved because they had

to use proper cohesive devices to make their conversation more comprehensible. If not,
they were unable to exchange information with others effectively. The examples are:

HP4: “l had to do many activities relating to story-telling and |

found that using Cohesivg devices*helped me a lot in improving my oral

communigation _in~ variols situations. It also helped my friends to

understand _what sai?; therefore, they could respond to me

spontaneously.” A 4

LP5: “Organizing the information was such a difficult skill for me. |

L 4

could notiarrange the sentefr_]cé in logical orders and sometimes it made
my partner gonfused; however, | tried to practice organizing my ideas in
i " ] F’
Ak v ol
many activities and used some simple sequencing words such as first,
d & Lol o .1_;'

second, or finally-to help my ﬁ]d to follow what | was saying.”

-] - -

To sumiup, this duélifative daté were consistent with the results obtained

from t-test. Alldinterviewees participated in the inférview section also reported
their improvement of oral communication skills as_ well as their fluency in using
English. Additionallys. their sociolinguistic and discourse competence of oral

communication skillsswas enhanced after takKing drama-based course.

4.2 The'effects of drama-based instruction on{motivation of eéleventh grade students

In addition to the examination of the effects of using drama-based instruction on
students’ oral communication presented above, the effects of using this technique on
the students’ motivation towards learning English as a foreign language before and after

the study were also examined in this section.
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The results in this part are presented in two sections. The first section shows the
quantitative findings from the motivation in English learning questionnaire. The second
reports the descriptive data analyzed from the interview.

4.2.1 Quantitative analysis

The first comparison of motivational change was on the intra-group
analysis in the experimental group: Descriptive statistics of pre- and post-

student motivation in English learning questionnaire are presented in Table 4.7.

-

Table 4.7: Paired samplestest of malivational change inthe sample group (N=35)

Mode of X N . SD MD T p
assessment L P
Pretest 171.51 e -y 9.89 -5.376 *.00
Posttest 181.40 3g * 1'353?2
*5 < .05 " o x F

' "N
As presentediin Table-4.7, tﬁ‘_é'_‘_é?_mple gained significant improvement in

2233 44
—

their motivation towards 'Iearningh_faf{er the intervention of drama-based

instruction foryone semester. The results of the [Ftest show that the sample

received a ﬁ@her post-test mean scores (X :1é;1_-:40) than a pre-test mean
scores ()@171.51). The mean differences was 9.31 and the t-value was -5.376
with a degree of freedom of 34 (X_=35). It is obvious that there was a significant
different between thesmean scores from the pre and post motivation test. In other
words, student motivation significantly improved after learning through drama-
based instrnuction.

In addition to the analysis of the total score, each component of

motivation also is also analyzed in details as presented in Table 4.8.
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Table 4.8: A comparison of the mean scores of each component from motivation
questionnaire (N=35)

Category of motivation Pre-test Post-test MD t Sig.

X SD. X SD.

1. Interest in foreign languages 1749 351 1869 291 1.2 -2.697 .011*
2. Motivational intensity 1514 299 1560 245 0.46 -996 .326
3. English class anxiety 1697+ 3:88 16.83 3.37 0.86 -2.631 .013"
4. English teacher evaluation 17.03=867 18.97 284 194 -3.240 .003*
5.Attitudes towards learning English 1849 292 1911 292 0.62 -1.442 156
6. Attitudes towards English _speaking 18.26 334 1989 275 163 -3.752 .001*
people L 4
7. Integrative orientation 9,23 209, 963 173 04 -1.502 142
8. Desire to learn English 18?7% 3.38 19.77 281 1 -2.199 .035*
9. English course evaluation 16.57 ©3.91 17.83 3.31 0.86 -1.712 .096
10. English use anxiety 13.61:;:"_ 412 1454 329 091 -1.552 .130
11. Instrumental orientation 10.5%’7:.1,'15.87 10.54 1.62 0.03 -.084 934

*p<.05

Table. 248 illustrates significant differences in student motivation towards

English learning before and after learning through drama-based instruction.
English teacher evaluation is the component which obtained the highest mean
difference (MD = 1.94) whereas| instrumental arientation s the component which
was reported with the lowest mean difference (MD = 0.03). Jhe mean scores on
the posttest increased in all components but in different levels: Results of t-test
as presented in Table 4.6 reveals that the gain was statistically significant at .05
level for five dimensions: interest in foreign languages, English class anxiety,
English teacher evaluation, attitudes towards English speaking people, and
desire to learn English. This meant that student motivation towards English
learning increased after learning through drama-based instruction. On the

contrary, there were no statistical significance for motivational intensity, attitude
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towards learning English, integrative orientation, English course evaluation,
English use anxiety and instrumental orientation. It meant that these six
components of motivation increased after learning through drama-based
instruction but it was no statistically significant at .05 level.
The effect size

Besides the mean differences in pre and post oral communication ability
test discussed above, the effect size/oifthe results was also calculated by using
Hedges’ g. The results revealed_)that thewvalue was 0.56, which is at moderate
level (> 0.5) whearcompared to the thresholds for interpreting effect size on
Table 4.5. Therefore igcan be imQLIied that the effect size of the mean difference

between the sceres of pre and post oral communieation test is moderate.

4.2.2 Qualitativesanalyses: Resulis-of the interview section

i 4
\ &

Analyses of studente’ inter\:iLe\/t/ aim at exploring students’ motivation in
learning English after I'éafning ttfr’offgh drama-based instruction. All ten
interviewees were lelded |nto two groups high and low motivation students.

In this section, data Were dlvﬁzd into four parts: reasons why they learn

English, students att|tudes towards Engllsh Iearnlng the change of motivation

before and after learning through drama-based acUV|t|es and the requirement
for taking furthericourse.

a) Reasons why they learn English

The purpose of asking this'questionis togcheck whether students

learn English because of external.or internal motiwation and to check

their. ' background. 'information concerning, motivation in language

learning. Regardless of language proficiency, five students (50%)

pointed out the reason why they learn English as the school’s

requirement. Three from ten interviewees (30%) reported that they learn

English because they thought that it was important and useful for them to

further their study and future careers. Only two interviewees (20%)

reported that they learned English because they wanted to be proficient
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in English and communicate with others effectively. The examples are
presented as the following:

LP2: “I have to learn English because it is included in my

transcription. If | don’t take this course, | cannot graduate from

this school. To tell the truth, | prefer learning other subjects more

than English: O‘Jfr it is compulsory. | have to pass all English

listening and speaking. It's quite

It will help me a lot in
nnot speak English fluently,
understand me.”

e if | cannot speak English

a good job you should be

i ;
at English,- Wﬂ@ .a good job with high salaries. ”

RN

t:'_y:rom the data préfse_mgﬂaﬁ‘ t that 80% of interviewees

learn lish because ile. school’s policy and their

future cgeer. Only
internal métivation.

aummm;m ket 3

To obtain in-depth information concerningy students’ attitudes

Q W’%@ﬁsﬂéﬁ @A ’N t%& fe];’% %} Ecllqt@ &:Jntatlve data by

using interview. 70% of interviewees reported that English is one of their

S learn thi&ubject in order to fulfill their

favorite subjects. They viewed the importance of this course and had
positive attitude towards this course. Whereas three from ten students
(30%) indicated that English is difficult and they do not prefer to learn

English. The examples are as follows:
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HP1: “English is my favorite subject. | felt eager to learn
something new and practice as much as possible. | love keeping
my diary in English and chatting with my friends in English. My
status in Facebook is often written in English. | believe that the
more | practice, the better | am at English. ”

HP4: “I think English .is interesting and challenging. I'm fond of
listening to English songs and waiehing soundtrack movies. It helps me
improve my Communioati’gn skills=Fhere are many interesting slang and
idioms presented«in.those lyrics and dialogues. It reminds me of some
useful sentenges ihat/lican use in my dailylife.”

EP3: #Although | c;npot speak English fluently, | tried really hard

to practice using English.<I hope that my oral communication skill will

L 4

increase. | tried to jOt some‘.f\ﬁ/ords I've learned in class on the paper and

stick them jarodnd" my bedrfeom. | wish it might help me improve my
i " ] F’
akd v ol
English somehow..” ——
L - gl o :J‘_J
LP4: “English is suchjg”gbugh subject. | know what | want to say

-] - -

but | den’t know how to say it

. I'll be petter o learn other easier subjects

such'as Thai or Religions. ” et

c) The change of motivation before and. after learning through drama-

based activities

Interview results indicate that all ten interviewees reported the increase

of motivation after learning thfough dramazbased instruction lut at the different

levels. Faur,interviewees (40%). reported the 'high' level lof improvement after

participating in drama-based activities. 40% of students reported the moderate

level of improvement whereas 20% of interviewees are categorized their

improvement in slightly improved level. Here are the examples:

HP2: “My motivation in language learning has totally increased
throughout this semester. | get more confidence and my desire to learn

English has improved. | used to be shy and avoid using English in class.
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If the teacher did not stated at me, | often used Thai to communicate with
my friends. | didn’t want to use English and was embarrassed when my
friends laughed at me when | made mistakes. Nevertheless, when we
learned through drama and worked corporately with my friends, | felt
more relaxed. When my classmates attempted to use English, | would
like to respond to them in English as well. | realized how to use English in
different situations or contexts.”

HP5 I l-have to rate the inerease of my motivation, | think it is at
a moderaierlevel.lfelt comfortable to'cemmunicate in English. However,
| had seme diificulties in nlesponding to some of my friends. My desire to
learn En@lishdmproved but it seemed that'some classmates didn’'t work

hard engughsto befa geed-partner. It might be good if some of them are

\ &

more enthiisiastia to leaim ade active in those drama-based activities.”
LP3#| think that my motivation in language learning has slightly
i " ] F’
Ak v ol
improved. | just enjoyed with those fun activities. | love playing games:
¢ annd LA

however, | still thi-nk that Engljghﬁis such a difficult subject. | could not get

ol [t -

it out ofimy head:;’ 7

d) The_requirement of taking additional coursés

This question was asked in the purpose 0f investigating their motivation

in learning English after learning throtigh drama-based activities. All ten students

(100%). reported that it is ([good lopportunities for them to improve their oral

communication. If there is amy course related to using drama-based activities,

they preferfed taking it-so,as te.improve their learning skills. ey also pointed

out that their high motivation would remain at the same level from now on. The

examples are presented as the followings:

HP3: “It will be good for us to take other courses like this. | want
to continue learning this subject because it improved my oral
communication as well as my motivation in learning English. I'm a fan of

exciting activities such as drama games so it might be good if all
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satisfying games are included in other courses. Doing role-play is also
challenging for me to confront with various situations.”

LP4: “Although | think English is such a difficult subject, | think
taking the further course should be considered by people who may
concern in order to improve my skills. Instead of focus on lecturing or
doing tons of homework; the authentic activities like the ones in this
course should be incorporatedsinte the class. | love games and drama
and | know most of us IovS them=
According=to" the-qualitative data diseussed above, students reported

that their motivationstowards ETglish learning “had improved after learning

through drama=based instruqtion:._ but at various levels. Interestingly, 80% of

students learn JEnglish sbecause-of the external factors. Most students had

L 4

positive attitudes towards Iénguaggfjeérning. The results also revealed that they

decided to take the additional courses relating drama-based instruction after

i

) ) ald il

taking this course. ——
2 .-_lj"J

In accordance with '_quantita@' results from t-test and qualitative data

-] - -

from the interview, the second hypotheéis was accepted. In other words, student

motivation tow‘z‘a—:‘rds English learning has increased;éf.ter learning through drama-

based instruction.

4.3 The opinions ofieleventh grade students towards leaming through drama-based

instruction

The ‘opinions of eleventh, grade students.were @nalyzed, from the interview

session regarding the opinions towards learning through drama-based instruction. The

qualitative data were presented as follows.

4.3.1 Qualitative analyses: Results of the interview
The data in this session were obtained from ten interviewees
participating in drama-based class. Students’ opinions towards learning through

drama-based instruction in this study includes the drama-based activity that
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students like and dislike, the advantages of learning through drama-based

instruction, the

difficulties that students found during learning through drama-

based instruction, and the improvement of cooperation between students.

a) Students’ preferences for each drama-based activity

favorite

1) Activities that students like the most
Besides drama games which all students reported as their

drama-based activities sother three drama techniques were also

asked for theirpreference, Interestingly, all five interviewees from the LP

student

s«(400%) reported that the drama=based activity they like most is

“role-play”. Aliwof them agnleed that learning through role-playing helped

them in

creatinga dial_ogué_s’and preparing the scene. The dialogues

presented bythe teacherwere useful for them since they were provided

lI ¥
A A5

with sample conversation aé;da guideline for performing their own scene.

The examplés are:”

£ ¥/
LP1 “I like role playmg the most. | don't know where to

begin so the more C|UE'S or dialogues given, the easier for me to

-] g -

mltlate the conversann The sample dlalogues help me a lot to

Carry on the task.” i

LP3: “My partner and | could do better when there was a
sample conversationf@presented. | could not imagine anything
without enough | clues. Role-playing | provided me with many
clues. | realize who | am and what | should /do next. For other
drama-based, activities, 1| have to use my,imagination to think
about my roles and responsibilities. That is why | prefer learning
through role-playing.”

LP4: “Two other drama-based activities: improvisation
and simulation required higher level of thinking skills: therefore, it

is difficult for me to create the conversation myself. If | don’t know

what | should say first, | can’t continue the conversation.”
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Three HP students (60%) reported role-play as their favorite

activity whereas two HP interviewees (40%) thought that simulation was

the most effective activity for them. As for the role-playing, student

pointed out the same reasons with LP interviewees. They reported the

more confidence they gained in case that they got enough clues to form

their own conversation. Here are examples:

HP1: “Basically,«I'm a visual learner. It's not easy for me
to figure--the di_g!ogue out™ without sample conversation or
language.stidctures. If there are some useful samples, | could
imitatefSome sehtéinces along with-adding my creativity into the

eontext. At £an make my conversation more lively and fruitful.

Therefore, | think;lscould do well in role-playing than other two

dramadbased activities.”

HP2: '“l like 'éﬂ' three drama-based activities: however, |
Py y/

found that role playmg prowded me with the most adequate

|nformat|on such as grammatlcal structures and word choices. In

_"I T

add|t|on I have much time to pregare the scene. | have more

- tlme to think and make some Qutlme in my mind before
performing the role-playing.” '

As' for. two HP interuiewees reported the simulation as their

favorite | drama-based activity, | they lidentifiedg that this activity was

challenging and activated their thinking skills. Furthermore, they had

opportunities to-share and exchangge their ideas with their classmates in

the sub-group. This helped them in shaping their ideas to be the most

effective solution. The samples are:

HP3: “Simulation is challenging for me. Although there
were many steps to follow, it activated my oral communication
skills as well as thinking skills. The problems presented in each

lesson are up-to-date and could help me to brush up my ideas. |
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also like the step of brainstorming and exchanging ideas with
classmates from other groups. | believed that if we listened to
other ideas and weighted pros and cons of what you heard will
help you a lot to find the effective solution out.”

HP5: “I like the most complex one: simulation. | like doing

group work a d ht be good if we worked corporately with

%Ith your partner might not be able to
ruthmﬁ | don't want to stick with the

\Hmnd making new things with my
1

others.

devé&bow

ted that they do not prefer

of the limitation of time for

difficult for therrfEJre ir own script without much time for
prep‘.a'ﬁnon Only one s{l,,ldir_@ simulation was his major
diffic ince he found i uired high level of thinking

skills. Agfor HP stu

like improvVisation because ofithe limited preparation time. Here are the

Bebad ANENINEINT

LP2: “kearning through improvisationy 'm not sure how to

A0 T ok B HRHEL TR v comoe

conversation is a must. I'm not good at English and | definitely

10@/0) reported that they did not

don’t’ know what | should say. Sometimes | just looked at my
partner's eyes and asked them whether they know where to
begin.”

HP5: “| realized that in our real —life situation, we have to

use the improvisation all the times. Nevertheless, | need time for
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preparation. When the teacher asked me to improvise the scene,

| immediately knew that it was a disaster. | don’t’ have time to

think or prepare as much as | usually get in other courses. | think

| need more time to get used to with this drama-based activity. ”
b) The advantages of learning through drama-based instruction

All interviewees addressed the advantages of learning through
drama-based instruction in differeat way. Four interviewees (40%) raised
the ideas that students cgpld learmwell under the satisfying environment.
Learningwthrough~drama-based instruetion can reduce their tension
during «the classs time s&nce drama games were introduced in the
introduetion phases Three t_nterviewees (30%) reported that the variety of

the activities/presented-is-the strength of using this technique. Many

o

activities dddgessed could hetp them to be excited and eager to learn.
Two intervigwegs (20%) repdﬁed that student can practice using English
in as-if situation. They can adapt What they learn in their real life situation.

Only one student stated the ad:vantage of learning through this technique

_‘| g

that |t Qould help them to work coordmate}y W|th their classmates. The

exam@les are presented as follows: o
HP1. “Drama games are really fun. | love it! Starting the
lessan. with games helps me a lot to be ready for learning
vocabulary, and grammar.'| love moving by body. It could help

me reduce mystension and be familiar with my classmates.”

HP4: “There are many activities for/me to participate in. It
was easier for me to keep awake with the various activities going
on in class, especially when | needed to perform. | don’t want to
get stuck on grammar or reading the dialogue on the blackboard.
It is interesting to learn English through numerous activities and

media. In addition, the variety of evaluation techniques is also

challenging for me.”
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HP5: “We don’t have a lot of chances to practice using
language. This technique helps me a lot in figuring what | should
say. | hope that | can use all words and expressions when | have
a conversation with foreigners.”

LP4: “l work a lot with my friends: in pair and in group. |
felt that | havel someone to share my ideas with. Instead of
solving the problems.individually, working as a team helps me to
accomplish the ggal of thertask. | prefer working with them and
believe that our teamwork leadsto the success of the learning.”

c) Thesdifficulties that st-tjdents found during learning through drama-

based instructien . &

The difficultiessstudents found were stated in various ways. 50%

of students reporte'd that 'fhe-ir packground knowledge and grammar

were inadeguate. Th1s can a?feot the fluency of the language use. It is
Py .r
difficult for them to commumcate ,smce the limitation of word choice and

.n'

structures were thelr obstacies 40% of interviewees reported that the

_‘| "y

main dn‘ﬂculty was the complexity of the ag:t|V|t|es and the high level of

thmklng skills. Some complex activities I|k_e._s1mulat|on were an obstacle
for them because it requires high level of thinking skills. In addition, there
were many steps to follow sé.they cannot complete all tasks assigned.
Only.sone! student ((10%) reported the! difficulty about the lack of
cooperation with theirdriend. Here are some examples;

HP2: 4 tried t0 speak as/much as,possible: however, |
don’t have enough words to form the correct sentences.
Sometimes | don’t know where to begin. | realized what should |
say but the limitation of word choices always annoys me. For
example, | know how to greet my friends but | don’t know how |

can give my best regards to their parents.”
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LP4: “I have a difficulty in expressing ideas because |
don’t have concepts or ideas about the topics presented. For
example, when talking about Thai cultures, | partly know the
meaning of Thai cultures but | don’t have adequate background
knowledge to keep talking about it. | can answer yes or no but |
don’'t know what the reasons are. It's quite hard for me to use
critical thinking skills in expressing opinions.”

bl | want “to-practice using English however my
partner is.sometimes an obstacle. | tried to speak but they were
silent . andhad hol clue how to respond. That's such a boring

thing L 4

d) The improvement of-eeoperation between students

lI ¥
A A5

The improvément df cooperation between students was also

explored intthis mterwew 80% of students reported the improvement of
F

cooperation. They thought that many drama-based activities required a

good oooperahon a_nd coltapp’ratlorw between their partners and group

el

members: On theréther hand, 20% of students reported that their

coopefétion was at the same level since thé&(-usually worked in groups in
other subjects. One from two students reported that there was no
improvementssince their friends'were not willing to work with him.

LP1: "We worked cooperatively. (i like group works and |
was really happy that | could. contribute something to my group.
Learning in, this course, there areimany types of group works for
me to participate in. | communicated with my friends all the times
and | tried to use English as much as possible.”

HP3: “There is no different in work cooperation with
friends. Some of them were not willing to communicate and tried
to talk to me in Thai. | tried hard to use English as much as

possible but it seemed meaningless for them. | tried to explain
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that it's the English class, it might be better to use English as a
median of communication, but it got worse. They responded to
me in Thai and asked me to communicate in Thai. It's boring.”

It is interesting that all students reported wide range of comments
and ideas towards drama-based instruction. Students viewed drama
techniques as a good way: to enhance their motivation towards English
learning: nevertheless, there arcssome difficulties: for instance, their
weak background knowlSdge, thercomplexity of the learning phrases,
and the.daek of .eooeperation. In addition, most students reported the
improvement of cooperatiain between students.

4.4 Summary A 4
This chapter reportsithe findings-ebtained from the analysis of quantitative and

qualitative data from threg main instrument$; oral communication test, student motivation

in learning English questionnaire ‘ahd the interview.. As for the hypothesis testing
i ?. F'-

ald vl
regarding to the effects of Iearning through- drama—based instruction on student’s oral

communication ability, students eamed a hlg’ner post-test mean scores than a pre-test

-] g -

mean scores. It can be concluded that drama based mstruchon can enhance students’

oral communication sk|lls Another hypothesis regardmg to the change of motivation
among students after_|learning through drama-based instruction, the results revealed
that there was a change imsmotivation towards learmning English before and after the
instruction. As| for | the| attitudes of students towards drama-based instruction, most
students express positive attitudesstowards thisstechnique as it scan establish the
pleasant’ learning fatmosphere and. provide them! with /various, kinds of enjoyable
activities. Thus, it could be stated that drama-based instruction can enhance eleventh
Grade students’ oral communication skills as well as their motivation in language

learning English.



Chapter 5

Discussion

In this chapter, a summary of the study and results were presented in
accordance to three hypotheses. Then the research findings are discussed with support
from relevant theories and studies. concerning drama-based instruction. Teaching
implications and recommendations for the future research were presented at the end of

this chapter. 3

5.1 Summary of the study:
5.1.1 Objectives

i
The objectives of fhis study are to study the effects of English oral

communication ability and motivation.of-eleventh grade students after learning through

drama-based instruction JAls@, the study. o{' sthdents’ opinions towards learning through

drama-based instruction was conciuded in the adjective.

5.1.2 Research design x4 —-

# - g ,J.l
The study was deS|gned in OHe group experimental research. Thirty five

students voluntarily parhupated in the select|ve Course called Learning English through

Drama. Measurements of the students’ Oral Communlcatlon Ability Test and student
motivation questlonnalrg_were done two times; the pre and the posttest.
5.1.3 Procedure

The | .procedure  off this 'study 'started| with sthe pre-test on Oral
Communication Ability Test and student motivation questionnaires Then, the subjects
participated/in sixteen-week instruction pefiod which the focus| of ‘each lesson was on
using drama techniques to teach oral communication skills. Sixteen weeks later, the
posttest on oral communication ability as well as motivation towards English learning
was done. After the scores were calculated, five subjects of the high proficiency
students and five of the low proficiency students were asked for joining in a group

interview.
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5.1.4 Samples
The samples of this study were thirty-five eleventh grade students of

Demonstration School, Prince of Songkla University. The subjects’ level of English
proficiency is between beginners to intermediate level.

5.1.5 Instrumental invention

The 100-minutes classes met once, a week for sixteen weeks, totaling 1,600
minutes. Drama techniques were applied in'an glective course called Learning English
through Drama which was conducted oyer a-two=hour period each week, for sixteen
weeks. This course is exelusive inthe sense that the entire learning phases were drama-
based which includes-three_main parts: ‘kntroduction (warm-up activities), development
(introducing the dramatic mementand the_ improvisation of the dramatic moment by the

students and quieting (evaluation of the-lesson).

o

5.1.6 Instruments;and data ‘an:alysei
Three reseafch/instriments were employed in data collection.
: £

Al o
1) The oral communication test' The aim of this test is to measure the
subjects’ oral communication test before and—after the treatment. It comprised two parts

." ,_‘ -

including nine sub oral commumcahon skills test.

2) The student motivation questlonnalre J’[ comprlsed 40 items of
motivation questionnaire which focused on eleven sub-categories of motivation’s
components. The test was designed in the fiviespoint Likert scale.

3) The interview: The abjectives of the interview were three fold. The first
part aimed at exploring students’ improvement on=oral communication ability and their
fluency¥in using! langlage [to.communicatel The .second’ part focused on students’
motivation in language learning. As for the last part, student’s attitudes towards drama-
based instruction were examined.

5.1.7 Results
The results of the study can be summarized in response to the research

questions as follows.
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1) Oral communication ability

In response to the first research question, the findings from the t-test
indicated that there were significantly higher average scores on the post oral
communication test than the pre oral communication test. In other words,
students’ oral communication ability significantly improved after learning through
drama-based instruction. In_addition, the results from the interview session
revealed that students reported thesfimprovement of their oral communication
abilities after learning-through drgma—based activities at various levels. Students
also reported theirhigher fiuency in using language to communicate than before
taking the couis€. Insaddition, the improvement of their oral communication
ability in terms_of sociolinguis__tic ai‘nql discourse competences was mentioned in

the interview section. —

i
o

2) Motivation in Ianghage I&?rrﬁng
In responseito the:second l_r-dése»arch question, the results from the t-test
identified that there was 2 si'gniﬂca;%f’tdifference between the mean scores from
the pre-post student mot|vat10n quesﬁﬁﬂnawe This can be implied that students’

motivation in 4anguage Iearmng |mproved after Iearmng through drama-based

instruction. Th?" results from the interview section a[s_g supported the quantitative
findings. Studeir_wts reported that their motivation in using language to
communicate hadsdimproved through this semester.

3) Attitudes towards drama-based'instruction

Based on the data from the interview, most students reported the positive
attittide towards-drama=based instruction. ‘However, there were some difficulties
that the researcher should bear in mind including the lack of students’
background knowledge concerning grammar and expressions, the complexity of
some drama-based activities and the lack of cooperation between their peers

and group members.
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5.2 Discussion

The results were interpreted and discussed in response to the research
hypotheses.

Hypothesis 1: Students’ English oral communication ability will be higher after learning
through drama-based instruction.

According to the results fram ithe paired sample t-test, students’ oral
communication ability significantly improved. «{p.< .05). Hence, the hypothesis that
students’ oral communicatien-ability WiIIJbe higherafter learning through drama-based
instruction is accepted.

In other wordsgsstudents® oral communication ability improved after learning
]

through drama based.instructions Fhe s‘i.gn.ificant gains of the sample group on oral

communication test suppoited the :vie\ALz.s that activities which drama techniques

integrated could enhance stddehts’ speal;fing’ skills. The findings were congruent with

Ulas (2008)'s claim that drama<based ir_'vétku@tion was considered the instructional
' )
method fostering students to increase their bfrr_a}‘ communication skills based on the study

s s Jd
el

of elementary graders’ achievementon oral communication and pronunciation skills. The

J oA

results also agree withthe findin'_g—s' of effectiv’éhéqss of drama-based instruction on seven

graders’ achieveme-nt:on geometry (Duantepe, 2004), th|rd graders’ achievement on
English as a foreign;_language (Aynal,"1989), and _élementary graders’ science
achievement (Kamen, 1992).

Interestingly,.the ‘oral communication ability’ from 'the posttest of all thirty-five
subjects increased at various levels. Due to the.comparison between the pre- and
posttesty 'some students| gained high! level of oral communication/skills' while the others
slightly improved. The reasons why students gained different levels of improvement
came from various reasons. First, their background knowledge concerning word
choices, grammar and expressions could be the obstacles for the students with lower
language proficiency. The second reason might be their experiences relating to the
previous teaching methodology. Some students were familiar with teacher-directed

classroom so, they tended to be reluctant to talk and perform in drama-based class.
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Finally, their interest towards the subject matter also could be the reason for wide-range
of the improvement. Students with little interest in English might perform and be willing to
participate in the classroom activities less that the preferable ones. As for the significant
increase of students’ scores in oral communication test, this might cause from their solid
background knowledge in language learning, especially English. Most of them reported
the high scores in other related course such as basic English or listening and speaking.
It was noticeable that they could use complex.sentences in communication fluently.
Apart from their strong background knowledge;-students obtaining high scores in oral
communication test alses=performed well under learner-centered environment. They
preferred learning in relaxing atmosphere,lwhere they could control and handle the tasks
themselves. Since the.¢elass provided,ther;j with-many challenging activities, they tended
to be excited to learn and perform their bjest in all tasks including oral communication
test. : " J-

Besides the impravement of student ‘oral communication ability in terms of
J Jo

E S
functional and linguistic competences; the findings from the interview section also
'y B )]

showed their development in sociolinguistic and discourse competences. Learning

o el

through drama—based,instructio-n, students could use English in various make-believe

social situations and_ﬁfrgy could select abbrbpﬁate use— of language. When students
acted out the scene, they were expected to use the language which was proper for the
audience and the situationss Students weré.Jaware of the proper language use and
demonstrated tthein.awareness by (applying: appropriate use of language in different
social contexts. As for discourse campetence, since there were a variety of activities
that fostered students to practice, their speaking skills asimuch @as possible, students’
ability in organizing information in a cohesive manner was enhanced. Furthermore, they
could select the appropriate cohesive devices to help their partner to follow what they
were saying and to give responses effectively.

Based on the findings shown in Chapter 4, all nine sub-oral communication skills

of students had significantly improved. The possible reasons to account for the
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significant gain in the sample group in terms of their increase of their oral
communication scores could be synthesized into the following categories:

1) The communicative learning context: In context which drama techniques
were applied, there were many interactive tasks; for example, simulation or
improvisation. As Wei (1997) stated that the interactions between more than two persons
were vital for effective communication activities. In drama-based lessons, students were
provided with greater opportunities to practicesthe target language through numbers of
learner-centered activities “whieh- provided ‘inieraction among students. The useful
vocabulary, expressions«and language structures were presented at the beginning of
the class in order to give students some,I packground. Then, they were encouraged to
talk freely. They couldsrefer o the structLIjre,_presented at the presentation stage if they
wanted to. Additionallyfat the guiet phas%—:-, students had time to reflect on their ideas
and make a conclusion of what they-‘learne;ﬂ J-

The data obtaining from the mterwew section also revealed that most students

thought that their oral commumcahon abmty had lmproved They felt that they were able

to use the target language in commgmcatlon Inore fluently. Gill (2002) stated this finding

o el

that the more opportunities learners get to practice thel target language, the more

comfortable and fluenfﬁey are. It was noti_c-;erablre that stﬁdents could learn through the
self-correction and peer-correction along with some corrective feedback provided by
the teacher. These could eneourage students’to take the active roles in their learning.
Most activities introduced into class engaged all' students|in language production and
practice. The concept of this learnerscentered learning is similar tes Duatepe and Ubuz
(2004)’s\idea that stated that drama-based instruction created an-enviranment in which
students play the main roles in constructing their own knowledge through their actual
experiences rather than focusing on what they have been taught.

Drama-based instruction also created as-if environment. Only reading the
dialogue from the textbook could not develop students’ oral communication skills.
Through drama-based instruction, a number of as-if situations on diverse real life

situations were introduced to class from simple skills such as greetings and giving
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directions for the tourists to more complex activities such as expressing the opinions in
school meetings or exchanging information in the conferences. Role-playing was used
to practice oral communication skills at the beginning then, students were asked to use
the language they learned to improvise the scene. Not only using role-playing and
improvisation, students could practice their listening and speaking skills through
simulation.

In Thailand, it is found that lots of studentsthave a few chances to use English in
their daily life. In addition, it'is-eommon that many-students lack speaking opportunities
in class (Khamkhien, 2040):" Therefore, it is essentialfor the teachers to provide as-if
environment for students both" infand out,lclassroom as much as possible. McDonough
and Show (1993) indicated that mani non-native speakers were able to speak
accurately in class when a glear stimulus;was given by their teachers; however, when
they were confronted with the real iife cor&_e;-ts, they lacked the capability to deal with
such situations. Besides that, it is found th_é-f'isfﬂdents generally were more comfortable
with teacher-driven classes owing'i_b' theirb@ﬁ;}l,?arning experience prior to taking this

course. _ ——

2) The supportive envird}wment: After“léarning through drama-based instruction,

students were more willing to use English as a medium of communication as a result of

the decrease of their anxiety during the class time. Students’ fear of embarrassment and
loss of face decreases because the learning environment was less threatening and
more enjoyable. Foeusing only on ([grammatical ermors or language structures as other
traditional methods, students are likely to get nerveus and be afraidsto make mistakes.
On the'otherhand,-learning through.drama-based activities, students reported that they
were more willing to communicate in the stress-free zone. Although the accuracy of the
language usage were included in the criteria used evaluating students’ performances,
the fluency of the language use were mainly highlighted in this course.

3) The increase of collaboration between students: As teamwork and group
participation were required for almost all drama-based activities, students were

provided with opportunities to exchange information and share ideas with their peers.
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Participating in the activity that focused on individual performance, students tended to
be nervous however the group work helped them to be relaxed and were able to use
language freely. When they worked closely with their friends, they could feel free to take
risks without peer pressure. In addition, a good collaboration among students is a must.
So, students had to exchange information and discuss the given topic in small groups
before making a final decision as a whole group. This activity could enhance students’
oral communication skills along with their infosmation exchange. Instead of working on
their own in finding the solutions {0 the problems;they could exchange their ideas with
their classmates who came up_with various interesting-ideas and solutions. This could
lead students to weigh*prossand cons q|>f what they diseussed and find out the best
solution after getting .the iniormation and ideas from numerous points of views. This
corresponded to Liang#(1996) who suggested the advantages of group work that 1)
group work could help students defeat anilety because sharing ideas with their friends
is less threatening than speaking'to’a teacher in front of the class; 2) group work gave
students more opportunities o use the target 1anguage 3) working as a group could

reduce anxiety of speaking a forelgn tanguage |n class. Another benefits gained from

the group work was that students learn to be respon3|ble as well as enabling them to

acquire knowledge by g|V|ng and recelvmg d|fferent |deas and understanding other
points of views.

4) The long lasting. learning: It i8.interesting to note that students who
experienced drama-based instruction ¢an improve their retention of English language
achievement (Bellizia, 1985). Getting involved jin. a number of; activities such as
improvising the scene,\exXplaining, story-telling or discussing, students ftended to learn
better and remember longer. Students’ long term memory was activated through the
active involvement. Learning by doing and acting out could encourage students
permanent learning (Bellizia, 1985).

5) The increase of students’ self-confidence: The results from the interview
revealed that drama-based instruction improve students’ confidence in themselves.

These findings are concurrent with Farris and Parke (1993) and Freeman (2000) who
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claimed that drama activities helped students to gain their self-confidence. Learning
through drama-based instruction, students often deal with social environment so that
they are more active and be more willing to express themselves. There is a greater
output of authentic language through interactive activities which are relevant to learners.
They were presented as a sample dialogue or the instructions in the development
phase. Instead of being a controller, the teacher plays his main roles as a guide and an
observer. In addition, the evidence showed .that students’ self confidence and their
achievement are significantly CorrelatedJ(Askew and William, 1995). If students gained
more confidence after learning.tnfough drama-based activities, their achievement in
language learning wouldtengsto increase,I

In sum, these mechanisms of draimg—based instruction seemed to contribute to
students’ oral communieation skills as de;nonstrated in the findings of this study. With
such results, it is intergsting to note thét drama pbased instruction deserved more
attention as one of the effective commumcatrve approaches with can develop students’
oral communication through pleasant envnronment as well as supportive learning

f .J 4
contexts. _ =
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Hypothesis 2: Students’ motivation in Iea?nirngrEninsh—\’/'\zill be higher after learning

through drama-based instruction

Based on the asSumption, studentsiilanguage proficiency and motivation are
closely correlated. The results fram the student maotivation questionnaire revealed that
the students’ motivation significantly’improved onpsthe posttest (@ < 0.05). Thus, the
hypothesis 'that students’| motivation in. learing English Wwill belhigher after learning
through drama-based instruction is accepted. The findings were congruent with Dick
and Le Blanc (2009)'s claim that drama-based instruction was considered the
instructional method fostering students to be motivated in their language learning.

Based on the evidences from this study, the reasons why students’ motivation in

learning English improved after learning through drama-based instruction are:
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1) Fun activities: It was noticeable that students had fun during the drama-
based lessons. The results from the interview revealed that there were various levels of
enjoyment reported by students. Consistent with Freeman (2000) and Kamen (1992), it
was revealed that students enjoyed participating in drama-based instructed lesson
since it provided them with an exciting and motivating environment. The more fun
students had during the drama-based lesson, the more their positive attitudes towards
language learning increased. This went along with the findings of Kamen (1992) who
suggested that attitude fowards content area=significantly increased through the
implementation of drama=ased_inskruction.

2) Stress-free zone: AsS discussecjI previously, the'drama-based learning context
that the subjects were.exposed to,was reta>gi_ng and pleasant. When students worked as
a group, their linguistic self- confldence—-mcreased Learning through drama-based
instruction, students are encouraged to pﬁartmpate in discussion without concerning
about making grammatically accurate sent_ences. However, it does not mean that all
grammatical errors were entirely ignored'.‘sr?i:ﬁ%e the teacher had to give corrective

feedback when students made mistakes cﬁsked for clarification. Even though the

students learned under stress free zone, they could not av0|d having a certain level of

anxiety. Their anxiety, however had posmve |nﬂuence on the students because it could

stimulate them to be active in achieving the main goal.

Interestingly, there are some educatérs who viewed the work associated with a
relaxed informal environment as _ingffective in’_leaming danguage (Gill, 2008).
Nevertheless, the recent evidence arevealed thatwlearning can eccur in a fun-filled
environment (Anderson, 2005) -Under relaxed atmosphere; students’ intrinsic motivation
in language learning tended to be increased.

3) Positive reinforcement: Besides giving useful corrective feedback, the teacher
also provided some motivationally appropriate feedback, praise and rewards so as to
increase their motivation in language learning and their effort at schoolwork and other
assignments. It is noticeable that the allocation of appropriate incentives could reinforce

students to continue studying. The students who behaved and performed well until
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reaching the learning outcomes were often received the satisfying reinforcement from
the teachers. In addition, the students frequently received praises from their peers and
group members for meeting the challenge of the tasks assigned.

In order to create the effective teaching and learning atmosphere, teacher used
fun activities, created stress-free zone, and gave positives reinforcement. However it is
not an easy task for all language teachers.. The teachers have the significant roles in
selecting the right materials and delivery insifuments. Dornyei (1995) suggested the
ways to integrate two main components of mativation: intrinsic and extrinsic into the real
classroom. Intrinsic motivation s«the external incentives which causes from the internal
factor i.e. self-satisfaetion .in doing talsk while extrinsic motivation concerns the
motivation gaining from exiernal re\__/vard‘_s’,such as scores and praises. In order to

improve students’ intrinsic motivations-thefruitful sources of simulation as well as the

exposure of the activities which' can aroqléle?natural curiosity and interest of students
should be introduced intofthe class. Also, providing students with intrinsic incentives
. A
add v ol
can develop student’'s autonomy. Fhese concepts are similar to Gardner's (1985)
4 [ —-_,J‘_.l

framework of integrative and in’stru_mental @Htation of motivation and both types of

motivation were addressed and inCILjded in thé drama-based course.

Regarding the.increase of student motivation in difféient components, the results
of t-test reveals that the! gain was statistically significant for five dimensions: interest in
foreign languages, Englishselass anxiety, Efglish teacher evaluation, attitudes towards
English speaking people, and desire to learn [English. The [reasons for these can be
explained as follows:

Interestyin| foreign, language: [It can be implied that students learning
through drama-based instruction gained more interest in foreign language. This
might stem from the lessons which were presented in interesting and exciting
ways; for example, the researcher used some animated cartoons as the
presenter of each unit or added some effects to arouse students’ interests.

PowerPoint presentation with attractive graphics was used to stimulate students’
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attention towards the lessons. The way the language was presented might cause
the lessons to be more fruitful and interesting.

English class anxiety: This aspect of motivation concerns the feeling of
being anxious about one’s performance, not about the willingness to
communicate. The increase of English class anxiety does not mean that
students’ motivation in language learning declined. On the contrary, it helps
students to be more enthusiastic todearnsthe language. The moderate level of
anxiety could encourage learners to be-more active and prepared to give the
responses. Gill (2000) suggested that learning through drama, students would
dare to take a-risk inslising targeiI language in discussion. The results from the
interview section als@ reveale_d thé_t §tudents who got anxious towards what they
learned tendedsto be act|ve Learr;ers and they reported that this course was
challenging and they Wanted to acc’omphsh their learning goals.

English teagher evaluation: _r!_n the pretest, the English teacher evaluation
referred to students’ Iearnih'é exper:i‘é%ces and their attitudes towards previous

English teachers’ teachlng styles. in the posttest on the other hand, it referred to

-

the teaching style of the researoher The results from the posttest along with the

interview revealed that students evaluated the rese,amher in positive manner due
to their preference of the techniques that the researcher used in class and her
teaching styles. They reported thatithe researcher often used a variety of
techniques |ini drawing their attention' and gave some positive compliments for
students when they did goed jobs. In addition, the researcher tried to use
pronunciation and intonatien.to make the lessons more exciting.” During the class
time, the researcher made an effort to bring the enjoyable and satisfying
atmosphere into class so as to help students to be more willing to communicate
and interact with the researcher as much as possible. For example, the
researcher started every lesson with games and initiated the lesson by raising
the interesting current issues or introducing attractive pictures. The researcher

played the key role as the facilitator and did not interrupt the continuity of
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activities. This went along with Gill's (2000) suggestion that implementing drama
into classroom, the teacher should create relaxed atmosphere and facilitate
learning rather than just imparting information.

Attitude towards English speaking people: Since the teacher provided
students with chances to use English in as-if situation, students were less
reluctant to communicate with fereigners. Some students reported that they were
more eager to use English with foreign«teachers and other tourists after learning
through drama-basedinstruction where~they could learn English through
authentic situations: This~finding is congruent with the findings of Kusanagi
(2006) who sugg@ested thai studelnts learning through drama-based instruction
became aware of ether cor__nmu‘_ni’gy and cultures: for example, the English

speaking people and community-and were able to compare and contrast those
4 :I **

il

cultures with theirs.
Desire to leamn ‘English: Getting invelved in pleasing environment,
\ )
add v ol
students’ desire to learn English-was  strengthened. When they found that
4 _--__—-_,J‘_.l

English was an interesiing_and chﬁ;{nging subject, they tended to require

el

learning more jthan usual in order to enhance their English proficiency. The

qualitative anéiysis from the interviewed revealedg__that after learning through

drama-based activities, they would like to take other courses which used this

methodology. Théeyamanted to learnfEnglish as it exposed them with authentic
contexts andsthey couldito use itin real life.

On the contrary, there are six componentsswhich were reported that students’
motivation increased after learning through drama-pased instruction although it was no
statistically significant. These components include motivational intensity, attitude
towards learning English, integrative orientation, English course evaluation, English
course anxiety and instrumental orientation. It means that some students got the higher
motivation while some did not. The reasons why those components had not significant

increased were discussed as follows:
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Motivation intensity, attitude towards learning English, English course anxiety
and English course evaluation: There are various reasons to support these four aspects
which did not gain significant differences. Firstly, their prior experiences with English
course might have some influence. Some students reported in their interview that
English was a boring subject and they preferred learning other subjects more than
English. This evidence could show that same samples had negative attitudes towards
English. Although many fun activities were ésed_ in class, some negative experiences
and feelings still remained. Second, theirJIearning styles might result in different levels of
motivation intensity and anxiety. Seme students paidtmuch attention in learning and put
their efforts in completing thestasks whereas some tended to give up and did not pay
attention when they did not understand[_tr]_e instruction or explanation. Students who
were not active learners might not be iritelrested in the lesson while the others who
preferred learning by doing felt ffeé to join‘j#‘alld'-phases of the lesson. Third, various levels
of English proficiency could be another re’éS'on'. When students with different levels of
proficiency had to work as a group-to comb{‘eﬁtg the same task, some students with low
proficiency might be left behind 'ano:l could rﬁ}éach the objectives of the lesson. From
this point, their attitudes towaraé-fhe course.'i-e:;{a_ed to be megative. Their tension might
increase and they dridr not want to participate in any actiVity. Finally, the big class size
might have an impact én the effectiveness of drama-based instruction. To deal with a
large number of students;'the time allocationsfor students to create the script or prepare
their scripts was limited and,it could increase students’ tension and they might be afraid
of losing face. This obstacle could lead to negative.attitudes among,some students. This
could Ioe the explanation|why motivation intensity, lattitudes towards {earning English,
English course anxiety and English course evaluation did not significantly increase.

Integrative and instrumental orientation: These components were included in the
interview section and students reported both integrative and instrumental orientation in
language learning. 50% of interviewees learned English because it was the school’s

requirement. 30% students reported that they learn English because they thought that it

was important and useful for them to further their study and future careers. This could be
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categorized as the instrumental oriented learners. The rest of the interviewees reported
that they learned English because they wanted to be proficient in English and to
communicate with others effectively. This is the sample of integrative oriented learners.
Both types of motivation might not be changed easily since their reasons for learning
originated from different reasons such as their parents’ attitudes. It is important to note
that at the beginning of the course, students were asked to measure their awareness of
the importance of English and they perceived.the importance of English from the
beginning. That is why results on-ihe pretest and-posttest were approximately the same.
In order to clarify this point;the researcher would liketergive further description for each
component. ,

|
Integrative motivation: Gargl_ner and Lambert (1972) suggested that

integrative motivation means posmve attitudes and feelings towards the target
language groups Tao explore sttfdents integrativeness towards the target

language, the items in the questlonnarre focused on their genuine interest to
F

assimilate with the target language culture and way of life. Interestingly, the

respondents’ scores were apprOleately at the same level with the pretest. This

-

type of motivational or|entat|on is a strong interpérsonal attitude towards the

target Ianguage and its speakers_.w Students Weuld like to be valued as a

speaking member of the second language community. However, integrative
motivation does not=eccur easily. Sdcial integration with speakers of a foreign
language was difficult when 'students were_monalinguallly oriented and lived
within their monolingual community (Al-Ansari, 1993). Therefare, it was not easy
to develop fthis kind of motivation.

Instrumental motivation: Instrumental motivation refers to the potential
utilitarian gains of the language proficiency; for example, getting a better job.
(Gardner and Lambert, 1972) The findings of this study pointed out that
students’ utilitarian for learning English was for their future careers and their
study, and their responses were consistent from the beginning to the end of this

course. It might be possible that there were other extraneous variables that
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affected their instrumental motivation such as the expectation of their teachers

and parents.

Because of the above reasons, two components of motivation: integrative and
instrumental orientation, did not significantly increase.

Apart from the positive quantitative findings obtained from student motivation

ident interview also supported the hypotheses

that drama-based instruction helped tc /udents’ motivation towards language
learning. As the results shownrin-the en , it is obvious that students could
| —

improve their motivati

T——
xm self-confidence since drama

techniques rendered t atisfying and enjoyable.

Based on the nt motivation after learning

how intrinsically motivated

G
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High achievement of Pleasant and relaxed
language learning and learning environment
positive attitudes and the introduction of
towards language positive reinforcement
learning Drama-based instruction

(providing interest topics and
materials)

p

Source: Adapted from Hutchinson and Waters (1987: 47)
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To sum up, students learning through drama-based instruction had greater
opportunities to learn under the stress-free environment where students could learn by
doing and controlling their own learning. They could work corporately with their friends
and share their ideas as a team. They participated in drama-based activities which
provided them with various fun activities such as drama games (i.e. mirror or throwing a
ball) and simulation where the active role of learners is a must. These can cause the
pleasant and relaxed learning environmenis Besides the preferable environment,
students were also presented with positive reififoreement such as prize and praise from
the teachers and their peers. Supported by satisfying environment, students tended to
get the high achievement indanguage Ie_larning and gaining positive attitudes towards
learning this subject.«This €an affect tf‘lerincrease of learner's desires to continue
learning language and#finally be' the int;-}rested highly: motivated language learners.

Consequently, it should pe noted that drarjha—'based instruction could support students’

cognitive and affective characteristics. ;
£ )

Hypothesis 3: Students expresé pjositive aﬁtj&es towards learning through drama-
based instruction. T

Students vafy:;c'onsiderably in their attitudes toWards their language learning.
The findings from the jnterview section revealed that students reported the positive
attitudes towards learning through drama-based instruction. According to the results,
the hypothesis that students express positive attitudes after lgarning through drama-
based instruction is accepted. Based on the evidence from the study, the reasons why
students expressed positive attitude should be from;

1) The interesting themes and topics: The themes of the lesson presented to
students are interesting for students: for example, expressing agreement and
disagreement about the issues of Thai elephants and pandas or verbal and non-verbal
greetings in different cultures. The language use was not too complicated and

appropriate for their level of English proficiency. In this study, the researcher had an

attempt to choose the topic which match with students’ age and interests. Due to the
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fact that all participants are teenagers, therefore, the pictures presented in each unit
should be attractive, modern, and fashionable. For example, when students learned
about describing people, the teacher used pictures of well-known cartoons, characters
from the movies, and other funny pictures to draw their attention. All topics were
presented by using modern teaching aids such as animated cartoons, glitters, or even
application in social network i.e. Facebook which can attract students’ interests.
Moreover, the relia and authentic materials were.also introduced into class. Interesting
pictures from newspapers, broehures, and magazines were also introduced to the class.

2) Relationships-intsmall.group activities: The activities can encourage students
to work as a group; therefore, the coII‘,Iaboration and cooperation in their language
learning have improved. Students were p}oyided with. opportunities to work corporately

with their peers and other group /members. For instance, working through simulation,

students were asked to share their ideas to‘l"_§oive the given problems as a team and also
exchanged the information with “the memk}ér§ of other groups possessing the same
. £
add v ol
responsibilities. The information. exchange occurred all the time since student’s
4 [ —-_,J‘_.l

collaboration is a must. To bé poth goof{ljéteners and speakers, they practiced

el

communicating with ‘their classmates throug-h drama-baged activities such as role-

playing and simulation’as much as possible. They had to,{‘use language to inquire and
exchange the information all the times. In addition, groups were formed according to
student preference. The activity became livelier when students worked with their friends
and they felt more relaxed than an_ordinary mix of all classmates. Working with their
close friends, students seemed to be less worried.about makinggmistakes since they
realizedithatitheir friends| understood them' and were willihg to help them in learning
together. The results from the interview revealed that most students thought that drama-
based activities helped them to work corporately with their friends. They also reported
that it is difficult for them to speak in front of the whole class. It might be better for them

to talk with peers or other members in the small groups.
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3) The pleasant atmosphere: As drama games were introduced as the warm-up
activities, students’ tensions tended to be reduced. When students feel relaxed under
pleasant atmosphere, they are likely to be willing to communicate and their anxiety
about grammatical errors declined. Thus, introducing the drama-games in the first
phase of the lesson helped students to be ready for learning contents in the following
phase.

Also, there are the interesting points® about attitudes towards drama-based
instruction which should be covered in this section:

1) Studenis#preferences

Drama gamessWere viewed as the favorite drama techniques for most
]

students as they were introdu_ced‘.asl the warm-up activities (introduction phase)

which kept studentssinterested. in.class. Many extrinsic and intrinsic rewards

were contributed @s the inéentive:'i_ for students to carry on the tasks and be

prepared for the practice stage.
- 44
Among three main-dfafma técr_h_hjques implemented into the presentation

[ 222H
phase: role-playing, improvisation, and simulation, they like role-playing the most

for many reasens: Firstly, there were some useful ¢lues for them to create their

own dialogu-esl.: They have enough time to think and shape their ideas into the
realistic convergétion. Second, itis useful for all Io_W achievers who might not be
able to use langiage to communigation immediately as they wish. Learning
through “role-playing, students with Jow academic achievement could still get
some points for their performances imitating the given dialogues and clues
whereas they other twol techniques: [improvisation®and simulation, were their
obstacles in their language learning as a result of the limitation of time for
preparation. This result supported the study of Alwahubee (2000) who stated
that role-play activities were the instructional method which can improve the
overall speaking ability of Saudi college students.

Interestingly, among these three drama techniques, improvisation was

viewed as the most difficult activities. It is believed that this technique required
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complex language use. Actually, more complex communication situations do not
necessary mean more complex language. Ishige (1999) stated that more
motivated students often preferred practicing their conversation through
improvisation. The wide-range oral communication skills among students might
be another reason why some students reported the difficulties of this drama-
technique. Students with lowerilanguage proficiency tended not to dare to use
language in complex situations as their eral communication skills are limited.
Although the teachers had attempted to-introduce and review some vocabulary
and grammaticalsstructures  needed, they still-required more samples of the
dialogue. Kusanagi (2006) sugg,lested the difficulties of using improvisation in
the classroom.that most stud__ents‘:in’,Eninsh class tended to feel uncomfortable
with this activity due to thetr Ic;wer expectations of learning English in a
progressive way. They av0|ded rt'sk -taking because they believed that they
could not accomplish the goal Conse:quently, it is recommended for the teacher

to encourage students to practlce usmg language in order to develop the

language ability the students alreadrhave and also to introduce new linguistic

-

forms and structures to heIp them commumoate thelr own ideas and interests

effectively. If. students gained more adequate skulls_m using language, they will
be confident to idevelop their own original dialogue by using vocabulary and
expressions they' have learned. Before assigning improvised tasks, it is
advisable farthe teachers/ta engagerstudents.in guidedgpractice by starting with
mini-dialogue and then longer dialogue. ;Einally, students; should be able to
create theirown,dialogues.

As for the simulation, it was reported as the preference drama
techniques for high proficient learners. In case students are highly-motivated or
their English proficiency is high enough to deal with improvisational activity, they
were more enjoyable in joining this activity since they found that it was
challenging and interesting for them. Students had to use comprehensible

sentences to exchange their opinions with their group members. They had to be
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able to explain and give a short description of the sharing information. If
students could overcome the burden of grammatical errors, they would gain
confidence and feel free to express their ideas. Learning through this activity,
students’ high level of thinking skills was increased because there were many
interesting topics presented in order to challenge their ideas such as creating
the effective way to promote, Thai cultures or finding the solutions to solve the

school problems.

-
2) The advantages. of learning through.drama-based instruction

Besides. the fuaractivities ‘and relaxed environment as discussed earlier,

|
it is obvious that'this instructionarl method is suitable for students with different

i

levels of multiplefintelligences. Many drama-based activities as well as drama

games introduced'in the first phast'e could meet the challenge of students with

il

different learning styles..:For exarﬁple; students who are good at physical
' A

movement might love moving their badies during playing games or students who

are visual learners might prefer watehing attractive VDO clips or pictures at the

o

beginning ofthe cIaséi’A’p’art from.’!é'“é?v_iﬁg the needs of students with high

cognitive and ‘éffectwe achievement, drama—basedi"gl_-c:tivities were also useful for
students who Ioi_/e learning by doing. Students were encouraged to move their
bodies and be agctive instead of sitting, in the class and paying attention on the
lecturefand explanation of grammar rules.

In" addition, a prominent advantage of drama-based instruction was
demonstrated sin the dramal project) when | alll features taught in class were
implemented by the students at the end of the semester. All nine oral
communication skills were integrated and constructed as the script for the
fifteen-minute stage performance. Students had to form group of six students
and create the best drama project for the class. The findings from the interview
section revealed that most students enjoyed doing their drama project.

There are many other major advantages which should also be

considered. First, the students' oral communication skills had improved since the
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researcher asked them to use English for communication during the planning
process, writing the script and rehearsing the scene. The use of Thai language
in their performance was prohibited; therefore, the effectiveness of their
communication in their own group was definitely important. Second, the
collaboration between their group members was enhanced because they had to
share their concepts and ideasiwith their friend. Each group member had to be
responsible for their own roles in order«to succeed in completing this final
project. Third, it brought happiness-and-enjoyment to the class. Instead of
paying their atteation on iheir own group performance, students were the
audience and eould_give commepts to the other'groups. There were numerous
scenes which were really amu__sing‘: and exciting. Many jokes presented had filled
the class with smilestand Iaughter;Finally, the drama project could be the best
conclusion of all drama—baséd acti\gilti;s. The suceess of the instruction could be
measured by thel students’ perf@ﬁnénce as well as their feedback and
comments at the end ,(’f the c‘ngSf The performances indicated the

effectiveness of drama—bas_ed instr@én together with the students’ effort in

gl

learning English.

3) The‘:difficulties found in learning throughridr-ama-based instruction

The Iimj_tation of “word choices and _grammatical structures, the
complexity of thefaetivities as well a@s the lack of cooperation found in some
cases werel reported. as the difficulties found throughout one semester. There
were several causes affectingithose difficulties as mention earlier.

4) The ‘improvement of collaboration between| students

As for this point, students reported their improvement in collaborating
with their peers and group members but in different level. For more information,
the supportive details were discussed and presented in the first hypothesis.

It can be claimed that the research questions in this study favored
drama-based instruction as a powerful instructional method for students at

upper secondary level.
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5.3 Teaching Implications

Teaching implications stem from the development of the research instruments
and findings from this study.

Teaching activities for oral communication lesson

There are some recommended drama-based activities for teaching oral
communication lesson.

Although drama-based instruction is wviegwed as the way that enhance students
oral communication and their motivationln lahguage learning, the individual differences
of students should be taken«into the consideration-since some students may not prefer
learning through dramastechniques whe?re the participation and interaction between
students are required. J0 conclude, it is rlecommended for teachers to balance learning
techniques in the lesson#Thevariety bf thé:_éctivities should be introduced in class so as
to help students with different chafacterisl'iijicé; learn through the activities which match
with their needs and learning styles::

The class size was could rbe‘*-the d|fﬂéu|ty of implementing these techniques. As
the collaboration of students is r'h‘ee;jed, the—dag; size should not be too large. To use

o

drama-based instruction in Cla:s—S’,- -it would b.e“ b.-éfté‘r to decrease the class size or divide

students into small _%;UB groups. This could help teécb-ers to be convenient for
supervising the activitieé_ and giving students useful corrective feedbacks.

The limitation of time.is one of the majar points to consider. As for the course for
upper-secondary level in Thailand, the textbook-oriented teaching might be the limitation
of communicative learning. To use drama techniques in classroom, time-consumption
both inyteacher preparation and classroom orgamnization. could+be-main obstacles.
However, it is important to note that drama-based instruction is an instructional method
which could not take over any other useful techniques used in classroom. Instead, it is
created as a tool for enhancing students communicative skills. It can work well when
cooperating with other useful teaching techniques based on the different styles of
teaching of each teacher. For example, the teacher might integrate drama-based
activities with cooperative learning or implement into CALL lessons. It can be applied

and used in some lessons or introduced in some phase of learning. The teacher could
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select some drama games relating to their content as the warm-up activities. In writing
class, the teacher might encourage students to write their scripts for the drama project
and perform those scenes as the final project.

Another point to consider is curriculum development. It is interesting for
curriculum developers to take drama-based instruction into consideration during
curriculum development process. It might be useful if drama-based instruction could be
included as the teaching method in new. cugricular because students could develop
linguistically and emotionally:=ffie fun, and relaxing drama-based activities could
encourage learners towlearn under satisfying atmosphere. Although a number of
advanced technology have been addressled into Classroom, it is necessary for students
to learn to work corporatelywith their frie‘_nq,s and construct the knowledge themselves
from what they do. The pleasant envuror;ment initiating from drama-games and other

drama-based activities should pPe mtroduéed SO as to create the preferable learning

atmosphere for students as well as téachers‘f.'—" .
" a §
sk vl ok
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5.4 Recommendations for Further Research

Recommendations for the further research ebtain from the findings and

limitations of this study. Three recommendations in this areré__are discussed as follows;

1) A study on t’-he effects of different kinds of d_réma techniques on students’
English proficiency couldibe-done. As this study focuses on four main drama techniques
which are dramal games, role-playing, improvisation, and simulation, it is interesting for
other researchers to adopt other kinds of drama techniques in their studies: for example,
preparéed improvised drama.

2) A study on the effects of drama-based instruction on other English learning
skills could be explored. Since the study of this instruction on other skills such as
reading and writing are rarely done, it is challenging for the researchers to explore the
effects of this technique in improving subjects in other skills. Further exploration in these

areas is needed.
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3) Although there are some positive findings indentifying the effectiveness of
drama-based instruction on students’ oral communication as well as their motivation in
language learning, some limitations of the study should be noted before the results
could be generalized. Due to the fact that this study was conducted with only a small
group of EFL students, the interpretation of the findings is limited. Therefore, a future

research may be administered to, @ er group of students. Furthermore, the

comparison with the controlled group. ne in order to increase the reliability
of the results of the study. for further research.
4) It is recomm 'on on students’ behaviors

concerning language onomy in language learning.

\

Therefore, it is advisa ructed lesson so as to

investigate those behavi
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APPENDIX A
List of experts validating the instrument
A. Experts validating the lesson plans
1. Assistant Professor Ekkarin Sungtong, Ph.D.
Faculty of Education, Prince of Songkla University

2. Assistant Professor Suchada

Faculty of Humanities d Social Sci¢ Prince of Songkla University
3. Ruedeerath Chus

Faculty of Educ

B. Experts validating . motivation questionnaire

Faculty of Education, Chulalongkorr
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APPENDIX B

Oral Communication Ability Test

Oral Communication Ability Test

Direction

This test consists of two parts;
Part A: Story-telling (20 points)
Part B: Improvisation (460 points)

The total score of this test isd80.Xou have twelve minutes to complete all parts.

Part A: Story-telling (4 minutes)

Direction: You will“see six picturess Fhen, you have to tell a story by using all
pictures as the sources of informiation. You have one minute to look at the pictures and
you have to complete the storywithin three minutes.
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Source:http.//www.apostle.com.tw/Apostle%20English%20Classes/Apostle%20English%20Classes.htm
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Part B: Improvisation (12.5 minutes)

Direction: You are required to respond to three situations. Each situation is
described on a card. You have 30 seconds to read each situation. Then, you have to
give your response. The situations are as follows:

Situation 1: Greetings and introducing yourself.

Situation 2: Describing peopl ribing places, and giving direction.

Situation 3: Expressmgq\n ﬂg agreement and disagreement and

giving advice.

The situations areﬂgf— edas fllpwh

Situation 1: You and yourfriend; ! eeta CWhange student for the first time.
1 .% -
You want to talk {'hef i grder to know: her more. You:

/ 1 ,
1.1 Look at the Chingse girl inthis q 5 T‘hsr’f}greet her and introduce yourself
K .f —- ') .

You have thirty seconds to greet and introduce yourself.




152

1.2 Introduce your friend (Jojo) to her based on the information given.

Name JAnan-Sangsaton (Jojo)
Nationality. Thai | i Class M.5

You have thirty seconds tor"int:'roduce:yé)tfr friend to the Chinese student.
add % ol

_'-.'."‘
lll-"

Situation 2: You were at SChO(-)l inthe evening,and saw a man trying to steal something

from the school meeting room. You

have to reportwhat you had seen to the police

by trying tos )

2.1 Look at the picture of the robber. Then, describe the robber's

appearance to a police.

You have thirty seconds to look at the picture. Then, report it to the police

within one minute and thirty seconds.
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2.2 Look at the picture of the place you have found the robber. Then,

describe that place.

Arizer L IW)

%the\rectlon to the school meeting room.

g .fs.-!

TN —a-,u 'H'HJ W

.‘L L] = ‘** L}*‘ .
5 #':‘i (e

.......
e — e —

T 1]

Banyan'Street

L‘al.rl:

On

You are here

You have thirty seconds to look at the map. Then, report it to the police

within one minute and thirty seconds.
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Situation 3: You are at an International Youth Camp. Your American friend asks you:
“What do you think are the best ways to promote Thai culture among Thai
teenagers?” You have to respond to this question by trying to:

3.1 Express your opinion and give him some reasons.
You have thirty seconds to think and one minute to respond to his

question.

Then, your friend_says: “lI think Thai people don't like to communicate with
foreigners because they arfe not good at English.” You have to express your
opinion.

3.2 Say'whether'youlagree or disagree with his point of view and give him
some reasons.

You havethirty seconds o think and one minute to express your opinion.

Your friend asks you to give him some advice: “I would like to buy souvenirs for
my parents. Could-you-give-me-some-choices-anci Where can | get them?” You
have to give him the information.

3.3 Give him some useful advice about the souvenirs and the places to
go.

You have thirty seconds to think and one minute to give him the

infotmation:
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and effectively

and effectively

unclearly and

ineffectively

5 4 3 2 1
Functions Functions Functions Functions No evidence that
performed clearly | generally performed generally functions were
and effectively performed clearly | somewhat clearly | performed performed

Functional
competence is the
speaker’s ability to
select functions to
reasonably address
the task and to
select the language
needed to carry out

the functions

Speaker is highly

skillful in selecting

Speakeris ab

N

sele

language to carry
out intended

functions that
reasonably

address the tas

Appropriate
response to

audience/situatio

angu =*n,
@) QZIII ou
e

9

Speaker may lack

skills ia'selecting
arry
(ﬁi ﬁczlons :Eat

Speaker often
lacks skills in
selecting
language to carry

out functions that

reasonably

address the task.

Speaker is unable
to select
language to carry

out the functions.

audi ﬁmg‘k b/@t/om

Generally
inappropriate
response to

audience/situation

No evidence of
ability to respond
appropriately to

audience/situation

Sociolinguistic
competence is the
speaker’s ability to
demonstrate an
awareness of
audience and
situation by
selecting language,
register(level of
formality) and tﬁ
that is appropriate

q

Speaker almost

always considers

Speal@%a! y

.='"

j,-ll‘fl ‘: _;. F
consTc'ie‘r"s’Fégmér“'

. o
register and«
demonstrates -

audience D

awareness.

uﬂuﬂ“

strength in

RARAT

competence,
demonstrate

sophistication

sense of
audience

awareness

LHEY

range, varigty,

A5

response may be
slightly

unpolished

rence

skills thﬂ/ould

send

sophistication

mmma
Tﬁﬂg

Speaker usually
r.does not

B
demonstrate

N

audience
awareness since

register is often
nsidered.

Oajof linguistic

skills gerﬁlly

' masks
J 1
sociolinguisti

skills

Speaker is unable
to demonstrate
sociolinguistic
skills and fails to
acknowledge
audience or

consider register.
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5

4

2

1

Coherent, with
effective use of

cohesive device

Coherent, with
some effective

use of cohesive

coherent, with

Generally
incoherent, with

little use of

Incoherent, with
no use of

cohesive devices

device cohesive devices | cohesive devices
Discourse Response is Response is Coherence of the Response is often | Response is
competence is the coherent, with generally incoherent; incoherent.
speaker’s ability to logical coherent, loosely organized, | -Lack of linguistic

develop and
organize information
in a coherent
manner and to make
effective use of
cohesive devices to
help the listener
follow the
organization of the

response.

organization and
clear
development.
-Contains enoug
details to alma
always be

effective

-Sophisticated

cohesive devices

results in smoot!
connection of

ideas

N

cal

N
o

=

and adequately
developed or
disjointed,
discourse, often
leave listener
confused.

-Often lacks

details

-Simple

as cohesive
devices, if at all
-Abrupt openings

and closures

conjunctions used

competence
interferes with
listener’s ability to
assess discourse

competence

AUEININTNEINS
AN TUNN NN Y
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5 4 3

2

1

Use of linguistic Use of linguistic Use of linguistic

features almost features generally | features
always effective; effective; somewhat
communication communication effective;

not affected by generally not communications

minor errors effected by errors | sometimes

affected by errors

Use of linguistic
features generally
poor;
communication
often impeded by

major errors

Use of linguistic
features poor;
communication
ineffective due to

major errors

Linguistic

competence is the

effective selection of

vocabulary, control
of grammatical
structures, and
accurate
pronunciation along
with smooth delivery
in order to produce

intelligible speech.

-Errors not 7 [ d major
noticeable %nt
-Range in -@es
grammatical

structures and
vocabulary
-Delivery ofte
has native-like

smoothness

-Limited linguistic
control; major
errors present
-Speech contains
numerous
sentence
fragments and
errors in simple
structures
-Frequent
inaccurate word
choices; generally
lack of vocabulary

for task

f~completion

1""" Delivery almost

Source: Speqaking Proficiency English Assessment Kit (TSE committee, 1995)

always plodding,
choppy, and

epetitive;
esjtancy and

pauses very

-Lack of linguistic
control

-Speech contains
mostly sentence
fragments,
repetition of
vocabulary, and
simple phrases
-Delivery so
plodding that only
few words are

produced.
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APPENDIX C

Student Motivation Questionnaire

Student Motivation in Learning English Questionnaire

Direction
This questionnaire consists of two parts.

Part A: Personal Information

Part B: Student Motivation in Learning English-adapted from the
Attitude/Motivation Test Battery(Gardner, 2004)
Please complete the informatien for all sections. The results will be used to the
benefits of improving the gourse.

Thank you very much for your cooperation in completing this questionnaire.

A9

dw %4 [ v el
!!‘U‘Uﬁ@‘llﬂ131“§ﬂuﬂﬁ%ﬂ'ﬂ‘ﬂﬂgﬂ“yﬂﬂ]ﬂ1u 2 mu"lﬂuﬂ_

1: Yoyaayuyana

)}

T

D.

aaun 2: nuwdanssglalumsBaumumesngeve ey Usulysnnuuuia
nAauaRuazisI9laves Gardner (2004)
v A gy ° A d' Y tg
vannuIINNedBgIdumInoumewhmngaIu Haldoiniuaeumaiiaz]lums
Winnsednae 11

d‘ 4 \ =
mamenfgmﬁlﬁmmsmm
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-ersonal Information ]

Y
Direction: Please complete the information below. (Nﬂi@ﬂﬁffayaﬁa"lﬂﬁ)

1. Name

2. I've learned English for years

- GPAX

- Grade

- Grade of Li

which some people agree and others
disagree. Please che : ber for each s 0 _5-! to the amount of your

agreement or disagr / = RY |
Fds : fepanusielulidl 2P TR FUPEILAT sinaifueenly asinueamang

muumLMV]m:\mumquﬂwummumiﬂumnwm

ﬂUEI’JVIEWliWEHﬂ‘i
ammnmumawmaa
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a

HNLUUMIEIDEINGEIY

Statement

dunanse
.

I3

=3
dunans

2
UADAIMH

o
3
I3

(=3
(=3
HERUMIE
[=3
NUMELANUBDE
Y
P

Strongly Disagree (1)
Moderate Disagree (2)
1

Slightly Disagree (3)
Slightly Agree (4)
MURIEILANUBE
Moderate Agree (5)

(=3

1
1ai

(=3
s

| wish to speak English perfectly. (ﬁuﬁmmiﬁ%mm

medannlfiatnsanysnd)

| don’t pay much attention to the feedback | receive in my,
English class. (§ulslilArnanlariuataunaun s 1 2 3 4 5

y o . 2
AnfuFeungIngm) -

Studying English is important because. itwillallow me to

be more at ease with English-speakess. (mﬁ‘ﬁ‘ﬂu \

A
o = o o o 2 9ol K ' 'L
Meganguiau AN s iin iauEndenaa e
oy | J .
NNETuHeegTUAWTANAN I ET ) =

1

Studying English is important because Iwill need it forimy::

o M &

career. (NM3FaUN BN TlMR A IR TN s TIASH 1 2 3 4 5

anfluduwsudulunislsznavuandv) . A
i Fl

TR S
| feel very much at ease when | have to speak-English. (a1
P ' A 9 o " K -_'"t_. '_.1;_" 1 2 3 4 5
gzﬁnmﬂummﬁmﬂmemmmmmnqw) " - —

| feel confident when asked to speak in‘my En-glish Class'.;"’?' -

o v R

(@usanuladlegnizanliiyaliduiaunisadanne) .

v Y

| really enjoy learning Engli's'h'ﬁr(_augﬁﬂméﬂﬁ/um?ﬁﬂu J

NEEINOHUIN)

Most native English speakers areisofriendly and easy to

get along with, we aré fortunate.to have them'as friends.
! 1 2 3 4 5
(@naeandeangulagdeunnnainasiiusinsuasdiniugan

U

159181 13 Tmp AN RN N TluLNew)

If it were up'to me, | would spend all of my time learing

v
o

English. (Hvnatsluagiudu duazldinaianunlunig 1 2 3 4 5

FeunEdang )

| think my English class is boring. (SWARd1duZew

NEAINOHIBIEUUN i)

| really have no interest in English language. (§uluifiAas

aulaneniuniwdingm) 1 2 3 4 5

2

AU DENGES

Strongly Agree (6)

I3
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a

AURIBDEN9ES

Statement

dunanse
(=3
.

=3
dunans

2
UADAIMH

o
I3

[3

NUMELANUBDE
o

Y
NUME

@
@

Moderate Disagree (2)
(=3

Strongly Disagree (1)
Slightly Disagree (3)
Slightly Agree (4)
MURIEILANUBE
Moderate Agree (5)

T3l
sl
1ai
(=3
(=3
Wiusae

The less | see my English teacher, the better | feel relaxed.
(Beduaangasunimdenguiieswinle dusdgandauaane 1 2 3 4 5

P
HINLNTU)

| would rather spend my time on subjects other than

English. (@Tuﬂmmﬂ%Lqmﬁu"im%u’]mnﬂfiﬁmmfﬁﬂqw)

| do not prefer making friends with nativerEnglish

speakers. (d1lFaININATHINELN LA ad 80 1 e 1 2 3 4 5
|

" |

NEEIN0H)

| enjoy the activities in the English'class much more tffanl

_—

those of other classes. (ﬁfu@wﬂ@muﬁ’uﬁ@ﬂﬁ‘iﬂuﬁuﬁﬂu i i 2 3 4 5
4

MegangErINndduEeiEn) ]

My English teacher has a dynamics and infére;sting

, . . il
teaching styles. (AgARUNENEINOHUBNAUIEIREA H 1 2 3 4 5
. ¥, s i Al
stluuunissauiuanuanauazingula) ——

2

LHUA2EDENGEN

Strongly Agree (6)
(=3

Studying English is not important for me DECAUSE it doesd & ==

not help me get a good jobg (AAFRELANEIBINnEH TR

TddnArydrsudumens i isase auliviinnnissung)

18

Learning English is a waste of time. (mi‘ﬁﬂum‘ﬂ’]’é’\mqw

@ A =
luisaadsnan)

19

I will feel quite relaxed if Iihave o give street directions in
English. (fuaziandenpansilanasuannieiy

MENBINGH)

20

| tend to give up and not pay attention when | dont
understand my English teacher’s explanation. (ﬁfuﬁ
uwrlilamazlilipnauladiedulidinlalugnagaau

AEEING HATLNE)

21

| don’t get anxious when | have to answer a question in my
. o 1 = o -ﬂ‘ ¥ o
English class. @Fulidanudaniualefesmaunininly

fuFaunESIng )

22

My English teacher is a great source of inspiration to me.

(rgaauNEaInnresduiiuussianialanalinudw)
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No

Statement

2
UADAIMH

Strongly Disagree (1)

1

a

HNLUUMIEIDEINGEIY

o

@

dunanse

3

@

Moderate Disagree (2)
ALUUAE

1

Slightly Disagree (3)

03

;3 [~
NUMELANUBDE

130t

Slightly Agree (4)

o

I3

WUARILAN TR

3

Moderate Agree (5)

I3

[

dunans

LRUmE

Strongly Agree (6)

2

AU DENGES

Fg

I3

23

| plan to learn as much English as possible. ('ﬁ’uQWGLLNuﬁ

a o v dl ' dl v
'ﬂ5LTF;luﬂ'lH’]’ﬂQﬂq’HiﬂSﬂﬂW&!@L‘V]'W]'ﬂ zmrﬂm)

24

| would like to know more native English speakers. (21}

Y o % d’ o 4 d’l
BUIMNATIIN memma:mwvgmmwm\mqw‘lmmﬂmu)

25

Studying English is not importantforme because itdoes

not help me interact more easily with speakers of English.

[
a Al o o

(miﬁ‘ﬂummé’\mqmﬂumm NANA Ty ST E L]

e ey s e o £ ol
arunsndogIfsuUER Ul aaf s dn g 1F e

U

26

| would feel uncomfortable speaking English an'ywher-é '

v v

outside the classroom. (’auﬁﬂi&iﬁﬂ’miﬂﬁﬁﬂﬁﬂmjm \ &
4

Cil

v
o a

mendanguilafinuuenduizum) 44

27

| really work hard to learn English. (81@8un18qesnge
UNNIN) =

A g

28

| get nervous when | am speaking Englisﬁ'.ih my Engnsh%-

o v

=3 ] [ % 09/1_ |
class. (Bu3anisznin vz SN ETLE W)

29

| really have no desire to leatia English (#uldfaaw

UssnunazFaunimdantias)

LA
LD |

30

o v

| enjoy meeting people who speak English ('ﬂugﬁﬂ

aunauwiunInulzauiiyangidange)

31

The more | get to knéw native English speakers, the'less |
) A Tx L by ) |
like them. (E9dulANIAIINGINELRINENTNA

mmﬁ\‘mqwmﬁumﬂi AUBENTAUNINLNUDELIA)

32

| wish to be fluentiin English. (Ellssnunnadld

mi:wa“\‘iﬂq‘i:ﬂ@iﬂfjwmmLm@'q)

33

| have a hard time thinking anything positive about my
English class. (M3fazfiasAnteiuiEaunmdangwluu

@ < o o o
mmﬂuwmmmmmuau)

34

| feel anxious if someone asks me something in English.

v v

@Annszaunszanglaniniilasuinueylediuily

MENBING )
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No
v
AR

a

AUNILDEL9EI9

Statement

dunanse

L4
UADAIMH

o

@

Moderate Disagree (2)
Aup9E

Strongly Disagree (1)

T3l
sl

Slightly Disagree (3)

v =3 v
NURELANUDE

130t

Slightly Agree (4)

% =3 v
UUMEILANUDEY

3

Moderate Agree (5)

[

I3

dunans

LUUMNIE

Strongly Agree (6)

2

[

WiuAaeatnggs

35

| would rather see a TV program dubbed into Thai

language than in its own language with subtitles.

srennsnavimiznndidunnenlng snnd

mussssmAuariAudantfua

36

When | am studying English, |'i

attention to my task. (Lu@ﬁful, '

< o oa o 2t
Augapegarnaulagu uayli

WiNTi)

37

My English teacher doesn’t prese

interesting way. (AZA2UNENE I

Aenmsaaulugtuuuihaula)

38

| am sometimes anxious that the other stu

will laugh at me when | speak English. (4

nrzmnelunensain LW@uunLiﬂuﬂuﬂuMiﬁfﬂ’l"

mm:wauvgmmmmnqw) -.,r -

39

| haven’t any great wish to ore than the
English. ( 'a*u”l,aiﬁmmﬂm‘nuﬁ:ﬁwﬁﬂz

mmmﬂquuﬁm

40

English is one of m

Tﬂimmummﬂmu

YT O A

QRN TUNRINY Y




Keys for Student Motivation in Learning English Questionnaire
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Dimensions Questionnaire Item Number,
Positively Keyed Negatively Keyed
Interest in English 1,30 11, 35
Language
Motivational Intensity 2,20
English Class Anxiety 6, 21
English Teacher Evaluatio 12,37

Attitudes toward Learning 13, 18

English

Attitudes toward Englis 14, 31

speaking People

Integrative Orientation

Desire to Learn English

English Course Evaluation

English Use Anxiety -

Instrumental Orientaticn
g

Total m

AULINENTNEINS
AN TUNN NN Y
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APPENDIX D

Interview Questions
Part A: The improvement of oral communication ability
A1: Do you think your oral communication ability improve after learning through

drama-based instruction? How?

A1.1 Are you able to use bulary and expressions in communicating with
i

others more effectively? How?

A1.2 Do you ore fluently? How?

Part B: Motivation towards |

B3: Has your erattending this course? Why?

B4: Would you li aining courses which will help

you to improve your profici

Part C: Opinions towards drama basediinstruc
C1: Which drame é;’w; y
C2: Which dragia technique do you ¢ ks )
C3: Do you thin@arning hrough drama-based instr@tion is useful? Why?
C4: What are the di‘fiﬂties you have found in learning through drama-based

P'eﬂ WHINBNIWEIND

C5: Do y u think drama can he? students to Iearn cooperatlvely in classroom? How?

ARIANN I AN Y



166
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APPENDIX E
A sample lesson plan (Lesson Plan 2.1)
Course: Learning English through Drama
Unit title: Our School: Describing people Class: Grade 11

Date: Time: 100 minutes

Terminal objectives:

1. Students will be able to describe pe J ropriate vocabulary and expressions.

2. Students will be able to use th ni ies in improving their oral
communication ability.
Enabling objectives:
After finishing the unit, st

1. Play a drama game ba

people such as colors, sizes, and nat&aﬁ@?
el"_:s I‘_g'

Drama technique: Imprcﬁatlon

Content: E

1) Vocabulary: Vocabulary used in desorlbmg people (see in worksheet)

i 4 TN 1YY (RR LT

While speaking “Feel in controlibe involved in the€onversation and
ARVRINT (WA AE TG ¢
After speaking — Evaluate the performance and plan for the future tasks
4) Culture: The diversities in terms of appearances and personalities of people from different
areas in this world
Materials: -CD
- pictures
- Worksheets

- Evaluation cards



Procedures:

1. Introduction Phase (10 minutes)

168

1) Students are introduced and informed about the topic of the lesson. Then the goal of the

lesson is informed. (3 minutes)

Purpose in process Activities

Learning outcome

Students
- Introduce to the new - Greet Ss -Greet T - Students can share
lesson - Today we're about thetop] (Various answers) their experiences based

which relates to )l environme
Have you ev

new teacher

-Prepare and plan for

the main activities

some examples?

ﬁod To oﬁsﬂ)e people,

bhebhidod

FINe
co erning colors, sizes, aed natlonalltles

Y WA HITT

q and structures commonly used in

- Yes/No

ﬁﬁﬁi‘:‘:ﬁg s answers)

:
N9
INYINY

describing people.

on the topic given.

-Students prepare
themselves for the class
activities by activating
their background
knowledge relating to

the main topic.
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2) Before starting the main activities, all students will join in the drama games in order to

prepare themselves for drama-based activities. (7 minutes)

Purpose in process

Activities

Teacher Students

Learning outcome

- Lower students’

anxiety

- We'll do some drama games in order to - (Various answers)

relieve your tensions and make you feel

- Ss play a game.

play a game.

- Ss discuss about

- To check your posmbn,gE_ha

group of four with s‘tdd%ﬁté’%’i ‘a}f / heir position in

then dl cuss how and where you were——————+-qrot D~

standing aj OW accurate
others ma ged to refreeze.

- Students play a drama
game based on the

instruction given.

zmwmﬂ%&@%ﬂﬂﬁﬂﬂ?ﬂﬁ

) The teéyner shows students plﬁlures of well- known people and asks students to describe

”mﬁﬁmﬁWWﬁmﬂﬁﬂﬁﬂﬂﬂaﬂ

Purpose in process

Activities

Teacher Students

Learning outcome

- Introduce vocabulary

and expressions

- You have already warmed up. Are you - (Various answers)
ready to join the next activity?
- Let’s see this picture. Who is she? (Show a

picture of Michelle Obama)

- Students can describe
the pictures

appropriately
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Purpose in process

Activities

Teacher

Students

Learning outcome

- Could you describe her by using
vocabulary and structures already know?
- (The teachers write students’ answers on
the whiteboard.)

- Well, you've got lots of di

based on your bac

- (Various answers)

- As | told you
today, we will le
structures we

clearly.

2) The teacheri

discussing about how to use

iroduce

ap ropr_[:ﬂ'e m minute

Purpose in process

0 uIaEyé] oo- ions

used for describing people by

- Activate background

knowledge

9

-In the wojheet, some additional

vocabulary |S¢)=ﬁented Let's see them

@%ﬂ@ﬂﬁﬂﬁwﬁ

word

="

qhe W(@S presen:?ln :he worksheet(ﬁ:g
sentence?

-Let ‘s see these sentences (T sticks word
cards along with the pictures of people on

the whiteboard)

-Yok-Yek is very tall.
- Tom Cruise’s eyes are brown,

- Maruko is round-faced.

Students

Learning outcome

meaning of each

latac- o

the worksheet.

NETRY

- Students can identify
vocabulary and
structures used in
describing people

appropriately.
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Purpose in process

Activities

Teacher

Students

Learning outcome

- Introduce new

knowledge

AR ﬁfﬁﬂﬁfﬁ ST

-Could you tell me how these sentences are
organized? What are the structures?
- Right! Here is the structure from the
examples given. (T sticks the sentence card

on the whiteboard.)

N

- S. + V. to be (is/a 5{1:;}‘

-You can use thi

people’s app

fo a-*w ibing

T stlcks word Ca|=dS''a';'lﬁti;"'ll‘?}‘a ith thi

Of peo e« _(ne Wwaltepoarc)

- Sarah@san ova

- Santa Clagse has a mustache.

HEADE N

sentences given?
- Good. It should be....
(T sticks the sentence card on the

whiteboard.)

S. + has/thave + .................

S. + has/have + got + .................

- Ss identify the
structures of the

sentences.

J1179

@S
riga&e
the structure of the

sentences

- Students can identify
vocabulary and
structures used in
describing people

appropriately.
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Purpose in process

Activities

Teacher

Students

Learning outcome

- Now let’s check your understanding
towards the appropriate use of vocabulary
and expressions.

- (T shows the picture of a man: see in

Material A) [

- Let’s try to describe this picture tbgé}

by using the vocabulary and expressioﬁi--'
~

've learned. -
you've lea eg_—_,_,r

-After Iearnigg,yet‘{

construct the te es fordes r|b|ng
people, we're

,we’ n the- dran‘la based
activity called improvis t|on {

ary and how:to

- Ss describe a
picture as whole

class.

3) The teacher mo

structures through the sample)f on’ gwded |m‘p'+ov1$at|on) (10 minutes)

mprgvnseﬁhe scene by using the appropriate vocabulary and

Purpose in process

Learning outcome

- Model students how
to improvise the scene
-Encourage students to

feel in control

- Actng{éasz ,
Teacher_ i;?—"‘d Students
- Now we will learn how*tofrmprovisythé'.i“'- -Students study and
scene. vaen improvising the scene, you de%b{é'worksheet
may not'hjve plenty of time for preparation. givgﬁ‘."‘J
Actually, yau have to act without pre- LIE

planning. Howeyer, because this isithe first
time for youall, | will give'you some.time to
prepare your scene. | also suggest some
key'woids, for you te.complete the scene
based on the situation given. Here is the

example.

Profile

Teacher's name: Jason/Nationality: British

lodern Leaming

- Students learn how to
improvise the scene.

- Students feel in control.
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Purpose in process Activities

Teacher

Students

Learning outcome

-The man in this picture is your new English
teacher. You have to describe his
appearances for your classmates who have
never met him before.

- Let's see. I'll model you h 0 iImprovise

the scene. First of a

from the pictur have to think
—
about the settin inthis situatio

takes place i

.
may classj e? Come

|
about our l w English teacher.

ve you eVerfet our new Englishs
e iatieat:
tlsh He's got short brewn hair and tInA
L W’Tﬁ@ﬁ“ﬂ A
i is quite chubby. | think his age is around 30.
- Anybody has different description?
-Now it's your turn to respond in the

different situations.

-Ss describe the man

in the picture given.

N9
FREE

4) Students are asked to improvise the given scene in pairs by using some clues from the

teacher that provide them with the information about nationality, age, and some physical features.

The teacher will give students implicit corrective feedbacks in case that they do any mistake. (15

minutes)
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Purpose in process

Activities

Teacher

Students

Learning outcome

- Be involved in a

conversation

- Now, | would like you to work in pairs. | will
give each pair two pictures of exchange
students. You and your partner have to take
turns to describe your new friends based on
the pictures and some information given.
Your preparation time is about 2 minljte"s_.__.

- (The teacher gives students tﬁo pictures.)’
- | want some volunieers o présent your
scene to cla_sjs;Anypody wantsito try?

- Now let’s Mith your, part}!er whether

what you've told'your friends goes along

with the pi ure?féiyen.

o

&

=i

- Ss work in pairs
and describe people
based on the
pictures given.

(See in Material B)

- Ss perform their
scenes in front of the

class.

- Students can identify
vocabulary and
structures used in
describing people

appropriately.

e

/f I/ & o

5) Ss are asked to imgfovise different scenes and they have to respond to the scene without
¥ Fi

preparation or spontaneous imprgvisatidprhen t

a

H'e‘;rga_cher gives students some useful corrective
=

sk st b
feedback for students. At the beginning,-the teacherwill' use implicit feedbacks to help students to

A o Sy ) .
be aware of the mistakes they have made: Then, in case that.those mistakes are complicated to

3 )
understand, the explicitfeedbackwillbe used. (20 minutes) 1
. W £ i M .
Purpose in process Activities- — Learning outcome
-’ Teacher . Students

- Monitor their own

performances

- I would like yourto have more chanceés to
practice.improvising a scene but without the
time'for preparation. It is a.spontaneous
improvisation.

- Now please form groups of four.

- | will provide you with lots of pictures.
(See in Material C) You pick one picture and
give him or her some occupations such as a
new janitor, a new Thai teacher, your
friend’s sister, or a local politician. Then

describe the person in the selected picture

to your friend.

- Ss work in group
and describe people
based on the

pictures given.

- Students can monitor
their own performance
and utilize the sources

given appropriately.
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Purpose in process Activities-

Teacher

Students

Learning outcome

- After finishing your description, ask your
friend to continue this scene by describing
his/her selected picture. My assistance and
| will observe your performance to make

sure that you participate inith

there are any errors

corrective feed
—

performance.’——" e |

nishing

3. Quieting Phase (30 minutes

1) Students are asked

sked ta valuﬁe-

corrective feedback is consistently d-!&tdéﬂfo.r

activities. Then, students are

Purpose in process

d from doing drama-based
hat they have done. The

ave any difficulties. (20 minutes)

- Evaluate the

performance

comments fo(eﬂw other. Form gro.ﬁgof

fRbRENTNE

p what you've learned from the drama—

R W’mmm ar)

performances based on the rubrics in the
evaluation cards given. (See in Material D)
It might be beneficial for your friends if you

give them some useful comments for their

Students

Learning outcome

gr& of four.

- Students evaluate

J4R

performance and

TEIR

performance.

- Students can perform
the scene and evaluate
their performances
based on the rubrics

given.
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2) The teacher asks students to suggest ways to improve their performance in the next

class. (10 minutes)

Purpose in process

Activities

Teacher Students

Learning outcome

- Plan for the future

tasks.

- What have you learned from today class? -Students exchange

- Do you have any difficulty,i i their experiences

activities? How? gaining from doing

be help you

your learning.

Evaluation

- Students can plan for

their future tasks.

1) The accuracy of students’ answers.ii

2) The use of self- and g based on the criteria /en,in the quieting phases.

3) The observation of sttident atio during the class time.

4) The observation of the 1' of oral communication strategies of students.

5) The observation of the impfoyement of student ofalicommunication after giving corrective

feedbacks.

ARANTUANINGIAD

AUEINENINEING




Worksheet b
Vocabulary and structures used for describing people f%

Vocabulary

Hair | bald, straight
Age around 17, in his 20s
Complexion LN white, light, darks

Al .Y XY.Y. e,

....,,
v
alf)

PrIE VIR

Structureq.-l

s
AMIANTANNIINYAY
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Material A

Let’s see this picture. Then, describe it.

R lueiea pair work

Profile
Profile
Name: Kashen
Name: Sammy

Nationality: Indonesian

Nationality: German

Other information: Short and brown hair.
Other information: Chubby and wear glasses
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Material C

Clue cards for group work

Name: Name:

Nationality: A Nationality:

Occupation: oy ~Ebh Occupation:

Name:
Nationality: Nationality:

Occupation: Occupation:




MMS DX 01

@ THE JOKER
-l

Name:
Nationality:

Occupation:

Name:
Nationality:

Occupation:

Name:
Nationality:

Occupation:

Name:
Nationality:

Occupation:

180




Material D

181

Self and group assessment

Direction: You have to rate your own and your group member’'s performance based on the following

criteria;
5 — Excellent 4- Good 3- Average 2- Poor 1- Need to be improved
Components Yourself Member1 Member2 Member3
Name: Name:_ | Name:

ame_

Vocabulary and

expressions

Content

y

—) | S
Fluency A:’m‘mk
Accuracy 1/ / /g ‘\\X\a&
Total scores I / / &' \N%,
e . :

-
A

(R

TRIA T IN

=

1y

AU INENTNEINS
AN TUNN NN Y
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APPENDIX F

The validity of the instrument

The results obtained from the lesson plan evaluation checklist

Expert
Statement Comment
A B C Total

1. Content validity

i
1. 1. The contents difficulty and \}h\] 1 0 0.66

language level are appropriate

target group of learners.

1.2 The contents are aceura

to-date.

2. Learning objectives

2.1 The learning objectives are stated

as skills. g
7 .I__‘_‘:VI
FIT O Cer
i jecti ali = + +
2.2 The learning objectives ar I'ﬂﬁ?. 35 1 1 1
—

well with classroom activities. s—rr——]
LB A

0.66

2.3 The lesson objep’t&s are likely to

foster the development ncepts.
.

-

3. Learning strategies/CIa%"oom

management L= L7

management revoke engaged learning,

A BRI NN TN 1§ 2

importantgoncepts and authentic

problems and issues.

3.2 Learning strategies and classroom +1 +1 +1 1
management require learning through
dialogue and collaboration in a variety of

setting and classroom arrangement.
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Expert
Statement Comment
A B C Total

3.3 Learning strategies and classroom +1 +1 +1 1
management transfer of learning to new
contexts, different disciplines, and
problem situations

3.4 Learning strategies and classro +1 0.66

management meet the needs

of students. 7

4. Exercises and activitie

4.1 The exercises and agtivities a
created based on the phasegiof dre

based instruction.

4.2 The drama-based activity used in-thi
#

lesson is appropriate with the oonten and-
AN

oral communication skills!

4.3 The exercises and.acti

promote learners’ oral cormunication

skills.

4.4 The exerci

motivate and challenge learners to

pricrtribref\ 713 ol

7/ 2

N\
NN

4.5 The exerC|se and activities represent
a progression from simple to more

complex.
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Expert
Statement Comment
A B Total

5. Tools/resources

5.1 Tools and resources are well- +1 +1 +1 1
matched to the activities, objectives, and
concepts.

5.2 Tools and resources are likel +1 1

enable all students to participat

in the classroom activity. /

5.3 Tools and resources

describe what they are ane

used.

1

6. Time allocation

/)

il
6.1 Time allocation is appro P

+1

7. Assessment

7.1 The assessment reflects a varigﬁ,z% 'J

e
assessment strategies in di

and media.

AU INENTNEINS

AN TUNN NN Y
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The results obtained from the oral communication ability test checklist

Expert
Statement Comment
B C Total
1. Content validity

1.1 Part A: Story telling +1 +1 0 0.66

1.2 Part B: Situation 1 (Greeting) 1

1.3 Part B: Situation 1 (Introduci 0.66 The information

oneself) concerning age should
not be included.

1.4 Part B: Situation 2 1

people)

1.5 Part B: Situation 2 ( 0.66

places)

1.6 Part B: Situation 2 (Givi 0.66 The names of some
roads on the map are
not stated.

1.7 Part B: Situationﬁl‘k&iving opinions) 1

1.8 Part B: Situation 1

agreement/disagreement
1.9 Part B: Situ 1
2. The directions 1
3. The language used is appropriate ¢ +1 p O +1 .66I
4. The plaquisagsel ﬁa&rtptiaa E H H b I + E 0 Some pictures in part 2

are not clear: 2.1, 2.2
(the lamps) and 2.3

(the name of the place)
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Statement

5. Scoring rubrics

5.1 The description in the rubrics is clear

and understandable

Expert
Comment
A B C Total
+1 +1 +1 1

5.2 The competences stated in the

rubrics are measurable

+1 +1 1

AULINENINYINS
AR TN TN
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The results obtained from Student Motivation in Learning English Questionnaire

Evaluation Checklist

Expert Meaning
Statement Total
A B

1. Content validity

1.1 ltem 1: Interest in English Language |1 +1 +1 1 Reserved
(P)

1.2 ltem 2: Motivational Intensity-(I\N) 31 +1 +1 1 Reserved

1.3 ltem 3: Integrative Orientation (P) 1 +1 +1 1 Reserved

1.4 ltem 4: Instrumental@rientation«(P) j T +1 1 Reserved

1.5 Item 5: English Use/Anxiety (P) +i_ e +1 +1 1 Reserved

1.6 Item 6: English Class Anxiety(P): +1}r 5 +1 1 Reserved

1.7 Item 7: Attitudes toward Learning ol J, 0 +1 0.66 Reserved
English (P) *

1.8 Item 8: Attitudes toward English.—: . i J P:‘H +1 1 Reserved
speaking People (P) = Tﬁ

gy e

1.9 ltem 9: Desire to _I__é_:flm English (P) +1 Sl _+1 1 Reserved

1.10 Item 10: English"(;'éqrse Evaluation | +1 +1 d+‘1 1 Reserved
(N) o 4

1.11 Item 11: Interest in English L +1 2] 1 Reserved
Language (N)

1.12 Item 12: English Teacher +1 +1 +1 i Reserved
Evaluation (N)

1.13 Item 13: Attitudes toward Learning | +1 +1 +1 1 Reserved
English (N)

1.14 Item 14: Attitudes toward English- +1 +1 0 0.66 Reserved
speaking People (N)

1.15 Iltem 15: English Course Evaluation | +1 +1 +1 1 Reserved

(P)
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Expert
Statement Meaning
A B Total

1.16 Item 16: English Teacher +1 +1 +1 1 Reserved
Evaluation (P)

1.17 ltem 17: Instrumental Orientation +1 0 +1 0.66 Reserved
(N)

1.18 Item 18: Attitudes toward Learning ol ' 4 il +1 1 Reserved
English (N) 2

1.19 ltem 19: English Use Anxiety (P) +1 S +1 1 Reserved

1.20 Item 20: Motivational Inﬁgs-ity (N) +\ﬂl T +1 1 Reserved

1.21 Item 21: English Claés/A’_nxiety (N) , +1 4 A +1 1 Reserved

i L e 8

1.22 Item 22: English Teac/;e_r_, =+ et 5 +1 1 Reserved
Evaluation (P) _};"{:‘. : l?‘ .

1.23 Item 23: Attitudes towayd Learning = f o B +1 1 Reserved
English (P) ¥ .= — 'L !

1.24 Item 24: Attitudes toward Englléh_ | ?::— JO +1 0.66 Reserved
speaking People (P) _ "\ - | ;

1.25 Item 25: Integraﬁw%,‘Orientation (N) | +1 Sl _;10-"‘ 0.66 Reserved

1.26 Item 26: English Use Anxiety (N) +1 +1 o+ 1 Reserved

1.27 Item 27: Motivational Intensity (P) +1 +1 +1 1 Reserved

1.28 Item 28: English'Class Anxiety (N) +1 +1 1 1 Reserved

1.29 Item 29: Desire to Learn English +1 +1 +1 1 Reserved
(N)

1.30 Item 30: Interest in English +1 +1 +1 1 Reserved
Language (P)

1.31 Item 31 Attitudes toward English- +1 +1 +1 1 Reserved
speaking People (N)

1.32 Item 32: Desire to Learn English (P) | +1 +1 +1 1 Reserved
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Expert Meaning
Statement Total
A B C

1.33 Item 33: English Course Evaluation | +1 +1 +1 1 Reserved
(N)

1.34 ltem 34: English Use Anxiety (N) +1 0 +1 0.66 Reserved

1.35 Item 35: Interest in English +1 1 Reserved
Language (N) ' 1:: | /

L e " il

1.36 Item 36: Motivational In iy (P)- +1 1 Reserved

1.37 Item 37: English T ' +1 1 Reserved
Evaluation (N)

1.38 Item 38: English A ‘Ff 1 Reserved

1.39 Item 24: Desire to ﬁ, 1 Reserved

c \ +1 1 Reserved

1.40 Item 40: English Co

(P)

P = Positively keyed N = Negatively keyed
b

ﬂ‘UEl’J‘VIEWlﬁWEJ']ﬂi
’QW’mﬁﬂ‘iﬂJ UAIINYAY
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The results obtained from Student Interview questions Evaluation Checklist

Meaning
Statement Total

1. Content validity
Part A: The improvement of oral

communication ability
1.1 Part A1 1 Reserved
1.2 Part A1.1 1 Reserved
1.3 Part A1.2 1 Reserved
Part B: Motivation towa

learnin -

J = o '
1.4 Part B1 Il ‘%m \\H 1 Reserved
d I
1.5 Part B2 I Fad ‘h W +1 1 Reserved
1.6 Part B3 1 Reserved
1.7 Part B4 1 Reserved
Cpg——|

Part C: Opinions towards drama-based

instruction .
1.8 Part C1 1 Reserved
1.9 Part C2 1 Reserved
1.10 Part C3 ﬂ1 I E'I ﬁqqflm = 1 Reserved
1.11 Part C4 ! d 0.66 Reserved

tl [}
1.12 Part + Reserved
dASAI PINA Ol

1.13 Pa HI I dhu E- Ib 1LII Reserved
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