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ABSTRACT

The goal of this study was to determine the eftd@ctising some dramatic
activities on developing the oral performance skilif second year prep
school students in English. The dramatic activitiesluded storytelling,
story-acting, pantomime, puppetry, role-playingader’'s theater and choral
reading. The oral performance skills w@mnunciation vocabulary word-
formation grammarandlanguage functions

To investigate the problem of the study, the expental design was
adopted. Seventy-eight girls of second year pregesits in two classes from
Sammanoud Prep School for Girls were chosen asubjects of the study.
The two classes were randomly assigned to eitheere®perimental or the
control group. The experimental group was taugtd finst term units
including stories of Hello! 4 using the dramati¢iates. On the other hand,
the control group studied these units as recomnteigethe Ministry of
Education. The two groups were pretested and bstteon their oral
performance skills.

For investigating the differences between the mseores of the
experimental group and those of the control gronghe oral performance
pre- and post-test, the t-test for independent t&swas applied. The results
demonstrated that there were statistically sigarftadifferences between the
mean score of the experimental group and thoskeotontrol group on the
oral performance post-test favoring the experimegi@up in the oral
performance in general and in the skillspgbnunciation word-formation
grammarandlanguage functions

Based upon these findings and in the light of thalties of the pre-
and post-testing for each skill of both the expental and control groups, it
was concluded that using the dramatic activitieshighly effective in
developing the oral performance skills of seconéryprep students in
English.
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THE PROBLEM

INTRODUCTION

Most of our needs in this world are met by meansoohimunication. Most
things that happen to us are made simpler or mumgbkcated by the way
our communication works. In recent years, languagehing has come to
mean teaching people to communicate: how to expfesbngs and
attitudes, exchange facts and socialize in theetal@nguage (Guerrini,
1986; Myers and Myers, 1990). As a result, the gan@m of teaching
English as foreign language (TEFL) in the PrepayaBiage is to develop
the four language skills: listening, speaking, regdand writing in a way
that focuses on the development of communicatiafisskMinistry of
Education, 1998).

As a matter of fact, communication developmenhtsgrated in the
sense that listening, speaking, reading and writirgy developed at the
same time in relation to each other. This is beeaunstruction in one
language skill enhances the learning of the otfdrs.link between writing
and speaking is obvious — printed matter is metak written down, and
the manner in which a student listens to the caabliage of others is
precisely the same way that s/he attends to readmagerial. The
relationships are infinite. Each skill reinforcés counterpart (Coody and
Nelson, 1982).
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Yet, oral language is the primary source of all thieer language
skills. Stoodt (1988) observes that learners “whweehstrong oral language
facility usually become good readers and they libgagreater potential for
writing. ... Oral language is essential to the comitaton process. Ninety
percent of our language use is oral” (pp. 92-9330Ashe explains that
speaking is essential to listening skills becawss through listening to
others and asking them questions refine listenkiissTherefore, Rudder
(1999) says, “Developing students’ communicativa& skills is one of our
most important goals in language teaching. Now nibes ever before,

oral skills are essential for interactive surviwvah global setting” (p. 25).

Actually, there is a long tradition of concern witaking people
more competent communicators. The definitions @fmmunicative
competencemust have a dominant behavioral tone. For example,
McCroskey (1982) quotes two definitions of thisnterThe first is of
Larson et al (1978) in whicbcommunicative competentsedefined as “the
ability of an individual to demonstrate knowledgé tbhe appropriate
communicative behaviour in a given situation”.dtdlear that having the
ability to behave in the appropriate manner is sudficient to be judged
competent; the ability must be demonstrated beliaziky.

The second definition is of Wiemann et al (1980) which
communicative competende defined as “the ability of an interactant to
choose among available communicative behavioumsder that s/he may
successfully accomplish her or his interpersonalgduring an encounter
while maintaining the face and line of her or redw interactants within
the constraints of thesituation.” This definition places the onus of
communication behaviour on the individual to beged. The person to be

judged competent must not only know the appropraieaviour but also
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illustrate it in ongoing interactiolCompetencen this perspective is tied to
actual performanceof the language in social situations. In other dgor

competences judged in observingerformance

McNamara (1996) distinguishes three common usethefterm

performanceeach is relevant to its use in the present rebeas:

1.in a theory of second/foreign language ability amk, as in
Chomsky’s competenc@erformance relationship (1965), the
discussion of the termerformancein the work of Hymes (1972),
Canale and Swain (1980) or Bachman and Palmer j199tese
theories are used in determining the oral perfooeaskills to be

developed.

2. implying skilled execution as in a musical perfonoe, or of some
athletic or gymnastic, has the emphasis on disfjglagn audience or
the demonstration of an underlying skill. In penfiomg the dramatic

activities, the focus is on the underlying orallski

3. performances of direct simulations of real-worldks There are

some kinds of them in the oral performance test.

Considerable, worldwide attention is now being gaigperformance
assessment approach, going beyond multiple-chog=ting. In this
approach, judgements about students’ achievememtbased on the
performance of complex tasks and personalized ardividualized
selections of work over time. A traditional tesncameasure competence
(knowledge), but @erformance test can measure both knowledge ahd ski

McNamara (1996) puts it saying, “...using a languagea skilled
performance involving the integration of many sullskboth linguistic

and non-linguistic” (p. 30). In the present resbathe goal of instruction is
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to enable the learner to be more effective in comuoative encounters. It
IS essential that the learner not only acquires dbmpetence, but also
employs what is learned behaviourally. Skilled,| garformance, then, is

our goal.

To accomplish this goal of developing the oral perfance skills of
EFL students — those who do not need to communicatde foreign
language outside the classroom — is to motivatmtteespeak. That is, to
encourage interaction discourse and self-expresSibair (1985) stresses
the importance of providing language learners witbre opportunities to
interact directly with the target language to aoguti by using rather than
studying it. Labon (1979) reports, “The developmait power and
efficiency with language derives from focusing @mduage for genuine
purposes and not from studying about it. The pathawer over language
IS to use it in genuinely meaningful situations”.8f). Meaningful
situations are ones which students can relate itegarto their skills,

knowledge, attitudes and interests.

Classroom activities that increase student-talk gmwmote
interaction among students for communicative pugpdeelp us reach this
goal. Such meaningful and purposeful activitiestdbate to language
growth and encourage language production. Theyigeostudents with
experiences that should challenge them to extematleand elaborate their
language patterns. Sheir (1985) classifies thevities into four main

cores:

1. Those involving physically and mentally active papation.
2. Those involving mental activity of a creative natur

3. Those involving mental activity of a rote nature.

4. Those involving solely watching and/or listening.
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According to the first core, oral activities carcearage students to
create, express and perform. Hennings (1989) kedieoral activity must
occupy a considerable portion of student’s timeroligh oral activity,
students build their skills, they also come to ustdexd how their language
has developed” (p.59). Through such practice, stisddevelop not only
clarity, fluency and flexibility in exchanging ide#dut also self-confidence
and leadership skills which will help them now andheir future personal,

social and workplace environments.

Stoodt (1988) sub-classifies oral activities intwot categories:
informative: conversation discussion interviews and oral reports and
dramatic: storytelling, pantomimestory-acting puppetry choral reading,
reader’s theaterand role playing In their native language, learners
naturally and spontaneously tell stories, role-plagt their favourite
stories, pretend that they are parents, animalswansters, talk through
puppets and so on. In TEFL, all these forms of dtaplay can serve as
primary tools for developing the students’ commatiiee skills, since they
are ultimately communication; a way of communicgtinformation and

feelings to someone else.

DeHaven (1983) thinks that the dramatic activiggge students a
reason and a need to talk. They create a langahgeatory in which they
must search out vocabulary and grammatical strestto communicate
what they wish to express. Their discoveries abdaoguage are used
immediately in meaningful situations, thus resugtin efficient and lasting

learning.

Humans learn best through stories. They define $keéras via

stories, think in story form and express their ustbnding of universal
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truth through stories. Not only do they enjoy agtan part in a story, but
also they love to watch a story or listen to onmdpeead to them (Hicks,
1990; Henderson, 1999). Stories can provide théeodof oral expression
that may be generated during the dramatic actsyitier stories have a
straightforward sequence that provokes oral segugnof ideas. An

advantage of that, oral sharing becomes a natwalponent of the
classroom activity, so natural that students h#tle time to get nervous

about speaking.

To sum up, the role of the dramatic activities @veloping the oral
performance skills lies in creating a lively atmlspe in the classroom.
Wang (1990) says, “The livelier the atmospheretli® more active
students’ minds are, the shorter time from the m@gg to its peak, the
more efficient the class will be” (p.36).

NEED FOR THE STUDY

Students in recent years have embraced developimanivill allow them

to attain the practical skills that are necessanydrform in the workplace.
Students wish to take on tasks featuring signifiexperiences with real
outcomes that create learning achievements thrquagticipation and
reflection. In simpler terms, unless learning haacpcal value, it is

useless; students need learning that enables théndtjobs.

Thus, analyzing the actual state of the EFL settmggypt, many
studies (Ghanem, 1983; Khalil, 1986; Abed, 1987;-Hatedy,
1987;Aliewh, 1989; Mohammed, 1990; Aly, 1993; Mahmdp 1996;
Anwar, 1997) showed that students from all stage®ducation have

difficulty in speaking English. Aliewh (1989), fexample, stated that even
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the students of the advanced level were incapdldgmessing themselves
in correct English and when they were engaged tinegatic communicative
situations, they often lacked the vocabulary andgleage items they
needed to get their meaning across. As a mattéaodf this leads to the
inevitable result which is the low quality of toregtied students’ oral

performance.

Anwar (1997) refers to this phenomenon with ‘dunmghlsh’, in the
sense that students keep silent and the teachespuolizes the class time.
The students find it difficult to extend their oppmities to improve their
speaking ability. A lot of writers (Black and Butrkm 1978; Edwards
and Furlong, 1978; Lange, 1981; Coody and Nels8821Stoodt, 1988)
tackled this problem and concluded that its diczzise may be rooted in

the following reasons:

1.The teacher has insufficient background to instthetstudents in

the development and use of oral language.

2. The teacher thinks that he lacks the class tinget@lop the oral
language skills.

3. Students’ talk presents a formidable manageridblprao because

of the big number of potential communicators.

4. The seating of students in rows prevents any fadade

communication among them.

5. In the best cases, when the teacher pretendshihatassroom is
something else — a supermarket, a railway statnohsa on — the

communication is artificial and not spontaneous.
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Bearing in mind the importance of the dramatic\aités — those
activities in which a student becomes a part dbeysActually, Hello! 3,4
and 5 include short stories, which exist as passégesilent reading, and
the final step of teaching some of them is stoyagcwithout showing
howthings should go. That is, the defect may be inhe® these stories in
the same way as if they were passages for siledirrg, reducing any fun
that can emerge from teaching them as stories sothe more special
activities. So, the researcher suggests adaptengetommended procedure
of the Teacher's Guide, Hello! 4 in teaching some stonmsing the

dramatic activities in a way that can develop tred performance skills.

Also, the researcher considered these points inptbgramme as

follows:

» |n a very simplified way, the modified Teacher’si@G Appendix
(2), shows the use of the dramatic activities fevedoping the oral

performance skills.

» Using of the dramatic activities does not requirerentime than

the periods specified for the syllabus.

» Dividing the class into cooperative, small groupsle of which

has a leader adds to the class discipline.

» Allowing the students to move freely in the classgather in

groups permits face-to-face interaction.

» Students use the language spontaneously beforiagdamd after

performing the activities.
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STATEMENT OF THE PROBLEM

The communicative approach of TEFL is adopted igdign schools and
this approach pays great attention to oral comnatioie skills as well as
other skills. Nevertheless, it has been mentiotead Egyptian students
have serious problems in communicating orally. Thhis study attempts
to investigate the effectiveness of the dramattoidies in developing the
oral performance skills. Therefore, this study vattempt to answer the

following major question:

» What is the effect of using the dramatic activitieson the
development of the English oral performance skillsof

second year prep students?
This question can be subdivided into other sub-ipes

1.What are the oral performance skills that secondr yarep

students have to develop?
2.What is the students’ actual level in the oral perfance skills?

3.What are the most appropriate dramatic activit@s téaching

each story of Hello! 47?

4.What is the effect of using the dramatic activitesthe students’
oral performance skills in general and on each had oral

performance skills?

HYPOTHESES OF THE STUDY

The following hypothesis has been formulated to ttes research problem:

10
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* There is a statistically significant difference Wweén the mean
scores of the experimental group and those of éméral group on

the oral performanc@ost-test favoring the experimental group.

According to the components of the oral performarizis hypothesis can

be divided in the following minor hypotheses:

1.There is statistically no significant differencetlseen the mean
scores of the experimental group and those of tméral group
on the oral performance post-test pnonunciation including

vowel soundandintonationfavoring the experimental group.

2.There is statistically no significant differencetwseen the mean
scores of the experimental group and those of tméral group
on the oral performance post-teswvocabulay includingcontent
wordsandfunction worddavoring the experimental group.

3.There is statistically no significant differencetwieen the mean
scores of the experimental group and those of ¢méral group
on the oral performance post-testword-formationfavoring the

experimental group.

4.There is statistically no significant differencetleen the mean
scores of the experimental group and those of tméral group
on the oral performance post-test grammar favoring the

experimental group.

5.There is statistically no significant differencetween the mean
scores of the experimental group and those of tméral group
on the oral performance post-testamguage functiongavoring

the experimental group.

11
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LIMITATIONS OF THE STUDY

The study was limited to:

1. The oral performance skills of five story units igeed by the
Ministry of Education for the first term, Hello! 4'he researcher

will add intonationas a subskill opronunciation

2.A sample of second year prep students from El-Ghanb
Governorate; Sammanoud Prep School for Girls.

SIGNIFICANCE OF THE STUDY

The present study attempted to:

1.direct the attention of TEFL researchers, teachemsurse
designers, curriculum developers, language spst3aliteacher
trainers and learners to the importance of using dinamatic

activities in enhancing the oral performance skills

2.provide teachers with a Teacher's Guide adapting th
recommended procedure of the Ministry Teacher'si§udello! 4

in teaching the five story units of the first term

3.prepare a Student's Guide for second year pregdesta for
showing the steps of implementing the dramatiovas; and

4.direct the attention of TEFL researchers, teachasurse
designers, curriculum developers, language spstsaliteacher
trainers and learners to the importance of usimgp@rformance

assessment approach in the educational reform.

12
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METHEDOLOGY

Subjects

1.The subjects of the study were two classes of sg\aaght second
year prep students randomly selected from SammaRoe School
for Girls.

2.The subjects of the questionnaire were eighteesthéra of English

language, prep stage.

Design

The study adopted the experimental design, in tefbviding the
sample of the study into two groups: one was exrpantal and the other
was control. The experimental group was taught gudime dramatic
activities while the other was taught using thecpdure of the Ministry

Teacher’s Guide.

Instruments
The following instruments were used:

1. A questionnaire prepared by researcher and addrésspecialists to
determine which dramatic activities are most appabde for teaching

each of the five stories of the first term of Helo see Appendix (1),

2.A Teacher's Guide modified by the researcher foaptithg the
procedures of teaching the five story units of thist term; see
Appendix (2),

3. A Student’'s Guide prepared by the researcher fawsig the
students how the dramatic activities should be emanted; see
Appendix (3), and

13
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4.

A test of the oral performance skills of secondrymep students
designed by the researcher will be used as a pcepast-test, see
Appendix (4).

Procedure

The study proceeded as follows:

1.

3.

5

Reviewing related literature and the learning olfyes of the
Teacher’s Guide, Hello! 4 to determine the orafgrenance skills

that second year prep students have to acquiregltire first term.

. Constructing and checking validity and reliabilitlya test of these

oral performance skills;

Administering the test before the experimentatiomeasure the

students’ actual level of the oral performancelskil

. Constructing, validating and administering the doemnaire to
specialists to specify the dramatic activities &t appropriate for

teaching each story of Hello! 4, the first term;

. Adapting the procedure of teaching the five stamtaiof the first
term of Hello! 4 using the dramatic activities irder to prepare a

guide for teachers;

.Preparing a guide for students. This guide willvghtbem how
they should implement the dramatic activities invay that can

develop their oral performance skills;

.Dividing the sample of the study into two groupsheT
experimental group was taught using the dramatiwiaes. The
control group was taught as recommended by the stfiniof

Education;

14
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8. Administering the test after the experimentationvsr to measure

the students’ level of the oral performance skKills;
9. Scoring and discussing results of the pre- and-{gs$t and

10. Providing summary, conclusions and recommeodsdti

DEFINITIONS OF TERMS

Based upon the review of related literature, tHWwong terms could be
defined:

Activity

Rowntree (1981)defines it as, “Learning that requires the leatoer
do something more than look at and listen to aheaor packaged
teaching materials. The learner may, for examplke, performing an
experiment, making something, or carrying out ggutd (p.4).

Abdel-Naby (1993)also definesctivity as, “the mental or physical,
positive effort that a learner exerts to achieweidain goal whether inside
school or outside it, as long as it is under thpesusion of school”
(p.140).

These two definitions separate the effort of eadrrier from the
other. That is theactivity should be cooperative in order to lead to better
learning because learners learn from each othewas as they learn from
the teacher. Also, thactivity is not on condition that to be under the
supervision of school as long as it leads to |ewymecause learning media
are diverse. Sactivity can be defined in the present studyrhe mental,
physical, cooperative, positive efforts that leamm@xert to achieve a

learning objective whether inside school or outsiddhis activity may be

15
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storytelling, story-acting, pantomime, puppetry,lerplaying, reader’'s

theater or choral reading.

Dramatic Activities

Actually, writers refer talramatic activitieswith a lot of terms (e.g.,
dramatics dramag creative dramatics, creative drama, creative play,
informal drama spontaneous dramamprovisational acting dramatic
techniques.etc) according to their theoretical perspective. Thetang

definitions can show this:

Hoetker (1969) refers to them withdrama and defines it as, “a
method of teaching of better accommodating studehtse learning styles
are visual or kinesthetic, of teaching critical llski and of producing

aesthetic experiences with literature.”

For Ibrahim (1970), the dramatic activitiegre“school activities in
which the students use the language successfulty directively in
genuinely meaningful contexts that require speakiistening, reading or
writing” (p. 414).

Good (1981)uses the term dramatic activities to mean “a draamat
presentation usually based upon a familiar stogpeoatively planned by
children, with spontaneous dialogues rather thattamrlines memorized
by the actors” (p.195).

Bruce (1988) refers to the dramatic activitieswith dramatic
techniquesand defines them as, “a teaching method which igshesame
thing as teaching theater — is informal — and fesusn the process of

dramatic enactment for the sake of the learneranatudience.”

16
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Combs (1988)refers tothe dramatic activitieswith classroom
drama which is “a learning medium rather than an artnfporand is

governed and validated through criteria other @asthetics” (p.9).

Stoodt (1988)refers tothe dramatic activitiewith aesthetic oral
language activities She defines them as, “variations and extensidns o
dramatic play that serve as primary tools for depelg affective and

cognitive communication skills in children” (p.110)

Abd-Rab EI-Naby (1997)confines his research in one typetioé
dramatic activities story-acting and defines it as, “a purposive \aigsti
done in the period time for helping students leand achieve linguistic
objectives through practice and positive particgdt(p. 107).

Hence, for the present studgiramatic activitiesare defined as
process-oriented, performance classroom activivbgh take stories as a
content for developing the oral performance skhi®ugh student practice
and participation. These activities include stolybg, story-acting,
puppetry, pantomime, role play, reader's theaterd athoral reading.
Process-orientedneans that what matters in using these activiiabe
practice of the oral performance skills before,imgiand after the process
of dramatization. That is, the goal is thecessof dramatization rather

than the arproduct

Oral Performance

It is defined as, “The overt manifestation of cotepee and the
production of spoken messages in a way that is bpgiropriate for the
setting and effective for the desired purpose tolasion” (Nunan, 1987 as
quoted byMahmoud, 1996,p. 14).
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The present study adds to this definition tinat oral performance is
the mirror of speaking. Speaking can only be olmade/and measurable

through the oral performance.
Oral Performance Skill

McCroskey (1982) defines it as “The ability of amdividual to
perform appropriate communicative behaviour in egisituation."The
oral performanceskill is operationally defined in the present studyhes
speaking ability overtly manifested in producingssages in a way that is
appropriate for the desired communicative purpodeking into
considerationpronunciation vocabulary word-formation grammar and

language functions
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CHAPTER I

REVIEW OF LITERATURE AND RELATED STUDIES

Review of literature includes:
» Dramatic Activities
*Activity Theory
*Experiential Learning Theory (ELT)
*Dramatic activities in the classroom
» Oral Performance Skills

*QOral performance theories

*QOral performance approach

*QOral tests

*Guidelines for designing the oral performance téshe study

DRAMATIC ACTIVITIES

It has become apparent that there have been mehieedjes in the goals of
Language Education programmes. Today, students alaguch more
active role in the learning process. No longer pasgecipients, they are
contributing to the planning and implementatiorwdfat transpires in the
classroom. The emphasis in language teaching aahitg is on the
communicative nature of learning. In short, theeass is language for

communication and self-expression (Rudder, 1999).

Sheir (1985) contends that learners acquire a Eggywnly to the
extent that they are exposed to and involved innmmgdul communication
in that language. An EFL class which sets out tavigle opportunities for

such communication, therefore, requires at leastiasic components: (1)
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activitieswhich will encourage learners to exercise theinamitiative in
communicating; and (Zn environmenvhich will motivate them to do so.
These two basic components can be combined inléissroom; using the

dramatic activities.

A dramatic activity is an open-ended activity in ighh students
explore experiments or reenact real life. It is tekiar they want it to be at
the moment. It needs no plot or particular struetut may be an
imaginary, first-time encounter or a repetitionaofamiliar and enjoyable
situation (DeHaven, 1983). Student-talk is furth@ximized by such an
activity that involves pair work and group work, iese engage all the
students in simulated real-life situations outdide ‘artificial’ context of
the classroom (Rudder, 1999).

Dramatic activities immerse students in a languagfeenvironment
exposing them to oral language. As students plageme, they analyze
knowledge and impressions and translate what tm®wwkand feel into
physical and emotional responses just as if theye wesponding to a real
situation (DeHaven, 1983; Stoodt, 1988). This isindxperiential learning
is all about where the main focus is based on #dwrel to develop links

between theory and practice.

Now, naturally, the target of this research isétphstudents build up
and improve their oral skills. It undertakes thep@nsibility of not making
every student a greattor, but of providing students with the tools fi@e
self-expression. The two components integratedhéndramatic activities:
the activity and the environmentcan be theorized depending on two
theories: Activity Theory and Experiential Learningheory (ELT)
respectively.
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Activity Theory

Activity Theory evolved from the work of Vygotskyl929) as he
formulated a new method of studying thought andscmusness. Kozulin
(1999) states, “Vygotsky suggested that sociallamagful activity may

. serve as a generator of consciousness. ... thatinividual
consciousness is built from the outside througlatiehs with others.”
Therefore, according to Vygotsky, consciousnessrgeseout of socially
organized practical activity. Activity includes plawork, education,
governance, family life, distribution of resourceand much more.
Engaging in practical activity, human beings usetrumental and
psychological tools to transform material objecatdoi socially valued

outcomes (Kaptelinin and Nardi, 1997).

Rodriguez (1998) says, “Behind the object thereagbvstands a
need or desire, to which the activity always ansiwdihe dramatic
activities encourage students to share socialioewtwith others using
material, mental and cultural tools available ie thassroom resulting in
new learning. The dramatic activity is guided byti@pation. This
anticipation is a motive of the activity. When thetivity is performed,
there is a feedback mechanism which compares thétref the activity

with the prediction of any breakdown, giving risegat learning situation.

Experiential Learning Theory (ELT)

If there is an active individual, there must beaative environment. That is
because in one activity a lot of learners can padie and learn different
things with different kinds of learning styles. Shere was a need for a

term that could describe the result of the inteoacof the learner with the
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activity. This term is ‘learning experiences’ whieppeared in 1935 to
refer to the self-consciousness of the learneh&l¢arning activity, the
teaching/learning situation and his interactionhwihem (Abdel-Naby,

1993). The individual learning can be explainedtigh (ELT) which was
proposed by John Dewey in the 1930s and formulayddavid Kolb in the

1980s.

a-John Dewey’s philosophy

Dewey (1854-1952) thought that people are sociagsewho learn
well through active interplay with others and tloair learning increases
when we are engaged in activities that have meadings. He advocated
placing the learner at the center of experienced,defined the teacher as
the learner’'s “co-partner and guide in a commoreramnise” (Starnes,
1999). Teachers plan lessons that arouse curiasdypush the students to
a higher level of knowledge. In addition to readiagtbooks, the students
learn by doing. Teachers also stimulate the stwtenterests through

thought-provoking games (Shaw, 2001).

b-Kolb's experiential learning

Kolb’s Experiential Learning Cycle Theory (1984 assifies four
different learning styles: Concrete Experience (CEAMbstract
Conceptualization (AC), Reflective Observation (R@nd Active
Experimentation (AE); Figure (1).
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Concerte Experience ((

Active Retive

Experimentatiqn Observation

(AE) QR

Abstract Conceptualization (AC)

Figure (1): The Experiential Learning Cycle (Kolcaé 1999)

Furthermore, it assumes that learning itself isrdegral process for the
individual, composed of four different steps basadhese learning styles.
This process begins with an experience generatecdaruy controlled
primarily by the teacher, and evolves through aerevidening spiral of
learning whose three successive steps grant inogeasitonomy to the
learner. Hoelker (2001) examines this as follows:

»Imaginative learners, who perceive information tlgio Concrete

Experienceneed to create a reason to learn. Their favoguiestion is:

Why(should | learn this)Teachers need to let them know the objective

of learning.

»Individuals, who process information throuRleflective Observation

like to askWhat?Teachers need to give them facts.

»Thinkers, who perceive information through Abstract

Conceptualization like to ask the questiofHow does it work?)

Teachers need to let them try out.

»Those, who process information throulittive Experimentatioriearn

by doing an activity. Because they like to ask dgestionlif (I do this,

what happens?)eachers need to let them teach it to themseladsto

others.
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Thus, experiential learning requires active invateat by
participants. It immerses students in an activagally close related to
course material and then asks for the reflectionhenexperience (Cantor,
1997). In dramatic activities, students get invdhaand take ownership of
their learning and they become able to link knowkedand practice.
Involvement results from engaging in the activitidhis affects skill

development.

Dramatic Activities in the Classroom

One of the challenges of TEFL is the lack of instianal materials. A
solution to the scarcity of effective materialstiee implementation of
dramatic activities of all sorts, which are essantespecially since the
1990s when our emphasis is no longer solely upatriloliiting book
knowledge. These activities can enliven instructeomd can be developed
using realia or other authentic materials (Domigf1).

Students love to dramatize, dress up, pretend \@ninsituations.
Their world becomes a stage, and they are stapnmeefs. For dramatic
activities, the student must communicate what Fli®ing to an audience,
developing those inner resources such as: fantasyggination,
intelligence, to name a few (Martin, 1993). Here ar few reasons
according to Beck and Warrow (199%) supporting the use of these

activities in the EFL classroom:
* |t seems that there are many ways to ‘know’ a sipjene of
which being kinesthetically.
* Students assume ownership of their own learningthiey become

responsible for the creation of a new representaifa text.
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* Students must pull meaning ‘off the page’ by emigiand working
through texts. A performed text is no longer a ddadck-and-

white series of words.

* If our job as English teachers is to aid studentshmunication
skills, we need to remember that communication &mmore

than just reading and writing.

* Representing ideas orally helps students becomnterbsgteakers

and language users.

* Dramatic activities emphasize group work, and thuemote
collaboration and teamwork essential life skills for the 2%

century.

* On the practical side, if approached sensitivelpsimstudents
enjoy setting aside the books and desks to perfdétunther,
students are engaged both as actors and vieweey. @écome
motivated by the excitement that generates in ldesooom.

Hence, schooling should be ‘a coming together foanitic,
worthwhile processes that can extend human expEgenPart of the
richness of our students’ lives is their play (Kapl 1997). However,
movement to sound, pantomime, enactments and ingatoans are not
just games for kiddies or enrichment, but seriousiress. Many teachers
are afraid that dramatic work will open a vent amelate disorder, but all
people who have worked with it know that it tendather, to lower
tensions and to help students behave better (Betk\&arrow, 1997).

Ideas for dramatic activities should be chosen froaterial that is
well-known, familiar and well-liked by the studentsamiliar family

situations (going on a trip, getting ready for Yafield trips (a visit to a
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bakery), and being animals are good sources famahiaation. Stories,
poems, photographs and movies can stimulate drarpédy. Scientific
concepts (melting and freezing), language artsn{palphabet letters),
math (moving like a triangle) and social studielets pretend to be
Eskimos’) can be made real and tangible in dramatitvities which

involve imagination, body and voice (Lang, 2001).

The shared performance aspect of most dramaticagnde causes
people to confus@ramatic activitieswith children’s theater There are
differences essential to our use of them in thesstaom. Although
dramatic activitiesmay lead to theatrical productions, the two arethe
same. The nutshell distinction is thdtamatic activitiesare based upon
experience: what happens within each individuabteefduring and after
their performanceChildren’s theatreon the other hand, centers on precise
design and polished products. Hendeamatic activitiesare process-
oriented ancthildren’s theatreis product-oriented (DeHaven, 1983; Beck
and Warrow, 1997). Bruce (1988) quotes Comb’s enjrig (1988, p.9) in:

Informal drama’s goals are based on pedagogicaleldemental and

learning theory as much or more than they arebasged; its objectives are
manifold, but they are all directed toward the gitownd development of
the participant rather than the entertainment @& s$himulation of the

observer.

The major characteristics between the two dramébions can be

summarized in table (1).
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Table (1): A comparison betweehildren’s theatreanddramatic activities (DeHaven,
1983; Beck and Warrow, 1997)

Children’s Theatre

Dramatic Activities

Purpose

Involvement

Role of the
audience

Creativity
encouraged

Pressure to
perform

Need for props anc
equipment

Language learning

Place of
occurrence

Primarily for audience, with
emphasis upon end product and
external appearance.

A few students can be involved; the
rest must take backstage or other
supportive jobs

Distinguishes between performers
and audience, with the latter acting
as viewers only.

Close adherence to the script -
usually by an author who is not a
participant.

High; students know audience is
watching, done in surroundings witl
which student is often unfamiliar.

Quite extensive; often these are no
things students can create, but mus
be made by others.

Few; students are limited to
understanding the uses the author |
made of language. They interpret
words and actions of their characte!
using techniques and forms of stag
action and direction.

Normally occurs in a formal theatre
environment.

Primarily for participants,

emphasizing exploration and growth
by participants, and internal processes.
Involve all students in a variety of
active roles.

Limited distinction between
participants and audience because
roles reverse and converge.
Students use story or other motivation
as a springboard for their own
creation. Often involve spontaneous
material and responses; if using
scripts, usually written or adapted by
participants.

Low; if audience exists at all, itis a
small group of students’ peers in the
classroom situation with which they
are familiar.

Minimal or nonexistent; student uses
creative imagination to evoke needed
equipment, emphasis on refining
movements (e.g., picking up a fork) to
convey ideas.

Many; the situations presented
challenge students to creative use of
language, both verbal and nonverbal.
Students are usually self-expressive,
communicating their own ideas and
directing their own performance.
Take place in any space.

Mostly, dramatic activities and experiences witkeriture can

provide inspiration for all kinds of speaking opfmities, since writers use

language in unique and imaginative ways that sawdine models for

students in their own language development. Salesitis make literary

language part of their own language because iteisionable. There are a

lot of kinds of literary forms such as story, playd poetry. The present

study will be concerned with the story because ddell includes several

stories.
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Stories have an appeal to students; they loveetr Btories and
easily develop interest in sharing them. In additistories for children are
action-filled; in telling them, youngsters mustyapice, express meanings
through face and body, use props where appropaaie,select the most
expressive words (Hennings, 1983; Hicks, 1990). M4&tedents are asked
to dramatize a story, they are encouraged to thmkpersonality for each
character of a story, so they can easily talk afqptess their own creative
ideas verbally. The emphasis is not on the produttthe process a

process that can be triggered by playing with aysto

An important thing is that the story content sholkdinteresting to
the students; they should be able to identify wité characters, events in
the story, and the story should expand their haszdlots should be
simple and have distinct beginning, middle, clingaxd ending. Actually,
these are the characteristics of the stories offitke term of Hello! 4.
Therefore, stories can provide the content of exgdression that may be
generated during the dramatic activities. Theswities can take the form
of storytelling story-acting pantomime puppetry choral reading and
reader’s theater

Types of dramatic activities

Storytelling

For Woodard (2000), storytelling is as old as spediself.
Storytelling, probably the oldest form of narratiwethe world, is not the
same as reading aloud because in storytellingrttezaction between the
teller and listener is immediate, personal, acéiwd direct. Stoodt (1988)
adds:
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Storytelling or oral literature is the progenitof present literature.

Storytelling is a natural form of dramatic play whichildren begin to use
early in their lives. Children naturally tell stesi about daily events in their
lives. They retell stories that were read to them anes that they saw on
television. (p. 111)

Constructing meaning through the use of language isplicit goal
of storytelling. A language development focus caoommend retelling.
Student’s participation in storytelling provides waly novelty to stimulate
his curiosity, but also enough familiarity to allowim perceive
relationships and to experience success at usinguége. It is a fine
context for developing the ability to express oifaseclear and interesting
fashion (Aiex, 1988).

Pantomime

Pantomime is a Greek word and literally meansitaitation’. It is
the art of telling a story without benefit of a ldigue — with body
movements alone. It is a universal art that speéakss in a ‘speechless’
tongue (Coody and Nelson, 1982). Recently, linguist to move beyond
the study of speech and listening to a consideraifmon-verbal kinds of
communication such as facial expression, gestyrestures and tonal

quality of the voice.

Students enjoy pantomime to share a story, desarbaction, and
express feelings and ideas, but the significancgreater than sheer
pleasure. First, through pantomime students caselothe inhibitions they
may have about expressing themselves nonverbadlgortl, they gain
control over their nonverbal expressions whichaarsignificant as face-to-
face communication. Third, they begin to realize thmportance of body
language in communication and they become moreeawfathe nonverbal

messages that others send. Pantomime should startlass activity with
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all students interpreting an action or feeling.detuts express freely when
everyone- including the teacher is involved. Coody and Nelson (1982)

say that learners:

...find pantomime activities to be genuine fun, bBierre comes alive as
children give lifelike reenactments of situatiomslaharacters from book
and stories. This is especially true if the teadkewilling to demonstrate
techniques through her own pantomimes, and if $lesvs sincerity and
empathy with the children in their interpretatiarfscharacters and scenes.
(p. 169)

Story-acting

This activity employs a multi-sensory approach tnguage
acquisition by involving learners physically, enaootally and cognitively in
the language learning process. (Falletta and GaspE994). Story-acting
makes especially strong considerations to the drowt students’
communicative effectiveness, as it requires integma between
memorization as well as improvisation. In memor@at reciting some
sentences from memory, which seems only as a obtatg, has its value.
It is essential in helping the students memorizerdap phrases and
structures and accumulate language material for insspontaneous
conversation, improving their fluency in English oemously. In
improvisation, students are offered an environnzeré context in which
all the conditions are gathered to allow them &b tieeir spirit of sensitivity

in using the language.
Puppetry

Puppetry is not only a dramatic event in which ectare puppets,
but it has other values. Although they do not regjstudents to respond
with their bodies, puppets stimulate oral langua§&idents who are

hesitant to talk themselves are often quite corabdet talking through a
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puppet (DeHaven, 1983; Stoodt, 1988). Throughvthee and gesture of
the puppet, a student is able to say what s/hedndd to say in real-life

situations, but does not for fear of disapprovai(tih, 1993). Puppets can
be used to develop such skills as learning partspeech, vocabulary,
public speaking and also the oral expression olights and feelings
(Dutcher, 1998).

Choral speaking

A choral speaking activity also known as ‘choral reading’, ‘verse
choirs’ and ‘choric speaking- is one in which a group of students read a
selection in unison, although it may include smiatie solo parts. (Coody
and Nelson, 1982). Through participating in choraading, students
become aware of the sounds of language, predictabtuage patterns,
and the rhythm and melody of language. After chepalaking experiences,
learners are better able to predict the words dndses that follow one
another. The purpose of choral reading is to conweaning through
sound, stress, duration and pitch (Stoodt, 1988).

Stoodt (1988) and Coody and Nelson (1982) enumefatg
common choral speaking types:
Refrain The teacher reads most of the lines and the stsdead the
refrain.
Line-a-child It allows individual students to read specificds, while the
entire group reads the beginning and ending of#ation.
* These two types are suitable for performing dragnattivities
using poetic content.
Antiphonal (dialog choral reading) It enables students fgae pitch and
duration of sound. Boys, girls, and groups withyiray voices speak

different parts of the story.
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Unison It is the most difficult because the entire grapeaks all the lines.
The participants must practise timing so that theyproducing sounds and
words simultaneously.

* The last two types are suitable to be used witimdteing stories.

So the present research will use them.

Reader’s theater

Reader’s theater is an oral presentation of a dtgryjwo or more
readers who read clearly and expressively. Bechiseone by more than
one individual, it is sometimes called ‘group reeyli For staging, the
teacher is the most likely person to assume theeabthe narrator. (Coody
and Nelson, 1982; Stoodt, 1988nh fact, the only prerequisites for a
reader’s theater production are that the perforrkeosv how to read and
are willing to prepare the script so that it canréad fluently. The reader
uses facial expressions and tone of voice to comlveyemotions, moods
and actions of the characters. Reader’s theatds @taige properties, lights
and costumes so that nothing will divert the auckés attention from the

characterization.
Role playing

Role playing can be defined as “a performance #gtiwhich is
performed in front of the class and is particulaiytable for practicing the
use of speech acts where students are suppliedamgfyie information
about interlocutors who are going to interact ia tonversation and about
the situation by using sets of cards” (Turner, 199294, as quoted by
Anwar, 1997, p.366). In this activity, the partiaigs assume roles to
understand another person or situation in a predegtvironment; mistakes

can be made and learned in a risk-free way (Std8@s).
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Now, the dramatic activities are a way of simulgtireal-life
experiences in the classroom. They provide a labordor exploring and
manipulating language. These activities are imporfiar students because
their learning is highly dependent on concrete darpee; they learn by
doing. A language development focus can recommesidgudramatic
activities in the classroom since using languagedniamatic activities
involves a sense of “rightness”: the ability to sermvhat to say and how to
say it to enhance action. Students may not feaehdleel for language during
early experiences. They, for example, may be olesediscussing what
they are doing and making plans for a show. Gragludley feel the need
for language and augment what they are able toegotirough performing
(DeHaven, 1983). Through such dramatic experierstesients can learn

how to understand and develop their oral perforraakdls.

ORAL PERFORMANCE SKILLS

Being able to communicate is important in everyenéfe. People

communicate most of the time orally. Today, languagjudents are
considered successful if they can speak effectivelytheir second or
foreign language (Stoodt, 1988; Hennings, 1989; &nw997; De Porto,
1997; Kaplan, 1997; Rudder 1999). The EFL syllatmugshe Preparatory
Stage is designed to consolidate and build on theegement of learners
based on the first two years of English in Primagnd Primary 5. So, all
skills are introduced: listening, speaking, readamg writing (Ministry of

Education, 1997).

However, speaking is in many ways an underdevelsb@d The
direct cause may be rooted in teaching itself. b Elasses, students are

given few opportunities to practise speaking. Tasythere to listen much
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more than to speak. So, they fall into the habiishg their ears and eyes
instead of their mouths. Even worse, speaking tsimduded in English
language tests. Emphasis is generally put on mgrkadividual words,
sentences and drilling on mini-dialogues at thdewt@f training in longer
discourse (Anwar, 1997).

So, developing speaking is a real challenge, insthiese that it
deserves every bit of attention as much as ther atkifls in teaching a
language. For achieving this, students must peadasguage in actual
performances. Kaplan (1997) confirms that:

..., everyone must perform. ..., we know how importsnto be able to
speak on one’s feet. No task — not even readingribing — can compare
with the importance of being able to express omesehrly...ALOUD!!!!
Communicating ideas and opinions stands tantamesitite one skill that
all human beings must do well to succeed in thedsl

That is to say, speaking is a medium of succesdeamning.
Knowledge is not enough for successful performameeneed also skill.
The following section provides a determination lé toral performance
skills that second year prep students should eiximliheir communicative
use of English by the end of the first term of gind Hello! 4. This is not
only listing those skills, but also showing theitaraction and relationship

in actual use of the language.

Oral Performance Theories

In (1965), Chomsky's original version of competence-performance
relationship proposed an underlying linguistic kiedge base that is
implicated in actual language performance (Skehi95). However,
Hymes (1972)supposed that there are capaciteds]ity for use that go
beyond that linguistic domain and that scientistgehto take into account
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appropriateness of language use. He distinguistedwelen, on the one
hand, abstragierformance models ability as potential — and, on the other,
actual useof language use in real time — instances of thikzegeon of this
potential (actual performancedjigure (2) summarizes the key relation of
the distinctions made by other successive writargyrn to those made by
Hymes (1972).

| Writer | Model of knowledge| Model of Performance Actluse |
| Hyme: (1972) communicative competence Performance |
Knowledge | ability for use
|Chomsky (1980) Competence Performance
Grammatical pragmatic competer actual
competence performance
Canale and Communicative | [Unable to be modellec | Communicative
Swain (1980) competence performance
Canale (198: communicative competence actual
communication
knowledge | skill

Figure (2): Major models of language performancerelated to Hymes's (1972),
(McNamara, 1996)
In 1980 Chomsky introduces a distinction betwegmammatical

competencand pragmatic competencéde assumes that it is possible in
principle to have full grammatical competence and pragmatic
competence, hence no ability to use language apptely, though its
syntax and semantics are ‘intact’. St@lhomsky's focus of interest is in

knowledge of language, not the capacities undeglperformance.

In contrast, forHymes communicative competen@compasses
both aspects ofknowledge (extended to include, in particular,
sociolinguistic knowledgeand aspects gberformance or whatHymes

terms ability for use The specification ofability for use as part of
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communicative competen@lows for the role of non-cognitive factors
such as motivation, courage, gaminess, gallanomposure, presence of

mind, dignity, stage confidence...etc.

Drawing on those insight€anale and Swain(1980) propose a
model whose most influential feature is its treattmef the domains of
language knowledgas including, in addition tgrammatical competence
sociolinguistic competenddollowing Hymes), andstrategic competence.
They argue that while performance may demonstatéofs as volition,
motivation, ... etc., they doubt that there is argotty of human action that
can adequately explicaédility for use and hence it cannot be modelled in

their framework.

Instead, they vievability for useas simply part of what they call
communicative performancehich they define as, “the realization of these
competencies and their interaction in actual pradaand comprehension
of utterances” (p.6). However, they do includkility for usein their
discussion oktrategic competenciat refers to the possession of coping
strategies in actual performance in the face oflegaiacies in any of the
other areas of competence. However, ‘coping’ iagect of performance,
involving general reasoning or problem-solving afes and also

possibly personality factors.

Canale’s paper(1983) uses the termctual communicationo refer
to performanceHe distinguisheactual communicatioand theknowledge
and skills underlying it. DespiteCanal€s recognition of the need for a
theory of performance aspects of this performance remain inconsistent.
This is because, he introduces a fourth aspectmmjuage knowledge,

discourse competencehich concerns:
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Mastery of how to combine grammatical forms and mregs to achieve a
unified spoken or written text in different genres. Unity of a text is
achieved througlecohesionin form andcoherencan meaning. [Emphasis
in original.] (p. 9)

Cohesionclearly involves linguistic knowledge. However,ist not clear
that the ability to perceive and createherencen discourse is a matter of
knowledge entirely. The true thing is ti@anale (1983)has excluded the

termperformancedrom his model oEommunicative competence

Shohamy (1988) insists on the need for investigatad the
interaction of the components @dmmunicative competencghe says:

In order to describe the communicative oral traite needs to identify its
main components and their internal relationship. rédview of the
literature, however, makes clear that the availabl@municative models
mostly list their components without examining their relatidps
[Emphasis in original.] (p. 167)

Bachman (1988)proposes a model of Communicative Language
Ability (CLA). He covers three basic aredsiowledge of languagdere
termedlanguagecompetencesome cognitive aspects ability for use
here termedstrategic competenceand a discussion of modalities of

performance, rather titlgosychophysiological mechanisnfsgure (3)

COMMUNICATIVE LANGUAGE ABILITY

LANGUAGE MPETENCE STRATEGIC COMPETENCECHOPHYSIOLOGICAL

MECHANISMS

ORGANIZATIONAL PRAGMATIC
COMPETENCE COMPETENCE

GRAMMATICAL TEXTUAL ILLOCUTIONARY SOCIOLINGUISTIC
COMPETENCE COMPETENCE COMPETENCE COMPETENCE

Figure (3): A framework for describing communicatianguage ability (Bachman, 1988)

38



Chapter II Review dfiterature and Related Studies

Bachman (1988)discusses a tree-structure for CLA components,
dividing language competenceinto organizational competenceand
pragmatic competenceThe former includes knowledge involved in
creating or recognizing grammatically correct @wteres and
comprehending their propositional contegtajmmatical competengeand
in organizing them to form textsektual competengeThe latter includes
knowledge of the pragmatic conventions for perfoigrielicitous language
functions (llocutionary competengeand knowledge of sociolinguistic

rules of appropriatenessdciolinguistic competenge

More radical is the change thBachman (1990)proposes for the
role of strategic competencdt is no longer seen as compensatory, only
coming into play when other competencies are laglimstead, it is central
to all communication. It achieves this by dischaggia mediating role
between th&nowledge structuresanguage competeneehave just been

briefly examined — andontext of situationFigure (4).

Knowledge structures Language competence
(Knowledge of the worlc (Knowledge of language)

Strategic
competence

Psychophysiological
mechanisn

A

Context
of
situatior

Figure (4): The central place tfie strategic competenee communicative language
use (Bachman, 1990, as extracted by McNamara, 1996)
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More recentlyBachman and Palmer (1996have made significant
revisions of their framework, to include for thesti time an explicit
modelling of the role of affective or volitionaldeors in language use; that,
the role of non-cognitivefactors underlying performance is explicitly
addressed.Strategic competencearries out its role by determining
communicative goals, assessing communicative reseur planning

communication, and then executing the plan.

In terms ofknowledge of languagé¢he changes are mainly nominal.
Within the category ofpragmatic knowledgethe earlierillocutionary
competencéas been rebellednctional knowledgdn addition, there has
been some rebelling, so that, for example, the dokmowledge structures
iIs now topical knowledge The overall model has been given a new
component, calledaffective schematgsometimes affect). The affective
schemata, in combination with the characteristitshe particular task,
determine, to a large extent, the language uséfestave response to the
task, and can both facilitate and limit the flektigiwith which he responds

in a given context.

Thus, so far, the researcher tried to go throughntiodels of oral
performance theories for better determining thé meaformance skills and

their relationships and interaction in actual uSkoguage.

Performance AssessmdrApproach

When people hear the wombksessmentmany envision students taking
paper-and-pencil tests to determine how much tlaee learned. However,
testing is only one of many other assessment giestsuch as observation,
oral questioning, projects and portfolios. Effaidsreform and restructure

schools have focused attention on the roleas$essmentin school
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improvement. (Dietel et al, 1991; Airasian, 2000gnnenbaum (1996)

confirms this saying thatssessment

. employs strategies that ask students to show wiet can do. In
contrast to traditional testing, students are eatald on what they integrate
and produce rather than on what they are ablecallrer reproduce. The
main goal of assessment is to gather evidence dimwt students are
approaching, processing and completing real lifgkdain a particular
domain.

The movement away from traditional multiple-choitests to
performance assessmeiias included a wide variety of strategies such as
open-ended questions, exhibits, demonstrationgutxa® of experiments,
computer simulations, writing in many disciplineglgortfolios of student
work over time. These terms and assessment steathgve led to the quest
for more meaningful assessments: performance amseasswhich capture

the significant outcomes we want students to aeh{Bvetel et al, 1991).

A number of writers attempted to define thgerformance
assessmenfAmong them, for example, Bennett and Hawkins 8)9@fer
to it with “ the process of evaluating a studerskslis by asking him to
perform tasks that require those skills.” McNam@/@96) quotes a general
definition from Filzpatrick and Marrison (1971, B& saying that
performance assessmasat‘one in which some criterion (real) situatian i
simulated to a much a degree than is presentedéyisual paper-and-

pencil test” (p.11).

It is useful, now, to present a complementing pasome attempts
of designing an oral test. These tests exempliéyitfiportant landmarks in

theoral performance assessment

41



Review of Literature and Related Studies Chapter I

Oral Tests

The first oral tests were administered in the laggulab; that is, a small
booth equipped with a tape recorder into whichsataker was expected to
speak. However, with the emergence of the commtin&eara in the
1970s, it was claimed that the type of oral languaigpduced was artificial,
because test takers talked to machines, not ta bilm@an beings. From
that time assessing this ability has long been Ipmatic because of the
complexity both of the skills involved and the aaxttin which these skills
are to be elicited and assessed (Seward, 1973;ntzach1988; Nazir,
1991).

Seward (1973)conducted a study on the students of the English
Language Institute of the American University inirGato determine
whether the results of objective paper-and-peesilst of general language
proficiency could serve as measurements of studemesking proficiency
in EFL. He contended that most tests of speakinfgency suffer from

several limitations as follows:

1-The tests tend to be quite subjective: Theyrmpmressions of the tester.
2-Most tests are either time-consuming to adminigtetime-consuming

to score.

3-There is no universally accepted criterion of iM@nstitutes speaking
proficiency.

4-Against whom do we judge or measure the studendciency —native

speakers of the language or the student’s peetiseirforeign language

class?

He concluded that scores from objective paper-attip test batteries

indirectly provide much more effective and stableasurements of
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student’s speaking proficiency than teacher evalnah the case of the
oral interview. Such tests have the advantage ahgbeobjective

measurements, easy to administer and efficientdoes

However, Nazir (1991) criticizes this view. He believes that
communicative teaching asks for communicative ngstHe claims that the
most frequent advocated approach to testing orainmanication is to
require the test takers to use and perform in #meguage in actual
communicative situations. The most famous teshis tespect ishe Oral

Proficiency Interview (OPI).

The OPI — introduced to secondary schools and collegg$986)
jointly by the Educational Testing Service (ET®g American Council on
the Teaching of Foreign Languages (ACTFL) and teeefal Interagency
Language Roundtable (FILR) — is derived from a t@sheered by the
Foreign Service Institute (FSI) and used for mamarg by various
American government Agencies (Valdman, 1988; Stalasf 1992).
Individuals have been rated according the ACTFLfipiency guidelines
which are rating scales of four levels of oral laage proficiencynovice
intermediateadvancecandsuperior.

The OPI is a structured conversation between a speciediyed
interviewer and an interviewee. The conversatiamciv may last from 10
to 25 minutes, progresses through four stagesedinis with awarm-Up
which is designed to put the interviewee at easeing phase two, the
LevelCheck the interviewer guides the conversation througtumber of
topics. During phase three, tReobes the interviewer raises the level of
the conversation. In phase four: M&nd-Down the interviewer alternates
several times between thevel checks and probéStandsfield, 1992).
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On the face of it, th®PI closely approximates authentic oral verbal
interaction because there is a listener and bedagss is on the message
(Valdman, 1988; Lantolf and Frawley, 1988). Paradaik/, the OPI has
been exposed to criticism more than any other testlhas. According to
Galloway (1987, p.50), “authentic tasks are thob&kvinvite the learner
to do what would be done, in much the way, it wonéldone by native
users of the language” (as quoted by Lantolf armaviay, 1988, p.183).

However, there is little known about how speakerative or
otherwise, relate linguistic structure to languéggction. For example, in
making questions, native speakers use fewer wdrda tlo advanced
nonnative speakers. In terms of tAF testing, the advanced speakers may
be said to provide a good ratable sample becaeseatie able to say more
than the beginning speakers are. Yet, the beginsapepkers are much
closer to the native norm (i.e., more authentigntlare the advanced
speakers. So, th@PI authenticity remains a dubious matter (Lantolf and
Frawley, 1988). Also, Shohamy (1988) shows thatORé samples a range
of communicative interaction which from the broadmenunicative

competence perspective is narrow.

In response to all these defects of the unimdd@l, Simulated
Oral Proficiency Interview (SOPI) is offered. As a ‘semi-direct’ test, it
elicits speech by means of a recorded tape andnéegrtest booklet
(Stansfield and Kenyon, 1996). It consists of satt® beginning with
simple personal background questions posed onape in a simulated
initial encounter with a native speaker of the ¢dlgnguage. During a brief
pause, the examinee records a short answer to cpagstion. Part 1 is
analogous to the&varm-Upphase of th©PI. The remaining five parts are

designed to elicit language that is similar to twhich would be elicited
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during theLevel CheckandProbe phases of th©PI. In order to avoid

testing listening or reading ability, parts 2, 3ard 5 employ pictures in a
test booklet to check for the examinee’s abilityp@rform the various
functions. Like theOPI, theSOPI ends with aVind-Down This is usually

an easy question designed to put the examineesataal to facilitate the
ending of the examination in as natural a manngraasible (Stansfield,
1989).

In comparison with th©PI, the SOPI would seem to offer certain

advantages. Stansfield (1989) puts them as follows:

1-Any teacher, aide or language lab technicianachminister th&SOPI.
2-The SOPI can be simultaneously administered to a group of
examinees by a single administrator.

3-Its more extensive sample may contribute to aemeaalid
assessment.

4-By recording the test for later scoring, it isiea to ensure that

the most reliable raters will rate examinees.

So, oral tests proceeded from indirect to direststand finally semi-
direct tests. Below are some guidelines that vélphn designing the oral

performance test of the present study; see ChHpter

Guidelines for Designing the Oral Performance Tesbf the
Study

Testing has traditionally focused on whether sttgldmow the right
answer; how they arrived at their answers has lseesidered important
only during the test development. Performance ass&st, on the other

hand, requires students to demonstrate knowledgkils; therefore, the
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process by which they solve problems becomes irapbriit can also
measure skills (e.g., speaking) that have notticadilly been measured in
large groups of students. To illustrate, if studeare asked to tell a story in
their own words, a teacher can easily see if theetstand the story, use
the new vocabulary and structures and perform Krewledge orally.

There are even now distinctions within performaassessments, a
distinction which refers to the fact that some assents are meaningful in
an academic context whereas others have meaningadunel in the context
of the real world, hence they are callagthentic (Wangsatorntanakhun,
1999; Runder and Boston, 2001). For example, dazher asks a student
to talk about a certain character in a story, orabks the same student
about what he would do in a certain situation ifAexe this character. Both
assessments are performance-based but the onesingva real-world

problem would be considered more authentic (e |atter).

In designing a performance test, three key feathae® to be taken
into consideration: (1) students construct, rathan select, responses; (2)
assessment formats teachers follow to observe tsitdehaviour on tasks
reflecting real-world requirements; and (3) scorirgyeals patterns in
students’ learning and thinking (Fuchs, 1995). THsé two features need to

be discussed:

Tasks

A key feature of performance assessment is devedpisksthat
will enable students to use and demonstrate a braage of abilities.
Successful tasks are very context-specific; the sk®uld reflect the

communicative situations in which the students &kely to find
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themselves. They are also complex enough to engagents in real
thinking and performances, open-ended enough t@usage different
approaches, but sufficiently constrained to pemeitable scoring; they
allow for easy collection of records, and they eaamplify authentic work
in the disciplines (Bennett and Hawkins, 1993)akléor assessmetasks
can come from the text, the curriculum, currentésgliterature, reference
books, even realia such as advertising circularsd amenus
(Wangsatorntanakhun, 1999).

A taskis judged; then, on the extent to which it simegateal-life
communicative situations. On the one hand, perfaomatests are
characterized by the relationship of test taskse#bity: the relationship is
close, ‘direct’, the tasks are ‘authentic’. On titber hand, test and reality
are to be distinguished and thus the relationsbtpvéen them is a matter
of interest. That is, there are two aspects ofriietionship: (1) the degree
of reality of the simulation and (2) the relevammée¢he performance in the
simulation to performance in the non-test (reatpagtion (McNamara,
1996).

To sum up, A well-designed performance assessnasit $hould
reflect important, real-world performances thattaed to desired students’
outcomes that are relevant to the workplace andydag life. They should
connect meaningfully with specific instructional tmeds that can be
realistically managed in school settings. The ideatformance task is
inherently instructional, actively engaging studeint worthwhile learning
activities (Fuchs, 1995; Wangsatorntanakhun, 1999).
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Performance criteria

After the task is created, the performance critara developed.
Airasian (2000) defines them as, “performance catare the specific
behaviour a student should perform to properlyycaut a performance or
produce a product” (p.152). For Wangsatorntanak(l809), creating
performance criteria focuses attention on particstadent behaviours that

are measurable and observable.

In order to define performance criteria, a teaahnest first decide
whether aprocessor aproductwill be observed. Will gorocesssuch as
speaking in a real-life situation, or will@moductsuch as an uttered word
be assessed? In the former case, criteria are théedadge the student’
actual performance as it goes on, while in thefattriteria are needed to
judge the end product (Airasian, 2000). In the @mnésresearch, the
performance criteria are those, observable, ordbpaance skills to be

developed and tested.

Measuring oral performance skills

According to Mead and Rubin (1985), the task caadministered
in a one-on-one setting with the test administratad one student or in a
group or class setting. His or her performancehentask is then scored or

rated. Performance skills dictate whether to soomate them.

Checklist: A checklist is a written list of performance skill\s

performance is judged, the scorer determines whethe student’s
performance meets each specified criterion. If oesl a checkmark is
placed next to each criterion, indicating that &swbserved; if it does not,

the checkmark is omitted. That is, a checklist gitlee teacher only two
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choices when scoring each criterion, performed airperformed; yes or

no. It provides no middle ground for scoring.

Rating scale:A rating scalas based upon a set of performance skills. For
Shohamy (1988), rating scales have been found twsbtil for rating the
oral samples. The process of rating the samplelvegomatching it with
some descriptions on the scale and assigning & samordingly. One of
the most common types of rating scales is the nigalescale. In a
numerical scale(1,2,3,4), a number stands for a point on thengasicale.
Thus, forexample, 4 corresponds to the studeatisaysperforming the
behaviour; 3 to the studentsually performing the behaviour, and so on.
(Airasian, 2000).

RELATED STUDIES

Now, the dramatic activities and the oral perforomnskills are
determined; Figure (5):

Reader' s theater Language functions

Storytelling
Puppetry '®) Pronunciation
0 s
) Story-acting T Vocabulary
= o
= &)
; Pantomime To be used in developing § Word-formation
< Role playing 8 Grammar
3 =
7}

Choral reading

Figure (5): The dramatic activities and the orafgenance skills
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Using the dramatic activities in developing thelqguarformance skills
needs to review how related studies implementedethactivities for

achieving certain objectives.

Actually, a considerable number of foreign and Arstudies
(mentioned below) specifies reasons for all stusléot have dramatic
opportunities. Rationale includes: enjoyment ofri@ay process, active
learning, learning creative expression, learningjciion, developing self-
confidence, learning self-discipline, learning leesthip and coming in
contact with great ideas and literature. Theseissudan de divided into

two categories:

1-Studies implemented on the dramatic activities iigeneral

Usually, this kind of studies uses thieamatic activitiesas an overall
technique calling for a certain suitable activityaatime (i.e., some times
using, for example, puppetry, others using pantanand so on). There

will be a link between them and the present stéayong these studies:

Ingersoll and Kase (1970was designed to answer the question as
to whether the use of dramatic activities enhaneaching and whether the
child needed to be trained to benefit from sucheeéhnique. For this
purpose, some British children in eight classeshef5th and 6th grades
were chosen as the subjects of the study. The simaigdicated that
dramatic activities have an effect both on learnamgl retention, but the
relationship varied depending on the sex and tgirof the child. The
findings also disclosed that the higher the grdbe,less important the
technique. The sex difference was another salgof; the data were such

that using the dramatic activities to teach cogaitmaterial actually
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worked against the boys’ retention of material. girks, on the other hand,
appeared to benefit from the technique, both innfi@l learning, and the

retention of the material learned.

Ridel (1975) attempted to document verbal and nonverbal
communication skill development, creative thinkiagd attitudes toward
the dramatic activities course. Dramatic activitiesre integrated into the
general arts programme, taught by a teachexperienced in their use.
Analysis included surveys, writing samples, andrdioce Tests of Creative
Thinking (verbal form). The author concluded thegtrdatic activities could
develop imagination and communication skills evehew taught by

inexperienced teacher.

Carol (1987) tried to know the extent to which dramatic actest
could benefit elementary American students in stgl¥nglish as a first
language. The experimental group was taught usiegitamatic activities
while the control group was taught in the tradidbnvay. The results
indicated that the dramatic activities had a pesigffect on the students’

performance in reading achievement and oral antlemrcomposition.

Domke (1991)prompted the development and implementation of
two courses aimed at enriching the EFL programmenratelementary
school in Czecho-Slovakia. These two programmesh lgoncentrated
heavily on introducing the 54 participating studgmtged 10-12 to ways of

learning English other than the traditional graminanslation methods.

To minimize the influence of students’ native cututhe courses
took place in a chalet in the mountains. The chabet the ‘New World’, in
which each of the bedrooms, occupied by 2-3 stedesis considered a
separate country. Each country was chosen by théests. Students
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designed passports for themselves, imagination psarmand signs to
welcome visitors. They were then divided into feesching groups (10-14
students each) based on their level of English. ifgurevening
programmes, each of the four groups was respongdoieparticular
activities, including reporting on their countriesxchanging pen friend
letters with another group, presenting fashion shaeaching songs that
they had learned, and organizing and running bathnser and winter
Olympic games.These courses proved to be very enjoyable for eours
participants, and provided them with a new and texgiway to further

develop their English skills.

The present study will benefit from the above stids follows:

* There will be training in the use of dramatic aittds during the
last week of September.

» The textbook exercises can be milked for their d@npotential
by adding gestures, expressions and intonatiohaalalogues, or
they can be replaced by more realistic situations.

» The age of the students will be appropriate (neitthét nor young).

» Dramatic activities can be used productively in academic
environment that is hostile to innovation. In order learn an
utterance, the student must be able to project tmaigination into
a situation that calls for such an utterance.

* In using dramatic activities, there is an emphasis both
memorization and improvisation depending on thecfioms of the
two hemispheres of the brain.

* The division of the class into a number of grougsponsible for
particular activities. These groups will consistsoime students of

different levels in English.
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 The use of some props and materials can enliverathigities
simulating them to real-life situations.
* The use of the content of textbook as a springbfmardimulations

of other related real-life situations.

2-Studies implemented on certain types of the drantia
activities

These studies concentrated on certain types allinie2 There will be a
link between them and the present study, among thieslies:

In Nova Southeastern University, USAall (1994) executed an Ed.
D. practicum with the primary purpose of enhanahgmentary students’
ability to address conflicts in a positive, prosbenanner. The location of
the practicum was an urban school. A literacy paogne (consisting of
storytelling, role playing, puppetry, flannel boaatganized games, and
physical movement) and a citizenship programme ignog opportunities
for students to be distinguished for exhibiting rappiate social behaviour

were implemented during a 12-week period.

Results indicated that (1) inappropriate acts ofiflccd dropped
considerably during the last 4 weeks of the praatic(2) students’ ability
to determine the appropriate course of action m é¢lkent of a conflict
increased significantly; and (3) students receifdgeth programmes with
much enthusiasm. It can be concluded that the fisstooytelling, role
playing and puppetry among other activities canettgy students as social

human beings.
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Abd-Rab EI-Naby (1997)investigated the effectiveness of story-
acting on enhancing some Egyptian second year giggents’ listening
and writing skills and achievement in Arabic. Tlsisidy undertook the
experimental design in terms of using an experialegroup and a control
group. It administered pre-and post-tests of aagment in writing and
listening. The programme showed the students gpsstThen, the teacher
asked six groups- each consists of 3-4 studert$o choose one to read its
story, understand, and prepare the props thatddeyring to school. They
made the area in front of the blackboard the stagée dramatic acting.
The story-acting timevas two periods a week for each strip except fer th
final week, there were two strips. Results showsat the experimental
group achieved higher scores than the control group

The goal ofAnwar (1997) was to determine the effect of using role-
play activities in a phonetics and English cours wecond year English
majors, Al-Baha Faculty of Education for Girls, S8awrabia on their
conversational competence and course achieveméet.siudy used the
experimental design. Sixty students were randoregigned to either the
control group or the experimental group. Studerftshe experimental
group were taught thepoken English and phonetics course using role-play
activities while the control group was taught ie thaditional way.

Tools of study included a written achievement spokaglish and
phonetics test, an oral achievement spoken Enghshphonetics test. The
Michigan Test of English Language Proficiency, amdoral achievement
conversational test and a role-play observatioetsfidée experiment lasted
the first term of the academic year 1996-1997. fidsm=archer taught the
spoken English and phonetics course. The resuitsaled significant
differences in written achievement and oral achestet in phonetics and

oral conversational competence.
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De Porto (1997)reported his experience in TEFL in Uruguay. His
question was: How EFL teachers who work with teenstgdents, who do
not need to communicate in the foreign languagdijvate them to speak
in English? He has found that was simply by ‘plgyand having fun’ in
the classroom situations. This was through devetpgpeaking skills by

creating simulations for the EFL courses.

In his classes, each simulation started by desgyithe setting and
the characters. That is, each student was assigndthracter, either at
random or by having the student choose the one @#ferred. All the
characters were organized into families, work-matgswere assigned
special roles in the simulation. In ‘A Trip to Eagd,” some were the
members of the crew and the rest were passenggasined into families.
To help the students keep a record of their charscitt was useful to have
them fill in forms to define each role clearly: gersonality, family links,
job, history and projects. Also, it was importamtécord on a video all the
production so as to analyze individual and groumgpess and understand

how the activity transpired.

Sierra (1997)conducted a programme in theatrical expressicseda
on dramatic play, on urban children from ages 84an a Colombian city.
The programme used improvisations or play episodested by the
children without a script. One of the purposes t@asxplore a pedagogical
alternative to the authoritarian relationship betwehe teacher and his
students. The emphasis was on process rather #slts and growth
rather than entertainment. Dramatic play experienggh older children

were shown to provide an appropriate alternatigseni@g approach.
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Biagler (1998) examined two different methods to increase story
comprehension. These methods were implemented twmgindergarten
classes from the Secaucus New Jersey Public S&hswict during a 4-
week instructional period. The students from oressioom listened to
stories proceeded by story-acting. Retelling tegh@s used were role
playing, puppet theater, flannel board and pantamifthe other sample
had the same stories orally read to them, howélrese were followed by
teacher instruction and an art activity relatethestory.Both groups were
then given reduced photocopies of the main parteettory and asked to
put these sequencing scripts in correct order hyingl them onto
construction paper. Results indicated that thoseestts who used the
dramatic activities had greater comprehension arate nemotionally

involved.

Siddall (1999)focused on a group of five students who choseséo u
story-acting as one way to create their interpi@tatof a book: ‘The Slave
Dancer’. The study, which explored possibilitieshafw these fifth-grade
students, the classroom teacher, and the reseamherconstruct meaning
for the novel, combined two research paradigmsolacind interpretive
researchDuring their reading, journaling and discussiortled book, the
students created two drama projects for ‘The SlBamcer’. Detailed
transcripts of their interaction in the story-agtishowed that the students
had comprehended the novel and shared that undeirsgawith their

classmates.

These previous studies have inspired the presenty sh the following
way:

 The distributions of the characters at the begignof the

activities by having the student choose the charact
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» Every student has a guide showing the steps ofeimghting the
dramatic activities.

» Dividing the class into cooperative groups.

» Using dramatic activities as a way of creating riptetations of a
story; in the sense that students are allowed pramise scripts
and create whatever materials they see approfoiagestory.

« Dramatic activities provide a vehicle for studetatsise language,
both verbal and nonverbal, in an educational cdntex

» The emphasis on process rather than result

« Sharing with the audience

The present study attempts using the dramaticiaeiwnot only as a
teaching/learning technique generally (the firsegary used a certain type
at a time) or certain types in particular (the setcategory used an activity
or more all the time), but using all the activitekthe time. Also, there are
studies which tried to develop the oral expresswnthe verbal or
nonverbal communication skills in general, but gresent study tried to

develop certain skills.

In conclusion, using dramatics in the classroommage than letting
students act out stories. It includes helping trdewelop certain skills.
Although students will encounter dramatic skillspiaying out stories and
ideas, they will make the most growth when theyehapportunity to focus
on oral performance skills. Improvement comes wite awareness and

practice of these skills.
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CHAPTER I

M ETHODOLOGY OF THE STUDY

This chapter discusses the methodology of the relsek includes subjects
of the study, design of the study, instrumentgjrsgiof the experimental
study and administration of the dramatic activitieBhe statistical

treatments used are:

* mean scores
» standard deviation

» t-test for independent samples

» analysis of covariance (ANCOVA)

SUBJECTS OF THE STUDY

The subjects of this study were second year pragests from
Sammanoud Prep School for Girls. The second yedests of this school
were divided into six classes alphabetically. Tasearcher taught three
classes of them. Two classes (2/3 and 2/4) of there randomly assigned

to be the subjects of the study.

DESIGN OF THE STUDY

The study adopted the experimental design, in tevfnssing one
experimental group and one control group. Two eag/3 and 2/4) were
randomly assigned to either the experimental ordbwtrol group. The
experimental class (2/3) included forty studentsd atontrol class
(2/4) included thirty-eight students. The experitaégroup was taught the

first term stories of Hello! 4 using the dramatictigties. On the other
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hand, the control group (class 2/4) studied theysiaits as recommended
by the Ministry of Education. The two groups weretpsted and posttested

on their performance skills.

INSTRUMENTS
The following instruments were used in this study:

1.A questionnaire prepared by researcher and addréssspecialists
to determine which dramatic activities are mostrappate for
teaching each of the five stories of the first teafrHello! 4, see
Appendix (1)

2.A Teacher's Guide modified by the researcher foaptithg the
procedures of teaching the five story units of tinst term, see
Appendix (2)

3.A Student’s Guide prepared by the researcher fawsiy the
students how the dramatic activities should be emgnted, see
Appendix (3)

4.A test of the oral performance skills of secondrye@p students
designed by the researcher will be used as a pré-past-test;
Appendix (4)

1-The Dramatic Activities Questionnaire
Aims

Based upon related literature and the content ofoHd, the
researcher prepared a questionnaire, Appendix Thjs questionnaire
suggested seven dramatic activities and asked ais¢xito specify a

number of the most appropriate activities for téagleach one of the five
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stories of the first term of Hello! 4. This shoulsk in terms of
appropriateness forthe period time the students’ levelsand the

characteristics of each story.
Validity

A jury of college staff members examined the questaire and

approved its face validity to the set aim.
Description
The questionnairencluded a description of the seven, suggested
dramatic activities and a table of three columns:
1-The name of the story with the number of the und Esson.
2-The suggested dramatic activities.
3- Blank space for adding any other activities.

Specialists were asked to read the descriptioraoh activity, put a tick
next to the activity they agreed upon, then ademo#ativities, if possible.

Administration

The gquestionnaire was administered at the endeohtademic year
2000/2001 to eighteen teachers of English langupgep stage, see
Appendix (7). After administratingthe questionnaire, the researcher
analyzed the teachers’ responses and considerezlgjiestions made by
more than nine teachers (50% of the subjects). dppate dramatic

activities for the stories were included in thedgteanme.
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THE DRAMATIC ACTIVITIES PROGRAMME

Based upon reviewing related literature, the ailh3J®©FL in the
prep stage in Egypt, and the questionnaire, themBtia Activities
Programme was constructed. Hence, it aimed at dewve) second year

prep students’ oral performance skills.

The Content

The study used the content of the textbook assidryethe Ministry of
Education without any change. It used the units43,7, 12 and 13
including the stories of the first term. It is obus that two of these units

are successive, then one in the middle and fitadbyare successive.

The subjects of the study were taught using thendtia activities.
The textbook exercises were milked for their dracnaotential by adding
gestures, expressions and intonation to the diasgu they were replaced
by more realistic situations. This guaranteed tlomtiouity of the
Programme throughout the whole term with the chasfceome training
through the units in between. The last lesson efifth unit is dedicated to
the writing skill, so the Programme was twenty-f@a@riods. Each lesson
included practising some oral performance skillsngissome dramatic

activities.

Also, each lesson followed the four steps of Kolbésrning Cycle,
Figure (1), (p 24), trying to answer the followiggestions:

1.Why (should | learn this)? Teacher introduces the objectives of
each lesson.
2.What? :Teacher gives the new vocabulary and structures.

3.How does it work? Students prepare themselves for the activity.
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4.1f | do this, what happens? Students perform the activities before
their peers, having the chance of evaluating thexasethrough
discussing the strength and weakness in masteiieg oral

performance skills.

2-Teacher’s Guide

This guide, Appendix (2), aimed at introducing tleamatic
activities: its use, and implementation in the staem. This guide adapted
the procedure of teaching the five units of thetfterm, which include
stories. This guide also added some dramatic #esviand their
implementation to some exercises to guarantee tminuity of the

dramatic activities throughout the term.

3-Student’s Guide

This guide, Appendix (3), aimed at the following:

1

acquainting students with the aims of the Programme

2- enabling students to have a concept of the impléatien of each

activity;
3- raising the students’ awareness of the steps ¢f lesson;
4- giving students more responsibility for their oveaining; and

5- emphasizing students’ strengths (what they knowifierathan

weaknesses ( what they do not know).
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4-The Oral Performance Test

Analyzing the content of Hello! 4 and the learniagjectives of
teaching in relation to the components of the mamfeBachman and
Palmer (1996) Figure (6) the oral performance skills are coadinn the

following:

Communicative Competence

performance

affective schemata +
strategic competencs

Language knowledge + topical
knowledge

Figure (6): A theoretical framework of the praat study as viewed by the researcher

Grammatical knowledgewhich means in the present study, the degree to
which a student has mastered the linguistic codriging pronunciation
(vowel sounds-intonation), vocabulary(content words- function words,

grammarandword-formation and

Functional knowledge which means in the present study, the ability of
student to select appropridenguage functionssuch as giving an advice
or refusing an invitation to appropriately addréss task set forth in the

situation, see Table (2).
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Objectives of the test
The test seeks to elicit a representative perfoomasample of an

examinee’s speech in a short time. Depending oeTah, the test has five
main cores of skills. Each core assesses a numBeills as follows:

1-The student is able tgoronouncesounds:
pronunciation of words (vowel sounds)
intonation

2-The student is able taise vocabularytems:
the most frequent content words (120 words)
function words (prepositions: in, on, to, at, alydy)

3-The student is able tdorm words

past tense and past participle of regular verbs
past tense and past participle of irregular verbs
nouns from verbs

plural nouns

4-The student is able taisesomestructuresand tenses

the Present Tenses: Simple, Continuous, Perfect

the Past Tenses: Past, Continuous

can ,can’t, could, couldn’t

@ If | were...... cd...... . If I had...... cd..

expressing obligation : must , will have to, have had to
talking about future plans using The Present Cootis Tense

5-The student is able tselectamonglanguage functions
giving advice
expressing obligation
inviting
deducing
Each core includes a target process or behaviostudents are taught and

expected to master. These processes@mprehenduse vocabulary and
structures), apply (recognize and form some spelling patterns) and

synthesizéintegrate and express orally).

Table of specifications
For the purpose of determining the type and nunabegjuestions to be

included in the test, a table of specificationdyl€43), was developed.
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Having the average of each period is forty-five ubés and the programme
was twenty-four periods, the researcher measured atttual time of
teaching the oral performance skills for both tkpezimental and control
groups. The total time was 703 minutes. Then, ¢éisearcher measured the

amount of emphasis for each one through:

m
— X 100
703
1 X100

Where:

m = time spent in actual instruction

Since each core of skills involves a certain kidnental process,
the first two of these processesmprehen@ndapplyare best assessed by
supply questions These require the student smpply an answet(a
product). The last process calling &ymthesizinghe skills andexpressing
oneself orally are assessed by planning some lahtssks The markfor
each skill represents the weight of emphasis inadhstruction. That is,
(1%) of emphasis is represented by (1) mark. Thesma that the total

mark on the test is 100.

In table (3), for example, the intersectionwdrd-formation(skill
dimension) andapplication (process dimension) represented by 100% of
time spent in mastering the skill, mean that tls¢ teeasured this skill only
with the student’s ability to apply some rules adrad-formation in some
supply questions, and so on regarding the otherep&iges represented in

the other intersections of process dimensions kificdgmensions.
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Description of the oral performance test

The test attempted to measure the students’ omdbrpgance skills in
pronunciation grammar vocabulary word-formation and language
functions It was presented to examinees &iéest bookleanda master
tape It could be administered individually by anyonsing two tape
recorders. During testing, the examinee listeneth&questions from a
master tape while following in a test booklet. T&aras a pause after each
item for the examinee to record his or her perforceaon a separate
response tapeThe researcher later evaluated each examinesf®mee
tape. The test could be used in any language late$ting a large number

of students at the same time.

Part 1: includes some supply-type items in five questidiee researcher
added a matching question, this kind of questideist here to determine
how students can use each tense. In this questizhents are asked to put
five sentences (representing the tenses taughtfieéncorrect time order
matching the five pictures (showing the steps 6$laing process). In this
part, each question measures one of the oral peafoze skills:
pronunciation (vowel sounds grammar (structures and tensgs

vocabulary(content word@indfunction word$ andword-formation

Part 2: includes three different performance-based taghesenting three
types of interaction discourse, which are:

» Arole play task
» A description task
» A picture-based conversational task

This part attempts to measure the oral performakdes: pronunciation
(intonation), vocabulary, grammarandlanguage functiongn meaningful

contexts (tasks).
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Measuring the oral performance skills

After developing the two parts of the test, it wascessary for the
researcher to set a list of explicit criteria fassassing the students’
performance, interpreting the purpose of each qfattte test and focusing
attention on particular student behaviours that areasurable and
observable. For developing these criteria, the areber followed the

following steps:

Step 1: Dividing the overall performance into its componegoerts:
physical vocal and verbal The specified skills fall within theerbal

component.

Step 2:Deciding on what the testee would produce in battt P and Part
2. The testee would produce some definite itemanswering Part 1, so a
list of separate oral performance skilisghecklist,was required, since the
scorer had only two choices: performed or not peréa; yes or no. In this
checklist, Appendix (5),the scorer put either the total mark for the item
performed or zero: there was no middle ground éoriag. In Part 2, the
testee would respond verbally to some open-endgks,taso his or her
answer can vary from the expected answers. Hareating scale
Appendix (6), was needed. The researcher asedmerical rating scale
ranging from O to 4. In this scal@, number stands for a certamark
regarding the total weight of each skill in theethitasks. For example, 4 on

the scale is represented either by 1, 2 or 3 marks.

Step 3:The validity of the assessment is likely to be ioyad when the
setting is similar to all students. So, performansi®ould be gathered under
structured, formal circumstances, so that evergestticould have a fair

and an equal chance to exhibit his or her achiemendesetting in which
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oral performance to be elicited, was preestablish&at setting included
some structured variables such as the place whertest was carried out,
the recorded tape, the duration of the test andetter, all these variables

were the same for all the students.

Step 4:The researcher adopted the delayed scoring typee she intended
to measure the verbal aspect of the oral performamich can be recorded

for scoring at a later time using a tape recorder.

Step 5: Scores and ratings were translated into marks atidig the

students’ oral performance.
Test validity

The first format of the test; Appendix (4), wasidated by jurors;
Appendix (7). After receiving the juror's commentapdifications were

made as follows:
Part 1

1.The first question owowel soundshas changed froraupplying
threewords having the same vowel sounddopplying the vowel
soundin eachgroup of words. This change was made according to
a suggestion that the first form of the questiory rdapend on
memory and some students can pronounce the voweldsbut
cannot remember other words.

2.The question orstructures was commented on that it measured
vocabulary and not only forming structures, siroe student who
has the vocabulary item (verb) will respond and sh&lent, who
hasn’t, will not. So, this form of the question wasgpplied with
some verbs between brackets and the student slsaplaly the
correct form of the verb.
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3.In the question ortenses the sentencee is fishwas put as a
distractor. However, it was unanimously agreed thahust be
omitted.

4.Some jurors suggested that the questiorartent words should
have pictures, since this form of question appeaedneed
comprehension of the sentence on the part of tieest. But the
researcher didn't agree on that change becausecdbaitive
process involved in this question is comprehenaimhany student
who responds to this question must comprehend exmrgbulary
item and knows how to use it in a sentence.

5.t was noted that the question aword-formation, measured
tenses. So it was reconsidered and changed withirireg] the
students to supply a certain change on the wortdgsle®m brackets.
The items were lowered to eight items and not fer ancluding
the word-formation of nouns and plurals accordmg¢heir weight.

6.The questions in this part were reordered accordimgthe
components needed in a sentence as follows:

* pronunciation

= vocabulary

= word-formation
= grammar

Part 2
1-It was commented that threle play question is a dialogue not
role play. So the researcher changed it with samggesstions of
situations on the part of the student to imaging @@spond to
them.
2- The question opicture description passed with no comments.
3-In the question otonversation there was a suggestion to change

guestionDid you go to him beforet® Have you ever been to him?
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However, the researcher didn't prefer the suggesiadstion
because of its unfamiliarity to the students.

4- The researcher reordered the questions of Partd&aing to the
guestions having pictures since they attract moreariswer
them. So they followed the order:

* A description task
* A picture-based conversational task
* A role play task

So the test has achieved its face validity and aggkin its final form, see
Appendix (4).

Test reliability

A pilot testing of the test was performed on 30osecyear prep
students from Sammanoud Prep School for Girls, kaBGeiah
Governorate at the end of the academic year 2000/20 identify the
following:

1. Making sure that the test items were clear to thdests.
2. Discovering any unexpected problems.
3. Measuring the reliability of the test.

Results of the pilot testing showed that:

1.The items were clear to the students.
2.Because it was difficult to readminister the testige another rater,
reliability of test was measured usingrarater reliability. Since
the nature of the two parts is different, the falisy was measured
as follows:
Part 1: was scored using a checklist, so there is somedinthjectivity in
its scoring. Its reliability was measured using takability coefficient of

Richardson (1 ,) using the equation:
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fo - N 1- m(N—Ln)
N-1 N X

Where: N = the number of items in Part 1

m = the mean score of the studentBiggart
X = the standard deviation

The following was obtained:

f, . 52 L. _13.48(5:-13.49
51 52

= 0.8023.
Part 2: The reliability of Part 2, which was scored usingang scale, was
estimated using theoefficient of Cronbach Alpha for internal consrstg
The reliability was 0.86.
From these results, it is obvious that the testighly reliable. This thing
gives a lot of confidence in its consistency. $was applicable in its final

form.

SETTING OF THE EXPERIMENTAL TREATMENT

The experiment was conducted on the second yeprguelents of
Sammanoud Prep School for Girls during the firsintef the academic
year 2001/2002. As the academic year began dh Q€ptember, the
subjects were pretested during the first week. Ugihout the last week of
September, the researcher introduced the drametiMties in free time.
Teaching the first unit including a story beganQaotober; see Table (4).

The control group was taught the stories usingeékemmended procedure
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of the Ministry of Education. These procedures barsummarized in the

following steps:

1.A quick silent reading by the students to answenespre-questions

2.Rereading by the students to answer some postigoest

3.A loud reading by the teacher or listening to atapthe story

4.Story-acting (only in some stories without showiigw to

implement the activity)

Table (4): A schedule of the Dramatic Activitie§ramme

Month The The Story The Dramatic Activities
Syllabus Unit
(underlined §| Experimental Group || Control Group
S(elggrtw:r Units: 1.2 Presentation of the programme arlli None
T ways of implementing the activitie
weeks)
Unit 3 Storytelling, story-acting, puppetr\
Seif and hisfl] pantomime, role-playing and chor story-acting
neighbour reading
Units: Unit 4
October 3456 The lost [| Storytelling, role playing, pantominfg
1519, ) . None
island of and choral reading
Atlantis
Units: 5.6 Dramatic assignments and show None
Unit 7 Storytelling,Story-acting, puppetry
Units: Down on role playing, pantomime and readej|s story-acting
November J| 6 (con) the farm theater
7,8,9 its: . .
Units: 6 Dramatic assignments and show| None
(con), 8,9
Units: 10,11 Dramatic assignments and show None
December 18?3512 Unit 12
Y Danger in Storytelling, role playing, choral storv-actin
the deep: reading and reader’s theater y 9
Part 1
Unit 13
January Unit: 13+ Danger in Storytelling, role playing, choral storv-actin
(first weeR J| Revision the deep: reading and reader’s theater y 9
Part 2
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THE EXPERIMENT

1.A random assignment of two classes of second yegp 0 an
experimental group and a control group

2.Administration of the pre-test to both classedatlieginning of the
academic year 2001/2002 to identify the studemteéll of the oral
performance skills before the experiment.

3.Administration of the Dramatic Activities Programnte the
experimental group. The treatment was held at Sarmooth School
for Girls, El-Gharbeiah Governorate. The Dramatictities
Programme represented the independent variable.r@$earcher
taught the control group using the recommendedgoia@ by the
Ministry of Education.

4.Administration of the post-test to both classethatend of the first
term of the academic year 2001/2002 to identifystuisents’ level
of the oral performance skills after the experimsraver.

5.Scoring and rating the students’ performance on tés for
measuring the effectiveness of the dramatic aw®/ion the second

year prep students’ oral performance skills.
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CHAPTER IV

RESULTS AND DISCUSSION

This chapter aims at presenting the results ofréisearch in light of the
research questions and hypotheses and then disgubksse results in light

of the theoretical background and related studies.

RESULTS OF PRE-TESTING

The first administration of the pre-test was coneédrwith answering the
second questionWhat is the students’ actual level in the oral
performance skills? So,during the first week of September, the academic
year 2001/2002, the researcher administered thke pandormance test
before the experiment as a pre-test. The test vehsingstered for

determining the following:
a)The students’ pre-level in the oral performancéski

b)The equivalence between the experimental grouptl@dontrol
group

Results of the administration of the pre-test aotuided in Table (5)
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Table (5): Means, standard deviations and t-vabi¢sined by the experimental group
and the control group on the pre-test

Experimental group Control group
N=40 N=38 Degree off T.vaiues
Freedom
Standard Standard
deviations deviations

Skills

1-Pronunciation:

-Vowel sounds

-Intonation

2-Vocabulary:

-Content words

-Function words

3-Word-Formation

4-Grammar

5-Language Functions

Total

DISCUSSION

Referring to Table (5), the following can be conidd:

a)Using t-test for independent samples, the t-value® insignificant

in each of the oral performance skills and in the performance in

general.

b)Using t-test for independent samples, the t-value® insignificant

in the subskillsvowel soundscontent wordsindfunction words

c)Using t-test for independent samples, the t-val8el89) was

significant in the subskillintonation at the level (0.001) favoring
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the control group. So, for this subskill only, tiesearcher used the
statistical treatment: analysis of covariance (ANG) considering
the post-test as the dependent variable and thdegtreas the
covariant.

Depending on pre-testing, the following has bederd@ned:

* The students’ pre-level in the oral performanceg@meral and in
each of the oral performance skills

* The equivalence between the two groups in themeebrmance in
general

» The equivalence between the two groups in eachhef dral
performance skills

 The equivalence between the two groups in eachhef dral

performance sub-skills except fiotonation

RESULTS OF POST-TESTING

Administration of the post-test aimed at answerihg fourth
guestion:What is the effect of using the dramatic activitieson the
students’ oral performance skills in general and oneach of the oral
performance skills? So, During the first week of January, the oral
performance test was administered to the experahegoup and the
control group as a post-test. Table (6) shows arsbf data obtained from

this administration using t-test for independemskes.
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Table (6): Means, standard deviations and t-vatixtgined by the experimental
group and the control group on the post-test

No. of Mean Standard || Degree of
Group . L T-value
subjects scores | deviations)| freedom

Experimental 40 47.69 28.35 2051
76
Control 38 35.83 22.145

DISCUSSION

From Table (6), it is observable that the t-val2®©%1) is statistically
significant at the level of (0.05) favoring the eximental group. This
means that the experimental group has significamthjeved higher level
of the oral performance. This can be supported Iy theoretical
background and related studies (elggersoll and Kase, 1970; Ridel,
1975; Domke, 1991; Anwar, 1997 and De Porto, 199Which affirmed
that the dramatic activities can help in achievidifferent learning
objectives. Thus, the main hypothesis is accepted a@announced as
follows:

* There is a statistically significant differencevweén the mean scores of
the experimental group and those of the controlugron the oral
performance post-test at the level of (0.05) fawprthe experimental
group.

This can be related to the fact that the essenctheofDramatic
Activities Programme is language for communicatiom self-expression.
That's, the experimental group had the opportuioityse the new language

orally in simulated real-life situations. This Pramme provided students

Ostatistical significance at the level of 0.05
** statistical significance at the level of 0.01
*** statistical significance at the level of 0.001
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with an environment in which they cherished theal @erformance skills.
The activities presented students with somethingtiwdiile to say
(vocabulary, word-formation), a way of saying itqpunciation, grammar)

and a reason for saying it (language functions).

Throughout the whole programme, the researcheai toeintegrate
speaking into teaching of each of the other skiigening, reading and
writing. When the focus was on listening or readitite students were
drawn into vocabulary discussion or any other prafjoay activities of the
pre-listening or pre-reading stage. Furthermonedestt-talk was elicited
through guide-questions, comprehension questiodslagctives to retell,
describe and summarize the events or places iisteaing or reading text.
In the post-listening or post-reading stage, thx¢ weas exploited in more
interesting and challenging activities such as-pdg/s and discussions,
which centered on student-talk. Add to this, intwg exercises, some
discussions were carried out in the pre-writinggstéhrough eliciting the
main ideas of the topic. Also, interaction occurredgroup writing and
peer editing since students tried to exchange ideasmake corrections

and improvements.

It is this free practice that enabled studenthefexperimental group
to use the language outside the “artificial” comtek the classroom and
develop their oral performance skills. This devetept is due to the

following factors:
1. Planned, systematic, direct instruction,

2. Clear objectives that are apparent in teachingeasatbation,

3. Students’ preparation for talk (something to sayay to say it,

and a reason to say it),
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4. An environment that encourages appropriate talk,
5. A teacher who tries to model effective oral langeiag

6. A teacher who uses effective instructional strasguch as oral

guestioning to help students mature in their useraiflanguage,
7. Cooperation in learning,
8. Development of communication verbally and non-véyba
9. Increasing self-expression and self-correction,
10.Encouraging students’ participation and autonomganning,
11.Integrating learning with fun and play with a stoand

12.Performing game-like activities: pantomiming, stefing, story-

acting, puppetry, ... etc.

Thus, the dramatic activities eliminated the clag#s artificiality.
The class became more interesting because stupgeatssed what they
studied theoretically. So, these activities highdgveloped the oral
performance of the experimental group. The cormgroup improved too
which was natural as a result of teaching the ssgramme as suggested
by the Ministry of Education.

Using the dramatic activities was more than lettgdents act out
stories. It included helping them develop certdiiss Students made the
most growth when they had the opportunity to foonsspecific skills.
Improvement came with awareness and practice #6skiis logically to
analyze the effectiveness of the dramatic actwitre developing each of
the oral performance skillpronunciation vocabulary word-formation
grammarandlanguage functionsThis can be measured using the t-test for

independent samples. The t-test will help determihe significant
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differences between the mean score of the expetahgnoup and the

control group in each of the oral performance slolh the post-test.

Pronunciation

For determining the difference between the mearrescof the
experimental group and control group pnonunciationand its subskill
vowel sound®n the post-test of the oral performance skilig, t values
were computed as shown in Table (7).

Table (7):Means, standard deviations and t-values obtaindddogxperimental group
and the control group ipronunciationandvowel sounden the post-test

Experimental group Control group Degree

N=40 N=38 Statistical
of T-value

significant

Standard Standard || freedom
deviations deviations

Pronunciation:

=Vowel sounds

From this table, it is clear that the experimemedup has highly
developedronunciationmore than the control group. The t-value (2.71) is
statistically significant at the level of (0.01)vtaing the experimental
group. This is also true regarding the subskiN@fvelsounds The t-value
(3.047) is statistically significant at the levef (0.01) favoring the

experimental group. For the subskillinfonation ANCOVA was used:
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Table (8): ANCOVA for the pre-test intonation

Source of Sum of N
: Degree of freedom| Mean square Significance
variance squares

Between Groups 231.547 231.547

Within Groups 359.02 4.787

Total 590.567

Referring to table (8), there is a statistical gigance between the
experimental group and the control group at thelle¥ (0.01) favouring
the experimental. For determining which group Heshigher mean score,

the following has been measured:

Table (9): Descriptives for post-test (dependent)

Experimental group

Control group

Total

Table (10): Descriptives for pre-test (covariant)

Experimental group

Control group

Total

The differences between the two groups were comdpufee-test
(1.12) and post-test (2.75) — resulting that there statistical significance
between them favoring the experimental group. Th# hypothesis is
rejected and the first hypothesis can be annouaséddilows:
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* There is a statistically significant differencewseén the mean scores
of the experimental group and those of the corgroup on the oral
performance post-test pronunciationat the level of (0.01) favoring

the experimental group.
This hypothesis is subdivided into the following:

a.There is a statistically significant differencevseén the mean scores
of the experimental group and those of the corgroup on the oral
performance post-test wowel soundst the level of (0.01) favoring

the experimental group.

b.There is a statistically significant differenceweén the mean scores
of the experimental group and those of the corgroup on the oral
performance post-test intonationat the level of (0.01) favoring the

experimental group.

In dramatic activities, students had the opportesito develop and
practise desirable voice characteristics so th@yacauire greater control
on their own language. Story knowledge and languagérol helped them
relax. Relaxation is important because it conteBub voice quality. Tense
performers tend to speak in a shrill, rapid voickichh makes listeners

uncomfortable.

Also, the dramatic activities have helped the stigleof the
experimental group develop theintonation The dramatic activities
provided an atmosphere in which students felt feeexpress themselves
especially in the preparation stage where they warkiogether
cooperatively in small groups. That is, they weog ander pressure to

perform. They practised hoiwwtonation contributes to their understanding
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of others. So, through the dramatic activitiesngsianguage freely and
spontaneously has led students to develop tpeimunciation and

specificallyintonation

Vocabulary

For measuring the statistical difference betweenntiean scores of
the experimental group and the control groupvocabulary and its
subskills on the post-test of the oral performaskis, the t-values are
shown in Table (11).

Table (11): Means, standard deviations and t-vabi¢sined by the experimental group
and the control group wmocabularyand itssubskillson the post-test

Experimental group Control group
N=40 N=38 Statistical
significant

Standard Standard
deviations deviations

Vocabulary:

-Content words . N.O.t
Significant

-Function words

From this table, it is observable that the meanrescof the
experimental (14.063) is higher than that of thataw group (12.33).
However, the t-value (0.944) is not significantisl'ts also true regarding
the subskills otontent wordsaandfunction words The t-values (1.021) and
(0.085) are statistically insignificant. So, th&e@liences between the mean
scores of the experimental group and the contrlginvocabularyand
its subskills on the post-test of the oral perfanoe skills are not
statistically significant. That is, the null hypefes ofvocabularyand its

subskillsare accepted as follows:
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* There is statistically no significant differencetween the mean
scores of the experimental group and those of dmeral group on

the oral performance post-testvocabulary
This hypothesis is subdivided into the following:

a. There is statistically no significant differencetween the mean
scores of the experimental group and those of dméral group on

the oral performance post-testaontent words

b. There is statistically no significant differencetween the mean
scores of the experimental group and those of tméral group on

the oral performance post-testfunction words.

This can be referred to the fact the reality of Eié setting in Egypt
especially in the preparatory stages. In this stdgge is strong emphasis
on learning vocabulary and also its subskills byeras if learning a
language means learning its vocabulary as listsisofated words.
Consequently, the difference between the two graspsot statistically
significant. Yet, the dramatic activities enablédde tstudents of the
experimental group to use more vocabulary items thase of the control

group. This is clear from mean scores of the tvaugs.

Word-Formation

To identify the difference between the mean scoodsthe
experimental group and the control groupviord-formation the t-value is

computed as shown in Table (12).

88



Chapter IV Results and Discussion

Table (12): Means, standard deviations and t-vadésined by the experimental
group and the control group word-formationon the post-test

Group No. of || Mean Statistical
subjects || scores N~

Experimental 40 6.6 3.183
76 2.381*|| Significant
Control 38 4.95 2.93

Table (12) shows that the experimental group sggsashe control

group inword-formation This is because the t-value (2.381) favoring the
experimental group at the level of (0.05). This nethat the students who
learned using the dramatic activities have highdyadoped their skill of
word-formation. The null hypothesis is rejecteda®ows:

*There is a statistically significant difference weén the mean
scores of the experimental group and those of déhéal group on
the oral performance post-test word-formationat the level of

(0.05) favoring the experimental group.

This result can be explained in a way that the dtamactivities
provided a context for meaningful language grov#imguage is a natural
and integral part of the dramatic activities. Itbisth an extension and a
symbol of the activities. Students learned how legg items (e.g., nouns,
plurals and verbs) are constructed through conaeperience and direct
contact with language. On the other side, the ocbgroup learned word-

formation through learning by rote the conjugatdverbs, for example.
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Grammar

Determining the time spent in teachiggammarin actual instruction,
the researcher identified two subskillsgphmmarin tensesandstructures
However, in correcting the grammaticalness of thelents’ answers, the
researcher couldn’t isolate between the two sulssk®o, grammar is
considered as one skill. To determine the diffeeebetween the mean
scores of the experimental group and the contraligin grammar, the t-
value is shown in Table (13).

Table (13): Means, standard deviations and t-vadésined by the experimental
group and the control group grammaron the post-test

Statistical
significant

Experimental

Control

This Table illustrates that the difference betw#enmean scores of
the experimental group and the control group isissteally significant
because the t-value (2.033) is significant at &well of (0.05) favoring the
experimental group. So, the experimental group taseloped their
grammar skill more than the control group. The myibothesis is rejected

as follows:

*There is a statistically significant difference Wweén the mean
scores of the experimental group and those of tméral group on
the oral performance post-test gnammar at the level of (0.05)

favoring the experimental group.
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That is, in effective dramatic activities, explooat and
experimentation with language are encouraged. @istg meaning
through concrete use of language is an explicitl gdathe dramatic
activities. Grammar development focus recommendsllireg. That is,
stories that are performed: told and retold develggatina with each new
telling. Students’ participation in dramatic acti®s provides not only
novelty to stimulate the students’ curiosity, blgoaenough familiarity to
allow them to perceive the relationships of thetsece structures and to
experience success at using language correctlynagahingfully (Aiex,
1988).

In this context, students apply the essential rutesa relatively
consistent way. They learn to handle the ‘rules’ fuestion making,
command making, negotiation, and modification byualty trying out
language patterns. Language learning, in this ctsigeneither a process of
memorizing ‘rules’ nor one of strict imitation. & a creative process in
which students begin to sense the facility of agmagp words into
meaningful and grammatical sentences, and compdsasg sentences in a

discourse.

Language Functions

Trying to identify the difference between the expental group and
the control group, the t-test of significance wasedl through the

information in Table (14).
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Table (14): Means, standard deviations and t-vadésined by the experimental
group and the control group language functionsn the post-test

Group No. of J Mean Statistical
subjects || scores significant

Experimental 40 2.94 2.63
76 3.317
Control 38 1.33 1.458

Table (14) shows that the difference between thanseores of the

experimental group and the control group in skillamguage functionss

statistically significant. This is because the luea(3.317) is significant at
the level of (0.01) favoring the experimental groltigan be concluded that
the experimental group has acquired more apprepuge of language

functions. So, the null hypothesis is rejectedodisws:

*There is a statistically significant difference weén the mean
scores of the experimental group and those of dhéral group on
the oral performance post-testlamguage functionsat the level of

(0.01) favoring the experimental group.

The term language functions may be varied with tdren speech
acts, which is defined as “a set of patterned,inmed utterances that
speakers use regularly to perform a variety of fiens, such as apologies,
requests, etc.” (Murica, 1991, p.55 as quoted bywan 1997, p.366). In a
very systematic, spontaneous context, the dramatiivities expose
students to a natural acquisition of these langutagetions through
developing patterns of language interactions witheaclassroom, which is
as close as possible to that used by competenmrpefs in normal life.

The activity stimulates real-life situations; thée activity becomes reality.
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This is a logical result since students who usedditamatic activities
were given a reason and a need to talk. They Iddaoese the language for
accomplishing a certain goal (e.g., giving advicefusing invitation,
deducing... etc.) in a given situation. All this wdsough actual use of
language not through studying about it. The dramattivities always tried
to simulate real-life situations in the classroomaifree and spontaneous

way.

This result can be explained that the present Brogre of the
dramatic activities merely extends and builds oa #tudents’ natural
inclination to use drama as a way of learningrétvides opportunities for
verbal and physical expression to nurture theiratandesire to create,
express and perform. Besides, it provides oppdrasio continue playing
out real-life situations and to be imaginativeeibhances their enjoyment of

learning.

Depending on the opinion that a dramatic activity a
communication of an emotion, an impression, a ataraor a story, the
success of the Programme in achieving its aimsbeasummarized in the

following points:

1. Learning has some definite , clear, crystallizegectioves known

by the students as much as by the teacher;

2. Students’ choice of the dramatic activity to fulfét them know

that they are not obliged to learn;

3. Positive Participating of the students in planniing activities so

as to acquire the specified skills;
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4. Practising experimentation and discussion in piagarto show

the dramatic activities helped them talk freely;

5. Feeling no monotonous or excessive presentatidineofnaterials

by the teacher added to the lively atmosphereetlhssroom;

6. Feeling that their ideas are worthwhile encouragfeslents to

continue showing their thoughts orally;

7. Listening without cutting off students during thelmows has an

immeasurable impact on their language developnaerat;

8. ldentifying the difference in their knowledge bef@and after the

lesson reinforces their learning immensely.

To summarize, using the language orally is the reéribol and
concern in this Programme which places the ordopmance skills as its
main aim. It encourages students use and examanepitesent knowledge
in order to induce new learning. It helps themamfe their knowledge into
new perspectives. It liberates those forces whielp them express
feelings, actions and ideas. In simpler terms, ataactivities enhance
the learning that takes place in the classroomlloyveng the student to

become an active participant.

For the researcher, there are some other attitwdash have
developed using the dramatic activities. Theséudttis can be added to the

results of the study. They are:

1. The students were strongly motivated to give sohmoictheir
free time. They visualized, carefully planned, grdctised their

roles until they felt confident in sharing the cheters;
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2. Cooperation and support among members of the groe

evident;

3. The audience had an active and positive role ific@ing the

shows;

4. Curiosity and happiness fueled the class. Some patticipated

with their scarves as the curtain of the puppdhyes;

5. One can often hear such common expressions: “thisd’, “See

what | did.” , “Look at me!”; and

6. Students felt happy to leave their desks to padie with the
other members in the same group. Their motion endlassroom
was healthy because students at this stage fiifficult to stand

or sit still.

The dramatic activities let students feel thatwlogld became a stage
and they were star performers. The developmenh®foral performance

skills came naturally and spontaneously.
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CHAPTER V

SUMMARY , CONCLUSIONS AND RECOMMENDATIONS

This chapter presents a summary of the study, d@wslusion, offers

recommendations and proposes suggestions for fugbearch.

SUMMARY

This research was carried out to investigate thecefeness of the
dramatic activities in developing the oral perfonoa skills of second year
prep students. Using dramatic activities in classroequires students to be
active participants. Intentionally, the oral penfance skills, which are in
line with today’s expectations of surviving in aolal setting, have been
chosen. Rather than choosing from presented opt@assn traditional
multiple-choice tests, students are responsibletfeating or constructing
their responses. Therefore, the problem of thisaeh was stated in the

following question:

* What is the effect of using the dramatic activitieson the
development of the English oral performance skillof the

second year prep students?

This question was subdivided into other minor goest
1.What are the oral performance skills that secondr yerep
students have to develop?
2.What is the students’ actual level in the oral perfance skills?
3.What are the most appropriate dramatic activitias téaching

each story of Hello! 47?
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4.What is the effect of using the dramatic activitesthe students’
oral performance skills in general and on each hed oral

performance skills?

The results of investigating the problem of theeegsh can be shown in the

following way:

&4 For answeringthe first question the following was done:

1. Reviewing literature related to performance asseasm
approach and the general aims for standards obnpeahce in

TEFL in the Preparatory Stage;
2. Forming a theoretical model tdfe oral performanceonstruct;

3. Classifying the learning objectives of the TeacheGuide,
Hello! 4 according to this model; and

4. Determining the oral performance skills that secgedr prep

students should develop. These skills are:

1-The student is able tgoronouncesounds:

e pronunciation of words (vowel sounds)

e intonation

2-The student is able to usgocabularyitems:

* the most frequent content words( 120 words)

» function words (prepositions: in, on, to, at, alydy)

3-The student is able tdorm words

» past tense and past participle of regular verbs

» past tens and past participle of irregular verbs

e nouns from verbs

e plural nouns
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4-The student is able to use sonsructuresand tenses

the Present Tenses: Simple, Continuous, Perfect

the Past Tenses: Past, Continuous

can ,can’t, could, couldn’t

If | were...... Cd.. f I had...... N o

expressing obligation : must , will have to, hawe had to
talking about future plans using The Present Cootits Tense

5-The students is able to select among language @tions:

deducing

giving advice
expressing obligation
inviting

SFor answeringthe second guestiqrihe following was done:

1.

Determining the oral performance skills that secgadr prep
students should develop, the test was built, vediiaand made

reliable;

Administering the test as a pre-test to two secgear prep
classes (2/3-2/4) from Sammanoud Prep School fds @i very
beginning of the academic year 2001/2002 to idgntiie

students’ actual level of oral performance; and

Analyzing and statistically treating the finding$ the pre-

testing. The results of were as follows:

The students’ pre-level in the oral performancgeneral and in
each of the oral performance skills
The equivalence between the two groups in thepdbrmance

in general
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« The equivalence between the two groups in eachhefaral

performance skills
« The equivalence between the two groups in eachhefaral

performance sub-skills except fimtonation

4 For answeringthe third guestion the following was done:

1. Reviewing literature related to the dramatic atg;

2. Determining some dramatic activities that can bplémented

on the second year prep students;

3. Constructing a questionnaire of these activitibentvalidating
and administering it to specialists to specify tdematic
activities that are appropriate for teaching edohysof Hello! 4,

the first term; and

4. Specifying these activities as presented in Talig (

Table (15): Results of administering the questidena

Unit 3 L.3: Seif and his neighbour storytelling, story-acting, puppetry,
pantomime, role-playing and choral readifig
Unit 4 L.3: The lost island of Atlantis storytelling, role playing, pantomime ang
choral reading
Unit 7 L. 4: Down on the farm storytelling,story-acting, puppetry, role
playing, pantomime and reader’s theate
Unit 12 L.4: Danger in the deep: Part 1 || storytelling, role playing, choral reading agd
reader’s theater
Unit 13 L.2: Danger in the deep: Part2 || storytelling, role playing, choral reading agjd
reader’s theater
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&4 For answeringthe fourth question the following was done

1. Adapting the procedure of the Teacher’'s Guide g Ministry

of Education using the dramatic activities spedifie

2. Designing the Student’s Guide of the dramatic #atis,
3. Stating the research hypothesis:

» There is a statistically significant difference Wweén the mean
scores of the experimental group and those of diméral group

on the oral performance post-test favoring the erpntal
group.

4. Administering the Dramatic Activities Programme tbe
experimental group while teaching to the contralugr using the

recommended procedure by the Ministry of Education.

5. Administering the test after the study is over teasure the

students’ level of the oral performance skills;

6. Scoring, analyzing and statistically treating thevot

administrations of the test;

7. Verifying the hypotheses of the test. The resuitsased that:

 Significant differences existed between the measrescof the
experimental group and those of the control groopthe oral
performance post-test at the level of (0.05) fawprithe

experimental group.

According to the components of the oral performatitis hypothesis can

be divided in the following minor hypotheses:
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1. There is a statistically significant difference Wweé&n the mean
scores of the experimental group and those of dméral group
on the oral performance post-tespionunciationat the level of
(0.01) favoring the experimental group. This hygsis is
subdivided into the following:

a.There is a statistically significant difference Wweén the mean
scores of the experimental group and those of dinéral group on
the oral performance post-testvowel soundst the level of (0.01)

favoring the experimental group.

b.There is a statistically significant difference weén the mean
scores of the experimental group and those of diméral group on
the oral performance post-testimtonation at the level of (0.01)
favoring the experimental group.

2. There is statistically no significant differencetlseen the mean
scores of the experimental group and those of dméral group
on the oral performance post-testvimcabulary This hypothesis

Is subdivided into the following:

a. There is statistically no significant differencetween the mean
scores of the experimental group and those oféhé&al group on

the oral performance post-testaontent words

b. There is statistically no significant differencetween the mean
scores of the experimental group and those oféhé&al group on

the oral performance post-testfunction words.

3. There is a statistically significant differenceweén the mean scores

of the experimental group and those of the corgroup on the oral
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performance post-test wmord-formationat the level of (0.05) favoring

the experimental group.

4. There is a statistically significant difference weéen the mean
scores of the experimental group and those of dhéral group on
the oral performance post-test gnammarat the level of (0.05)

favoring the experimental group.

5. There is a statistically significant difference weén the mean scores
of the experimental group and those of the corgroup on the oral
performance post-test ilanguage functionsat the level of (0.01)

favoring the experimental group.

8. Refusing the null hypotheses of the research exoephe third

one.

CONCLUSION

Based upon these findings and in the light of the- mnd post-
testing for each skill of both the experimental awahtrol groups, it was
concluded that using the dramatic activities i®@if/e in developing the
oral performance skills of second year prep stuglent English. The
improved skills ar@ronunciation word-formation grammarandlanguage

functions
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RECOMMENDATIONS

From the findings of this research, it is recomnszhthat:
First: teachers should:

1. have a clear picture of the skills they want stuslém master and

a coherent plan for how students are going to mésbse skills.

2. consider how students learn and what instructiectalities are

most likely to be effective.

3. be flexible in using assessment information for gdmstic

purpose to help individual students achieve.

4. introduce students to various enjoyable ways ofnieg a
foreign language such as the dramatic activitieschvitan
provide students with opportunity to use their imatjon and

creativity and can motivate them to learn English.

5. build classroom experiences on an oral language ibésgrating
the four language forms: listening, reading andimgiand work

orally and actively at language play with students.

6. should try to leap out of stories and subject-cohexperiences

into communication sequences.

7. organize classroom activity to include small-grolgrge-group

and personalized encounters with communicationgases.
8. proceed during the period as follows:

* make sure that the students know what they arecsapito do;
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* help the groups in need of assistance to find wwist by
suggesting ways, possibilities and viewpoints thalp them
carry out their task;

* be prepared to model utterances and to give exjasa
during the preparation stage. At this stage thenatn is paid
to accuracy; the teacher has to correct the stadent

productions before they act them out for the class;

* do not make either positive or negative commentghas

students act out their roles;

» give students time to discuss and reflect upon whet have

done;

* monitor students’ actions on an ongoing basis tierdene

and respond to their learning needs;

» select and develop a variety of classroom assessmen
strategies and instruments to assess the full rahggarning

objectives;

* record, interpret and use the results of their sssents to

modify students’ learning activities;

* help students develop the ability to diagnose thmim
learning needs and to assess their progress toearding

goals; and

* help students, parents and other educators ietergnd
understand the results of diagnoses and assessrardtthe

implications for students.
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Second:students need to learn how to learn by asking seéras the
following questions with every phase of the lesson:
Why should I learn this?

What should | know to learn it?
How does it work?

N E

If I do this, what happens?

The idea is to have the students gain confidenc# farth in

themselves.

Third: curriculum designers should:

1. know the advantage of the performance assessm@nbaah
which can directly provide parents and communityrners with
observable products and understandable evidenceeong

their students’ performance;

2. include more dramatic activities as a useful waletp students

develop certain skills;

3. try to include the dramatic activities in subjeohtents that can
be dramatized such as a mathematical rule, a lwat@vent, a

scientific experimentation, etc.

4. have the oral speaking skills asbasis of developing the other

language skills of listening, reading and writing;

5. provide an ample opportunities for practice of thamatic
activities; and

6. consider the students’ age, interests in preserii@gature to
them.
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Fourth: school administrators should:

1. balance their view concerning the linguistic a¢ids to have a

place in the general plan of the school policy;

2. consider participation in the activities as a ppat factor in

evaluating both the teachers and students;

3. try to provide a suitable budget for buying the desk props for
the activities;

4. focus on documenting individual student growth owene,

rather than comparing students with one another;

5. emphasize the students’ strengths (what they kn@ather than

weaknesses (what they do not know);
6. provide classrooms with supplemental materials; and

7. arrange the physical environment in a way that erages

language development.

Fifth: faculties of Education should

1. provide student teachers and inservice teachenssivategies of
implementing the dramatic activities specially alaguistic

activities generally; and

2. provide student teachers and inservice teachebskmbwledge
of the potential importance of the performance ss®ent

approach.
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Sixth: researchers should

1. measure important outcomes. Performance assessiaekd
should reflect important, real-world performandasttare tied to
desired student outcomes that are relevant to tr&place and

everyday life;

2. try to solve the problem of how to implement pldased on

performance assessments within the constraintassmom life;

3. provide clear descriptions of student performarie tan be

linked to instructional objectives;

4. communicate the goals of learning to teachers &ndests so
that teachers should direct their instruction andents establish

personal learning goals;

5. generate accurate, meaningful information (i.e.rddmble and
valid) that can shape the future direction of dlassi-based

assessment,;

6. provide accurate, clear steps of implementing thamdtic

activities;

7. find ways of solving the problems of implementihg dramatic

activities within the constraints of the classroom:;

8. communicate the goals of using the dramatic astwitand
other linguistic activities to school administratoand policy

makers; and
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9. communicate the advantages of using the dramati\ataes in a
concrete and direct way to the teachers, studpotgy makers

and curriculum designers.

SUGGESTIONS FOR FURTHER RESEARCH

It is suggested to conduct more researches orodosving points:
1. Determining the skills and subskills that studentall stages of

education must acquire in each subject matter.

2. Conducing research for better developiwgcabulary using

dramatic activities.

3. Determining the effects of each dramatic activiyparately on

developing the oral performance skills.

4. Using the dramatic activities to develop perforneaskills other
than the oral ones.

5. Designing oral performance tests in each subjedtemand

examining the validity and reliability of thesetes
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Appendix (1) The Questionnaire

Dear Teacher,

| am doing an M.A. thesis on the effectivenessnef dramatic activities
on the oral performance skills of the prep studentnglish. A part of my work
is to adapt the procedure of teaching the storfethe first term of Hello! 4
using the dramatic activities. This guide shows lbese activities should be
implemented. During the period, | am going to devithe class into groups.
These groups will optionally choose the dramatiovéyg to fulfill.

In this questionnaire, | suggest seven dramatiwies and | need your
help in specifying a number of the most appropréaematic activities for each
story. This is in terms of appropriatenesstha period timethe students’ levels
and the formationof each story Below is a description of the suggested
activities.

1-Storytelling: The storyteller should know the story well enoughl it in
his or her words. Stories are not memorized becthesteller should adapt them
to the audience. Sensitivity and enthusiasm as ageflleasing voice and clear
speech are necessary for a successful storytelling.

2-Dramatization: Students act various roles before the audiencehaif t
peers. Students must comprehend and express thempastant details of plot
and character, story sequence, and relationshipscaafse and effect.
Dramatization does not require scripts, memorizatioelaborate staging.

3-Puppetry: Puppetry is an advantageous activity for some shgests
because they can express themselves with the pupesimplest puppet show
Is one in which a student kneels behind a tablenaoves a cloth along the edge
of it. Students may make puppets or they may usenwcially produced

puppets.

4-Pantomime: The student uses his body movement, facial exmressi

gestures and nodding without speaking to expressvant of the story. The

other students have to guess what s/he is teNagative pantomime can teach
students word order, sensory awareness and notweranunication.

5-Role-Playing: The participant assumes a role of one charactercate
either behave as if he were this character orczdi his or her personality.
Usually, the purpose is to understand another pers@ situation. So, s/he can
develop greater control in a given situation.

6-Reader’'s Theater: Each character is represented by a different person
with the narrator filling in the details of plot édrsetting. Selection should be
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read clearly and expressively. There is minimaioacand readers do not use
props.

7-Choral Reading: When initiating a choral reading activity, the thac
should prepare the students by giving them time#&adl the story silently. After
silent reading, the teacher leads a discussioret@erighine whether the students
understand the story or not. When discussion ispteted, the teacher may
assign parts and/or explain clearly which groups iadividuals will read the
lines in the story.

In the following table, you are invited to put ektinext to the activity you
agree on, then, you can add some other activities.

The Story The Suggested Dramatic Activitief Can you add other ones?

1-Storytelling

2-Dramatization

(Unit 3 L. 3) 3-Puppetry
4-Pantomime

Seif and his neighbour

The lost island of Atlantis 1-51'or'y1'elling
(Unit4 L. 3) 2- Reader's Theater

1-Storytelling
The greedy farmer 2-Dramatization

3-Puppetry
4-Pantomime
5-Role-Playing

1-Storytelling

2- Role-Playing

(Unit 12 L. 4) 3- Reader's Theater
4- Choral Reading

1-Storytelling

2- Role-Playing

(Unit 13 L. 2) 3- Reader’s Theater
4- Choral Reading

(Unit 7 L. 4)

Danger in the deep: Part 1

Danger in the deep: Part 2

Thanks for your cooperation,
The researcher,

Jihan El-Sayed Zayed,
English teacher,
Preparatory Stage
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\

This guide provides some dramatic opportunitiegherstudents and emphasizzs
Q& experience in the achievement of the oral perfoomaskills. Experiencing somethir&
Q& results in greater and more lasting knowledge tharely hearing or reading about it. T
is especially true for EFL students with limitedndmage and motivation to use it.
x Everything they need to learn cannot be experienoethe classroom, of course,
through these activities many experiences can tmilated to facilitate learning: the%§

x Introduction

enable teachers to create a cheerful classroomsptmee, changing learning into
enjoyable experience.

These activities can stimulate short periods omireous, oral interaction ;&

x connection with stories that students can enjogttogy. Stories provide the content of o
expression that may take the formsbrytelling, story-acting, puppetry, pantomime,
choral reading, reader’s theater, androle playing. An advantage of these activities
that oral sharing becomes a natural componentassobom time, so natural that students
have little time to get nervous about speakinghdligh the sharing is dramatic, it is not
magnificent production with elaborate props andnecg Neither do students practise
extensively nor memorize lines. During sharing, eéhghasis is on enjoying language. T
only audience is their classmates and teacherribatibns are not graded, so the studexts

x should feel no pressure to produce perfect perfooma They plan ahead, ta&
responsibility for producing materials, and adjissindividual differences in their grou%
To get the job done, they must converse informallyoices toned down, so others are n
disturbed. This informal speech before and afterghow is hypothesized to improve %
oral performance skills.

Q‘\\ Aim
This guide adapts the procedure of teaching the divits containing the storie
Q& of the first term. This adaptation makes use of dnamatic activities. It helps y
implement these activities in a way that enhanlceddevelopment of the oral performanc
Q& skills of second year prep students in EFL. Thégks sre:

1-The student is able tgpronouncesounds:

77

pronunciation of words (vowel sounds)
intonation

2-The student is able to usgocabularyitems:

the most frequent content words( 120 words)

function words (prepositions: in, on, to, at, alydny)

3-The student is able tdorm words
past tense and past participle of regular verbs

o adaad
S o ddaaad

past tens and past participle of irregular verbs
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nouns from verbs

plural nouns

4-The student is able to use sonsructuresand tenses

&

the Present Tenses: Simple, Continuous, Perfect

®

the Past Tenses: Past, Continuous

®

can ,can’t, could, couldn’t
...... ,rd.........Iflhad......, I'd......
expressing obligation : must , will have to, hawe had to

®
=
s
@
D

®

talking about future plans using The Present Coptits Tense

5-The student is able to select among language fuions:
giving advice

expressing obligation
inviting

deducing

adddeddsaad
SOTTT778

x Teacher’s Role

In these activities, students have more respoitgidibr their own learning.
However, this does not diminish the importancehef teacher in the instructional process.
The responsibility of the teacher is to guide thed mnguage learning process by:

* modelling pronunciation, intonation, stress, rhytana oral expression;

facilitating comprehension of vocabulary, struciyet and characters;

stimulating interest and conversation and intengcwith the students;

establishing an acting workshop atmosphere; and

» creating a student-participatory language learexjgrience.

;SO
;PP

During the rehearsal time, students try out theles, and you circulate about the roo%
posing questions or encouraging them. Through thes; get to know the movements an

x inflections important in the story and gaskill in using voice and body to expre%
meanings. The guide introduces these activitiesyandrole in each one:

1-Storytelling: The storyteller should know the story well enotgltell it in his or herx
Q& words. Stories are not memorized because the wheuld adapt them to the audiengs.
Sensitivity and enthusiasm as well as pleasingevaind clear speech are necessary fo
x successful storytelling. When students take tuetis¢ a part of the story, you can sup
some missing parts. This permits you to give guidaim developing a story scene an
encourages students to speak freely.
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Q\x&\ 2-Story-acting: Students act various roles before their peerti@sitidience. Studen?\x&k
must comprehend and express the most importantldefaplot and character, stor
x sequence, and relationships of cause and effeeim&tization does not require scrip§

memorization, or elaborate staging.
N

3-Puppetry: Puppetry is an advantageous activity for some sthglents because th

can express themselves with the puppet. The siinplggpet show is one in which
x student kneels behind a table and moves a clotigatloe edge of it. Students may mi&

puppets or they may use commercially-produced psppéu can help the students%

writing the cards of their roles.

4-Pantomime: Narrative pantomime can teach students word osdarsory awarene%

and nonverbal communication. The student uses dily Imovement, facial expressions,

gestures and nodding without speaking to expresvant of the story. The other stude&

have to guess what he is telling. You may corteetsentence produced.

x 5-Role-Playing: The participant assumes a role of one charactecareeither behav&
as if he were this character or criticize his or personality. Usually, the purpose is
x understand another person or a situation. So,ttleest can develop greater control ir&

given situation. You may take the role of an intexxer asking the student questions a%

his character.

6-Reader's Theater: Each character is represented by a different pevsith thex

narrator filling in the details of plot and settinRoles should be read clearly and

expressively. There is minimal action and readeay ose some props. You can help t
x students in writing their scripts.

7-Choral Reading: You may assign parts and explain clearly whichugeo and

Q& individuals will read the lines in the story in san. Q&
6\ Special Teaching Techniques’ x
x Getting Started x
x Before beginning any activity, be certain that yma the students are ready. To ;&

yourself ready, think through what you need, whatl will say and do, and what vy
expect from the class. You can ask students toapeepome props and materials i

x advance. Write out a lesson plan of the steps yibdoNow. Visualize the activity, takin%
into consideration the possible range of responses.

Getting your class ready involves making certaiat tthey understand geneé&
procedures and they know what they are going t@daefinite about set procedures s%
as how they are to arrange themselves (in a line?dircle? Groups?) and what signal
you will use to begin and end an activity (e.g. ‘iWMantil 1 say Curtain to begin.” o
“When | hit the drum, start.”)

qdaa

x Side-Coaching

As students play, give encouragement in the formsiadé-coaching that does nat
x interrupt their activity. Side-coaching is a kinflnarrative background that suggests ide

Q\xg\ " Adopted from (DeHaven, 1983) Q\x&
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for students and helps to focus their imaginatiod &heir concentration. Don't tell the%
what to do; pose a question or make a commentiidead them to ideas and discoverie

on their own and that will keep them mentally inkgd. For example, you might say, H
can your face show...? Smell that good fresh aihig thorning.

Bring longer or exciting experiences of dramatidivattes to a calm, restful
x conclusion. Help the students to gradually comé baaeality (“Oh, our story’s done an
our real selves are coming back.”)

ST

x Pacing and Declimatizing

A percussion instrument such as a gong or tambeuntakes an effective
x accompaniment for many activities. Recorded sowrdsrchestral music may also
appropriate at times. Accompaniment helps contlspeech, loudness and intensity of a
x activity. Varying your voice can also influence thace and tenor of aactivity. Louder
and faster sounds increase activity and suggesiemated action and feeling, wher
x softer and slower sounds have a calming effect.

g4

x Participation and Discipline

Remember that students get most of their cues yam Your careful planning an
x attitudes should make it clear from the beginnhma tdramatic activities are a regular cl
and notfun or gamestime. Try to maintain a warm, accepting, and thafughattitude.
Give positive reinforcement to ideas and consaveustieffort Help students feel that wh

you are doing is worthwhile and enjoyable. If tteem hesitant try short experiences, at
first and gradually build toward more involved aittes. x

g rd

4

x Costumes and Props

x Dramatic activities do not require anything but thend and the body. Elaborai&

Q& costuming or staging may actually hinder studemsér visualization and portrayal of
character. In general, it is better to emphasiaglesits’ imaginative portrayals o

xmaracters in these early years, rather than t@ueage them to become depen%
tangible properties.

Simple costumes and props, however, may facilidaeelopment of imaginatio&
You may want to collect things for a dress-up bswch as hats, scarves, neckties, N
aprons) to stimulate dramatic play in free time. x

x Main Concerns x

With most of us not being trained actors or direstd is self-evident why you may have
reservations about attempting dramatic activitielow do you get the student
motivated? What if they refuse, or — even worsee-iias excuse to elude? Given thes
very realistic concerns it is easier for a teacbdteep students in their seats, even if th
wish to get them up and moving or involved. Below a few suggestions on how t&
Q\x&k create an environment which fosters a productivd amotivated atmosphere fore\x&\
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Q\x& performance. Note how each implies a “learning cemity” classroom structure; mutuai€§Kk
respect and trust must be a prime goal in ordedf@ma to work in the classroom.

5

Never jump into performance “cold”. Start small,itktv warm-ups and simplegx
activities (see below).

5

Keep your class in mind. Most dramatic activitiesrkvfor most classes, but as y
know factors such as student age, class size, eegfeinterest in the material, and
overall classroom dynamics change from hour to hoequiring changes anywher
from presentation to the entire structure of lesattivities. x

Keep planning and performance times shorter ratien longer. If things last for,
long time, “dead time” can kill enthusiasm. x

5

5

Although there is nothing wrong with requiring memation of lines from a story, i&
should not always be required. In fact improvisatdten yields more in this contextx
S

5

Your place as leader and guide of dramatic actiwiis ever-shifting. Some class
may require you to be a direct participant in thevéties, whereas in others you ma
better help student learning as a consultant anadtoro Remind students you are n
assessing the quality of the end product, but thegss of their efforts. %

Dramatic activities should often lead to discussids a leader, question performe&
afterwards on why they chose to do things thatiqdar way, and have the audien
share their own impressions and interpretatioris of %

5

As with any other activity, if used too often perfance can become boring &
students and lose its effectiveness-especiallgagfdame sorts of ideas are used r
again. Do not overuse it!

Simple Warm-Up Activities
C

¥*

Stretching: Have students stand and move far enough away noenanother

that they can extend their arms and legs. Bread®splg a few times (* focus
breaths”), then raise arms over head, out to sithesy bend and touch to floor.
Rotate heads( gently!!), and finally shake armsuabo

hoose two or three each time you do dramaticitiesv §

*

Orchestra: “Conduct” students through making noises of thehoice
(brrrrrrrerrr; - click-click-click-click; etc.). Theyshould respond by making the
noise as directed, as well as making it as loud.

a4

¥

Mirrors:_ In pairs, students watch one another and mimicowit words or
extraneous facial expressions. After about a mjmateerse roles. You may also
stand before the class and have everyone mirrdr you x

Statues and/or_Mime: In statues, three students pose for a scene. Yayugine x
them a scenario or they create the one and hawdabg guess its meaning. Mime i
similar, although with motion and no words. Studerduld imitate common actionsx

*

SETETLTTETTT T8
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combing hair, talking on the phone, trying to kéegm falling as sleep at a Iectureﬁ\xKk
Students could also mime objects and animals,rafeae coming in for a landing, a
bee buzzing from a flower to a flower, leaves fglioff a tree in autumn. Student
could also mime emotions: joy, sadness, angernaixture of various moods.

Intonation: Good for warming up vocal cords and priming thefeastorytelling Q&
or choral reading. Students repeat words afterigamany different tones: high

pitch & low, soft, loud, happy, etc.

Machine: Each student does a single, repetitious movenssdceated with the x
working of some machine, and gives it a sound. Tlee after one, students x
align themselves to become a single, large machine. x

6\ Ideas for Free Time® x

The first thing is to introduce the Student’ s Guidom the very beginning of th&
year. Then, since the first story of Hello!Skif and his neighbour starts in October, yo%
need to try out some dramatic ideas during thewastk of September; you can try som

Q% of the following ideas in free time: Q&
x Ideas for Pantomime x

Seated at a desk, a student can imagine piang typewriter, record player, Iaborator%
ice cream counter, seated on a flying carpet, splaipe car, restaurant table, kitchen table;
drawing board, office disk, dentist chair, throne.

¥*

¥*

ST

4

Standing in place — soloplaying basketball, playing catch with an imagin@@rtner,x
fishing, building, water skiing, directing trafficweight lifting, mountain climbing
x climbing up a rope, horseback riding, becoming engetric shape, cutting, washing a c@?&
x picking a crop, laying bricks, digging a hole, hagytreasure, sword fight x

Characters for Pantomime: robot, magician, scientist, dentist, carpenterd,bmabbit,
cook, waiter, policeman, things like a balloon, dizag, tree, fish, wind, leaf, and animé&
like a mouse, octopus, cat, dog

x More ideas for Pantomime: drumming, eating corn on the cob, ice cream coaes%
a

orange, spaghetti, picking fruits or other objeaffsan imaginary tree, waking up to
Q% alarm, brushing teeth, looking in a mirror, paigtiplaying with rocks, building with toolx

and wood, rowing a boat, listening against a dommding a car.
x Ideas for Puppetry x

x © Having your students create their puppets, youaskrthem questions about the x
puppets’ personalities. Help them by tossing outw nand unfamiliar x

x vocabulary. x
Q\xg\ " Adopted from (DeHaven, 1983 and Martin, 1993) Q\x&
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Q\x& © Encourage students to play with their puppets. Tinay have a conversation
with their puppets or have the puppet help thenervetheir spelling of words.

© The students may imagine that their puppet is kdpgafor them in a
Q& conversation with you, another student, or theithran

© Students can compose stories for their puppetstto a

© Ask student to touch, feel, and move their puppetsind to become familiar
with them and ease the process of describing them.

© The students may practise having their puppets dstraie anger, excitement,
happiness, or hunger.

x © The teacher's puppet may tell a story or teactsthdents a new skill.

\

x Unit 2 - Lesson 3 - has an appropriate script faharal reading activity. After a

x silent reading of the script, you can lead a dismn to determine whether the studexts
understand it. When the discussion is completed, yay assign parts and/or explai

x clearly which groups and individuals will read tles in the script. Once the stude
understand the instructions, they practice chaadling.

Ideas for Choral Reading

SO

7

From time to time, you can divide class into grotgrsasking questions, repeating
x some sentences, and tossing out some word puzzles.

Ideas for Storytelling
x Give the students a problem and let them devejaptaaround it:

It is after school and you are hungry. You starbotmk for something to eat. ...(Whe
x might you look? What problems you might have befare go to eat?

x Give the students an object and let them develdptanvolving it:

Here is a ring. Think of a story in which this tgirs very important. ... (Where did i
g% come from? Who last had it? Where is it now andre/hethere)

Ideas for Story-acting
Compose scenes for students to act, for example: -

= The scene is a street in your town. There are akpeople walking down in the
street. Be those people. Change characters akyotelwho the different people
x are. Walk and act as you think the person would.

x = You are a businessman or a woman. Your boss iy antr you very much for

something you did not do right. You are very angry(How fast are you walking?
... How could your hands show how you feel? ... Whataimeone asked you for
help? ...)

SOTTTTT 7

\
\

\
\ \
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do you feel about him or her?

x know? ...)

N

\

x Some Dramatic Activities in Practice:

N

Q\XZ&.k

iR ddessd

... How do you walk in new shoes? ...)

Ideas for Role-playing

Compose situations for students to act, for example

You are a young child with a new pair of shoes. €mut of the shoe store and
walk down the street. (How do you feel? ...How do Yook at people you meet?

Imagine that you are a doctor. You have a very ntgpo call and hurry out to your
car. But ... you cannot find your keys to unlock tiwor. Be the doctor.

You are a grandfather or grandmother taking yoandchild for a walk. (How
... What would you flgau met someone you

"\
\

Here aresome dramatic activities exemplified in handling flve stories of the first term %&

Hello! 4

Unit 3

Seif and his neighbour
Story-acting:

1. Students read the story carefully.
They identify the events of the story. 4
These events can be the following
scenes:

Seif notices the hole in the roof. 5.
Seif brings some tools and begins
mending it.

Magdy comes along and asks Seif to
come down.

Seif comes down and knows what Magdi
wants.

3.

roof and refuses to give him money.

N

Seif orders Magdy to come up on theUnit4
The lost island of Atlantis

\

They write the events-mentioned x

before- in some cards.

They agree among themselves upon

the movements that they will use to x

express the events.

During the performance, a student uses

the movements agreed upon to expres

an event while another student

comments on them, for example: - %
al

. Students identify the roles of every

role of the narrator. 1.

. Every student chooses a character to ast
its role: there may be more than one
‘Seif’, more than one ‘Magdy’ and also 5.
more than one ‘narrator’.

. Every student write his role in a paper
without copying the phrases ‘said Seif’, ,
‘replied Magdy/, ...etc.

7. Students take their time practising their

roles.

Pantomime:
Students read the story carefully.
They identify and arrange the events
of the story.

(62}

(o2}

character in the scenes in addition 10 thgyopytelling:

Seif is using a hammer and some n
mend the hole in the roof.

\
\

Students read the story carefully.
They identify and arrange the main
events of the story.

They write the events in cards to
help them during the performance;
the events are:

Introduction to the story of Atlantis
What was happening before the
volcano exploded?

What happened when the volcano
exploded?

What happened when people went
to look for Atlantis?

\
N\
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4. Students use their own words and
expressions in telling the story.

Choral reading:

1. Reading the story carefully.

2. Dividing the group into four sub-
groups, each one chooses a
paragraph to read.

3. Choosing a student to be the leader
who uses a ruler to beat on a desk for
every group to begin reading.

4. Training in controlling the melody
of speech among the members of
each sub-group

Unit 7

The Greedy Farmer

Puppetry:

1. Students read the story carefully.

2. They identify each character’ s good
and bad manners and its way of
expression.

3. Every student chooses the character
s/he wants to act its role; there may
be more than one ‘farmer’, more
than one ‘wife’ and also more than
one ‘narrator’.

4. Students write their roles without
copying the phrases ‘she said’, said
the farmer’...etc.

5. Students practice performing their
role, using puppets.

Role playing:

1. Students read the story carefully.
2. They identify each character’ s good
and bad manners.

Conclusion

Lol dadaasaaaadaaaaaad

Each student chooses a character %
role-play.

The teacher or a student can ask, f
example, the greedy farmer,
questions like these:

Who are you?

What did you buy? x
What did you find?

Why did you kill the hens?

After killing the hens, What do you
feel? x

Some questions for the wife can bexas

follows: -

Who are you? x

How did you feel when your
husband found the golden egg?

Did you agree with him on Kkilling

the hens?

After killing the hens, What do youx

feel?

Unit 12
Danger in the deep: Part 1 x

Reader’' s theater:

1.
2.

3.

Students read the story carefully.
They identify the roles of every

character.

Every student chooses the charact;x
he wants to read its role; there ma

be more than one ‘Soha’, ‘Ahmed’,
‘Father’, ‘Professor, and ‘The x
narrator’.

Every student prepares the script (ﬁ%
his character without copying the
phrases ‘said Soha’, ‘she said'...etc. x
Students practise reading their rolex

\

Now you can go through the lesson plans and use #ide by side with the
Ministry Teacher’ s Guide. In some exercises, therao change, so you will see the
phrase: (as in the Ministry Teacher's Guide). Hrthis some change in a certain poi
you will see the number of the point and the chahdg@pe this guide could really hel&
you develop your students’ oral performance skills. Q%

N\
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Learning objectives

[ revising the past tense of regular and

irregular verbs
[ telling the events of a story in the past
Key structures
[J Yesterday he went to bed

morning

in the

Warm-up

(Pantomime) Tell class they are going to
revise the past simple tense. Start a Let's Pretend
play. Pretend doing an action, for example,
eating. A student will say the verb of this action
and its past tense form. Then, get other students
to pretend other actions and their peers guess the
verbs and their past tense forms.

(Intonation) Give a hint about statement
intonation pattern, holding an arrow and

lowering it down at the end of the statements
SB Ex.A A verb game
(‘as in the Ministry Teacher’s Guide )

0 (Pantomime) The student who says the sentence

must express it with intonation, facial expressiamd
body movement

SB Ex.B  Funny Fred

(as in the Ministry Teacher’s Guide )
WB Ex.A  Revision of the past

simple tense
(‘as in the Ministry Teacher’s Guide )
O (Pantomime)Get a student to pantomime the

verbs while another student says the verbs
WB Ex.B  Write a story

(‘as in the Ministry Teacher’s Guide )
O (Storytelling) Geta student to tell the story in his

own words

Learning objectives

[0 askingyes/no questions in the past

simple and giving short answers
[J askingwh questions in the past simple

and giving answers in complete
sentences

Key structures

) Did Fred go to bed in the morning

[0 Yes, he did. /No, he didn't.

[0 When did Fred go to bed

SB

SB

wB

Fun with Englis

Warm-up

(Role playing) Ask a student to role play
Funny Fred and speak about the funny things he

did yesterday

(Intonation) Give a hint about statement
intonation pattern, holding an arrow and
lowering it down at the end @fh questions and
rising it at the end ofes/noquestions and short
answers.

Ex.C Didyou do it?
(‘as in the Ministry Teacher’s Guide )

[ Encourage students to do this without the book

O(Role playing) Get students to ask Funny Fred
some questions, for exampl@id you eat a cake for
breakfast?

Ex.D Ask and answer questions
O (Choral reading) Divide the class into two
groups: a group for questions and the other for the

answers

Ex.C What about you?
(‘as in the Ministry Teacher’s Guide )
Tell class that next time they are going to a fot o
activities, so they can volunteer for the actiwtand

prepare some props

Learning objectives

[0 Listening to descriptions of tools and
matching them with pictures

00 forming the past tense of regular and
irregular verbs

[0 askingyes/no questions in the past
simple and answering with both short and
long forms

[ askingwh questions in the past simple

and giving answers in complete sentences
Key structures

[1 We use to cut wood

Key vocabulary

[0 tool, hammer, nails, ladder, saw, drill, pair
of scissors, hole, roof, neighbour

[J mend, crawl, lend, replay

[1 useful

Appropriate dramatic activities

[ storyteling, story-acting, puppetry, pantomimég-ro
playing, and choral read

Warm-up
Get other students to talk about their

instruments

Teacher’'s Guide
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Fun with Englis

SB Ex. E Listening
(‘as in the MinistryTeacher’s Guide )

SB Ex.F Seif and his neighbour

1. Play the cassette or present a model reading Learning objectives .

of the stor ) recognizing and classifying different kinds

y ) of nouns

2. Ask students to answer the pre-questions Appropriate dramatic activities

orally [0 showing previous activities
3. Ask questions about the main events of the

story orally Warm.' up . .

. ) ) o Give students time to show some activities,

4, D|V|dc=TII theh class m:p SII)I( g{rc])upsd. Thet§e altering their roles.

grc?il\l/ﬁ; tOV\:‘lquiI(I: cose oplionally the dramatic o (Pantomime)Play the Let’ s Pretend
5. Provide each group with puppets, clothing, game about the instruments.

and other props- prepared before by the teacher WB Ex.D NOL,'nS .

or brought by the students- that can help them in (as in the Ministry Teacher's Guide )

WB EX. E Kinds of nouns

the activities

6. Give each group a chance to show its
activity. When a group is showing the other
groups are the audience.

7. Give the audience a time to comment on the

activities

(‘as in the Ministry Teacher’'s Guide )

Ask students to answer the post questions

(Storytelling) Ask students to complete
the following story in their own words: -
Once upon a time, there was a hole in the roof of

Learning objectives
[0 working out puzzles

00 recognizing and classifying different
kinds of nouns

Key vocabulary

[1 clue, noun

Appropriate dramatic activities
[J showing previous activities

Warm-up
0 Give students time to show some activities,
altering their roles.
SB Ex.H Word puzzles
(‘as in the Ministry Teacher’'s Guide )

] Let class think in more puzzles, they can
pantomime them so that their peers know the
answers

SB  Ex.| Learn about language:
Nouns
(‘as in the Ministry Teacher’s Guide )

Teacher's Guide 11



Learning objectives

[ revising the intonation patterns

) describing what is happening in a
picture, using the present continuous
tense

00 remembering and talking about the

picture they looked at, using the past
continuous tense ityes/ noquestions
and short answers

Key structures

* Smoke was coming out of the volcano.

« Was smoke coming out of the volcano?

Yes, it was. No, it wasn't.
Appropriate dramatic activities
[ role playing

Warm-up
(Role playing) Imagine you are a volcano
and describe yourself.

(Intonation)  (Role playing) Get a

student to role play you and revise the
intonation patterns, with a big arrow in his
or her hand falling and rising.

SB Ex.A Describe the picture
(‘as in the Ministry Teacher’'s Guide )
4. (Role playing) Get a student to imagine himself
or herself the sea and describe the village befae
explosion.
SB Ex.B A game
(as in the Ministry Teacher’s Guide )
5. Ask a few pairs to perform their dialogues, once
with the book and then without the book

Learning objectives

[ Asking and answeringvh questions,
using the past continuous

() using the mini-dictionary to find out the
meaning of a word and how it is used in
a sentence

Key structures

* Who was fishing?

* What was a man driving?

Key vocabulary

« word, part of speech, definition,
example, shade, pilot, soil, diver

* lose, explode, disappeahade

Appropriate dramatic activities

 choral reading, role playing

SB Ex.C

SB Ex.D

The lost island of Atlantis

Warm-up

(‘as in the Ministry Teacher’s Guide )

Answer questions

(‘as in the Ministry Teacher's Guide )

3. (Choral reading) Divide class into two groups, one
asks and the other answers

4. Get pairs of students to ask and answer without the

book

Dictionary work

(‘as in the Ministry Teacher’s Guide )

2. (Role playing) Ask students to role-play theiord,
part of speech translation, definition, andexample.
Then ask each one about its role in the dictionary.
3. Ask class to prepare large paintings for theaob,

the sea, some houses and some diving props lile div

glasses, shoes...etc.

Learning objectives

01 revising the intonation patterns

[0 asking and answeringes/ noguestions,
using the past continuous

[ asking and answeringvh questions,
using the past continuous

) vocabulary consolidation

Key structures

 past simple and past continuous tenses
combined to tell a story

Key vocabulary

 flames, rock, remains, ocean

* rise

[0 as usual, dark, terrified, liquid

Appropriate dramatic activities

« storytelling, role playing, pantomime,
choral reading

Warm-up

(‘as in the Ministry Teacher’s Guide )

SB Ex.C Quick silent reading:

The lost island of Atlantis
1. Play the cassette or present a model

reading of the story

2. Ask students to answer the pre-questions
orally

3. Ask questions about the main events of
the story orally

4. Divide the class into four groups. These
groups will choose optionally the
dramatic activity to fulfill.

. Provide each group with puppets, clothing,
and other props - prepared before by the

ol
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teacher or brought by the students-
that can help them in the activities

6. Give each group a chance to show its
activity. When a group is showing the
other groups are the audience.

7. Give the audience a time to comment

on the activities

8. Ask students to answer the post
guestions

9. Ask class to prepare for the next time a
whole class drama for creating a scene
of the island of Atlantis before the
explosion of the volcano, using the

large paintings of the sea, volcano and
houses

Lesson 4 m s —
SBpage 20WB page 11

Learning objectives

» expressing an opinion from deduction
Key structures
He must be. He can’'t be. He mhg.
Appropriate dramatic activities
(1 role playing showing previous
antivitiac
Warm-up
Desks are pushed to the perimeter of the
classroom, opening a wide area in the
center for all the students to show the
explosion scene.
SB Ex.G What do you think?
(‘as in the Ministry Teacher’'s Guide )
4. Get some students to perform different
characters and other students to deduce.
WB Ex.C  Finish the story
(‘as in the Ministry Teacher’'s Guide )

Lesson 5 m—
SBpage 20WB page 12

Learning objectives

e recognizing some common spelling
patterns in English

Key vocabulary

* vowel

Appropriate dramatic activities

« role playing, showing previous
activities

Warm-up
(as in the Ministry Teacher’s Guide
('previous activities sk students to
show their activities, altering their roles
SB Ex.H Spelling

(‘as in the Ministry Teacher’'s Guide )

The lost island of Atlantis

4. Get some students to role play the silent ‘el an
other five students to role play the vowels, giving
examples

SB Ex.H Spelling

(‘as in the Ministry Teacher’s Guide )

4. Get the whole class to repeat the words, stgpiwn
the movements of the lips

Teacher’'s Guide



Learning objectives

| revising the intonation patterns

| describing what is happening in a picture
using the present continuous tense

| remembering and talking about the picturg

they looked at, using the past continuous
tense inyes/ noquestions and short answers
Key structures

Smoke was coming out of the volcano.

| Was smoke coming out of the volcano?
| Yes, it was. No, it wasn't.

Appropriate dramatic activities

| puppetry, storytelling

Warm-up

(as in the Ministry Teacher’s Guide )
(Puppetry) Have your puppet to ask the questions.

SB Ex.A Describe the picture

(as in the Ministry Teacher’s Guide )

2. (Storytelling) Have a student to narrate what is
happening in a picture.

SB Ex.B What has happened?

(‘as in the Ministry Teacher’s Guide )

2. (Storytelling) Have a student to narrate what has
happened and what hasn'’t in the picture.

Learning objectives

describing actions that have just happened, a
short time ago

Key structures

The hen has just laid an egg.
Key vocabulary

lay

Appropriate dramatic activities
choral reading

Warm-up

(‘as in the Ministry Teacher’s Guide )

SB Ex.C What have they just done?
(as in the Ministry Teacher’s Guide )

4. (Choral reading) Divide class into four groups,
each one repeats a sentence.

SB Ex.C What have they just done?
(‘as in the Ministry Teacher’s Guide )

Teacher’'s Guide

Down on the farm

Learning objectives

finding irregular verb forms in the mini-

dictionary

focusing on the past participle, as needed in

the present perfect

e answering questions combining the prese
perfect and past simple Key structures

Key structures

Have you eaten anything today? Yes, I've
eaten something

What did you eat? | ate ...

Key vocabulary

past participle

choose

Appropriate dramatic activities

pantomime role playing, choral reading

Warm-up

(Pantomime)Ask a  student to
pantomime a verb and the other to say its
forms.

SB Ex.D Dictionary work

(‘as in the Ministry Teacher’s Guide )

2. (Role playing)Have students to role-play the
labels:word, part of speech translation, forms

of the verb, definition, andexample

7. (Choral reading) Divide the class into two
teams: one says a verb and the other uses its forms
in context.

8. Ask class to prepare two puppets: one for the
farmer and the other for his wife, some figures of
hens, and a ball painted in gold

Learning objectives

revising the intonation patterns

practising the tenses: present simple, present
continuous, present perfect and past simple
Key structures

Have you eaten anything today? Yes, I've
eaten something

| What did you eat? | ate ...
Key vocabulary
| jeweller, gold, wife



Down on the farm

Warm-up
(‘as in the Ministry Teacher's Guide )
SB ExX.E&F Quick silent reading:

The Greedy farmer
Play the cassette or present a model reading

of the story

Ask students to answer the pre-questions
orally

Ask questions about the main events of the
story orally

Divide the class into six groups. These

groups will choose optionally the dramatic

activity to fulfill.

Provide each group with puppets, clothing,

and other props- prepared before by the
teacher or brought by the students- that can

help them in the activities

Give each group a chance to show its show
activity. When a group is showing the other
groups are the audience.

Give the audience a time to comment on the

activities

Ask students to answer the post questions

Lesson5 mEEE——
SBpage 33 WB page 23
Learning objectives
[0 understanding the function of
adjectives and using them correctly

Key vocabulary
adjective
Appropriate dramatic activities
role playing, showing previous activities

Warm-up
(as in the Ministry Teacher’s Guide
('previous activities Ask students to show their
activities, altering their roles
SB Ex.H Learn about language:
Adjectives
5. Ask two students to role-play an adjective and a
noun showing their places in an example sentence
SB Ex.C  Adjectives
(as in the Ministry Teacher’s Guide )

Teacher's Guide



Learning objectives

* revising the intonation patterns

» expressing what we would do if
something unlikely happened, using the
second conditional tense

Key structures

» What would you do if you had a lot of

money?
I"d buy a car
[0 If you had a lot of money, would you
buy a car?
Yes, | would. /No, | wouldn't.
Key vocabulary
00 hide, give away
Appropriate dramatic activities
puppetry, role playing, choral

Warm-up
(Puppetry) Have your puppet to ask the
questions.
SB Ex.A What would you do?
1. (Choral reading) Divide the class into two teams:
one says the question and the other says the answer
SB Ex.A What about you?

1. (Choral reading) Divide the class into two teams:

one says the question and the other says the answer
WB Ex.A Think about a holiday

1. (Role playing) Ask students to imagine this

situation. It is not likely, but they can dream abo

what they would do.

Learning objectives
[ giving advice, using" If | were you, I'd

Key structures
[ What is the matter?

I've got toothache.

If | were you, I’ d go to the dentist.

Key vocabulary

[1 advice, dentist, feelings, toothache

0 feel

[0 angry, interested, frightened, excited,

[ (Role playing) Ask students to imagine what
would they do if they had 1,0000 pounds.

Danger in the deep: Part 1

SB Ex.C Dialogue: Giving advice

1. (Choral reading) Divide the class into two teams:
one says the question and the other says the answer

(as in the Ministry Teacher’s Guide )
5. (Role playing) as inthe Ministry Teacher’'s Guide

SB Ex.D Listening
(as in the Ministry Teacher’s Guide )
WB Ex.B What about you?

(as in the Ministry Teacher’s Guide )

Learning objectives
[ using the mini-dictionary to look up
irregular plurals of nouns

[ classifying types of plurals
Key vocabulary

0 plural, irregular

Appropriate dramatic activities
[ pantomime, role playing

Warm-up
[ (Pantomime)Ask students to pantomime the
‘What' s the matter?’ game, using phrases likee8lf
ill/sad/frightened.’ etc.
SB Ex.E Dictionary work
(as in the Ministry Teacher’s Guide )
WB Ex.C Handwriting
(as in the Ministry Teacher’s Guide)
SB Ex.D Write the plurals
(as in the Ministry Teacher’s Guide)
2. (Role playing)Ask students to role-play the,'
‘es, ‘ies, ‘ves, and ‘the irregular’ in giving the
plurals of nouns.

Teacher’'s Guide



Learning objectives
* revising the intonation patterns
 using the second conditional tense
[ giving advice, using" If | were you,
I'd...’
[0 classifying types of plurals
Key structures
[ Would you go down in the submarine if
he asked you?
Yes, | would go do in it.
Yes, | would, too.
Key vocabulary
danger, submarine, glass, teeth, rocks,
shape
hit, attack, scream, slip off, swim away,
advise
far, special, suddenly, dark
Don’t worry!
Appropriate dramatic activities
« storytelling, role playing, choral
reading, reader’ s theater

Warm-up
(as in the Ministry Teacher’s Guide )
SB Ex.F&G  Quick silent reading:

Danger in the deep: Patt
. Play the cassette or present a model reading of

the story

. Ask students to answer the pre-questions
orally

. Ask questions about the main events of the
story orally

. Divide the class into four groups. These
groups will choose optionally the dramatic
activity to fulfill.

. Provide each group with props- prepared
before by the teacher or brought by the

students- that can help them in the activities

. Give each group a chance to show its activity.
When a group is showing the other groups are
the audience.

. Give the audience a time to comment on the

activities

. Ask students to answer the post questions

Danger in the deep: Part 1

Learning objectives

00 talking about what we can and can’'t do
now, and what we could and what we
couldn’t do in the past

[ thinking about prepositions

Key structures

[J | can understand English, but | can't
drive a car.

[0 When | was four, | could speak Arabic,
but | couldn’t speak English.

Key vocabulary

[ prepositions

Appropriate dramatic activities

[ role playing, choral reading

Warm-up
(as in the Ministry Teacher’s Guide )
SB Ex.H What can you do?

1. (Choral reading) Divide the class into two teams:
one says the question and the other says the answer

3. (Role playing) Get a student to role-play a person
of different ages, asking him about the things &e ¢
do now and the things he could do in the past.

WB Ex.E
(as in the Ministry Teacher’s Guide )

SB Ex.|

Finish the sentences

Learn about language:
Prepositions

(as in the Ministry Teacher’s Guide )

Teacher’'s Guide



Learning objectives

[0 refusing an invitation using ‘have
to’ to talk about an obligation

[0  expressing obligation with ‘have
to’, in the present and future tenses

Key structures

[0 I"'msorry, | can’t. | have to visit
my grandfather.

[0 We haven’t got much petrol
We'll have to stop for petrol.

Key vocabulary
[0 get hot, ask the way, rest

[ lost
[l Oh, dear!
Appropriate dramatic activities 1.
[0  story-acting, role playing
2.
Warm-up 3

(as in the Ministry Teacher’'s Guide )
J(Role playing) Practice some more invitations.

WB Ex.A Why must they refuse?
(as in the Ministry Teacher’s Guide )

4. (Role playing) Ask students for more similar
dialogues.
WB Ex.B

(as in the Ministry Teacher’s Guide )
SB Ex.A What is father saying?

(as in the Ministry Teacher’s Guide )

Rewrite the sentences

4. (Story-acting) Ask some students to act what
father is saying.

4,
5.
Learning objectives
[J  expressing obligation with ‘have to’, in the
present anduture tenses 6
Key structures
[0 The children and | will have to stay here.
0 You'll have to take a torch. 7.
Key vocabulary
shape, museum, ship, diving suit, torch,
treasure, bang, scream, reward, light 8.

save someone’ s life, dive, pull open, co
back, move, try, fight, keep still, hold, droj
swim away, belong, collect, leave

dark, outside, full of, marvellous

safely

Appropriate dramatic activities

storytelling, role playing, choral reading, read¢
s theater

Danger in the deep: Part

Warm-up
(as in the Ministry Teacher’s Guide )

SB Ex.B What do you remember
about Danger in the deep: Part 1?

(as in the Ministry Teacher’s Guide )

SB Ex.C&D Quick silent reading:

Danger in the deep: Part 2
Play the cassette or present a model reading of the

story

Ask students to answer the pre-questions orally
Ask questions about the main events of the story
orally

Learning objectives
[ talking about what was necessary in the f
using ‘had to’

Key structures
He had to take a torch because it was da

Appropriate dramatic activities
storytelling, story-acting, role playing,
choral reading

Divide the class into four groups. These groups
will choose optionally the dramatic activity to
fulfill.

Provide each group with props- prepared before by
the teacher or brought by the students- that can

help them in the activities

Give each group a chance to its activity. When a
group is showing the other groups are the
audience.

Give the audience a time to comment on the

activities
Ask students to answer the post questions
Warm-up

(Storytelling) (as in the Ministry Teacher's
Guide)

SB Ex.E Why did they have to do

these things?

(as in the Ministry Teacher’s Guide )

Teacher’'s Guide



4. (Choral reading) pivide the class into two
teams: one says the sentence and the other says the
reason.

SB Ex.E Why did they have to do
these things?

(as in the Ministry Teacher’'s Guide )

4. (Story-acting) Get pairs of students to act the
dialogue.

5. (Role playing) (as inthe Ministry Teachers
Guide)

Lesson 4

SBpage 60NVB page 44
Learning objectives
® discussing holiday plans, using the present

continuous tense, because the plans are
definite

Key structures

® What are the Ragabs doing next Saturday?
They’ re flying to Paris.

Key vocabulary
[0 hotel, sightseeing, shopping
Appropriate dramatic activities
001 storytelling, role playing

Warm-up

(Storytelling) (as in the Ministry Teacher's
Guide )

SB Ex.F Why did they have to do
these things?

(as in the Ministry Teacher’s Guide )

WB Ex.D Dialogue
(as in the Ministry Teacher’s Guide )
4. (Role playing) Ask a student to role-play

someone who is going on a trip, using similar
guestions.

Danger in the deep: Part

Teacher’'s Guide
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Oral Performance Test Appendix (4)

Dear Prof. Dr. /Dr.,

| am an M. A. student. A major part of my work esrheasure the improvement in
the students’ oral performance skills after beingtructed using the dramatic
activities. This requires preparing an oral perfange test. That is, the test is
designed to assess a student’s ability to perfoisn dn her knowledge in
meaningful contexts orally. For doing so, it attésno measure the students’ oral
performance skills in pronunciation, grammar, vadatly, word- formation and
language functions.

The test will be presented to examinees via abiesklet and a master tape
It can be administered individually by anyone gsiwo tape recorders. During
testing, the examinee listens to directions fromaster tape while following in a
test booklet. As the examinee responds to each isnor her performance is
recorded on a separate response tape. Each ex&niesponse tape is later
evaluated by a rater who scores the oral performakdls according to certain
criteria of measurement. In simple words, the sestks to elicit a representative
performance sample of an examinee’s speech in @ shee. It consists of the
following parts:

Part 1: includes some supply-type items in five questiamsl one matching
guestion. In this part, each question measuresobtiee oral performance skills:
pronunciation (vowel sounds), grammar (structuresl denses), vocabulary
(content words and function words) and word-foromati

Part 2: includes three different tasks of interaction digse which are role-play, a
picture description and a picture-based convensaliois part attempts to measure
the oral performance skills-pronunciation (intona)i, grammar, vocabulary and
language functions- in meaningful contexts.

Then, for the purpose of the test validity, you kiredly invited to respond
first to each question by choosing: (1) yes or (B, in relation to its
appropriateness for the skill to be measured, thezach item in one of two ways:
(1) agree or (2) disagree, regarding its wordingrapriateness. If you disagree on
a certain item, please write what you suggest. vemyarks you feel necessary are
highly appreciated

Thanks in advance for your cooperation,

The researcher,
Jihan El-Sayed Zayed,

English teacher,

Preparatory Stage
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Name:
Job:

PatY

4. 0 °
'\ Pronunciation:

*Vowel Sounds:
1-Say each word aloud then think of other three wais

having the same vowel sound

» Does Question No.1 measure pronunciation?
Yes [ ) Nol )

S Grammar:

*Structures:
2- Finish the following sentences with one word:-
, butlcant......... .

2-When | was five, | could Jbut I couldn't .......
3-If  had a plane, | travel to Paris.
4-Yesterday, | couldn’t gto the party because |

study my lessons.
5-1 am taking an exam

*Tenses

3-Use one sentence to describe every picture: -
1-He fished.

2-He is fish.

3-He is fishing.

4-He was fishing.

5-He has caught a fish

6-He is going to the sea.

> Do Questions No28.3 measure grammar?
2- Yes [ ) Nol )
3-Yes [ ) No( )




Oral Performance Test

Appendix (4)

@Vocabulary:

* Content Words:
4-Finish the following sentences using one word:
1-You can draw a straight line witha ........ :
2-When a volcano explodes, you can see

flies a plane .
4-'m very tired .I need to ....... .

has to wear a diving suit.

* Function Words:

5-Add a suitable preposition:

1-Divers looked the remains of Atlantis.
2- I'll go London next week.

3-1 bought a book cooking.

4-Please, look this picture.

5-Ahmed was born 1988 .

6- A mother must look her baby.

» Do Questions No.4&5 measure vocabulary 2
4-Yes ( ) Nol )
o-Yes [ ) Nol )

¥ Word-Formation:

6-Change the verb in brackets if necessary: -

f -Last week, a boy (go) out to buy sweets.
? -But he didn't (come) back.
(be) riding a bicycle.
t ¥ -His parents were (worry) about him.
(look) for him everywhere.

X X -Some thieves (take) him away.
(- They (hide) him in an old house.

&= -The policemen (find) him .
(return) him to his parents.
(be) very happy.

» Does Question No.6 measure word- formation?
Yes [ ) Nol )
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fCompIete the following dialogue between you ani
your friend, Aly. He invites you to go to the clubbefore

the exam day, but you refuse and advise him to styc

hard.

Aly : Good morning!
YOU & oD e
Aly :
You : I'msorry. ............ ) I .
Aly : oh,Il go.
YOU @ Ifrioieiiiieyeeeceen(@)
» Does it measure:
pronunciation, -Yes (
grammar, -Yes (
vocahulary -Yes (
and language functions?

Yes ( )

Pctre et |

é Describe each picture with one sentence:-

(D)o |

» Does it measure :

Pronunciation, Yes [ )
grammar Yes [ )
and vocahulary? Yes [ ]




Oral Performance Test Appendix (4)

(Comersation

4R [ ook at the pictures, then answer the following
questions:

Picture:  picture: Another picture

a-Isthismanafarmer?..........................
Why 2.
b-What does he do?............ccoooviiinnen.
c-Did you go to him before?...................
D-What would you like to be?............

» Does it measure:
pronunciation, -Yes (
grammar, -Yes (
vocabulary -Yes (
and language functions?
- Yes |

Remarks:




Oral Performance Test (Final Form) Appendix (4)

NN oo

Part 1

1- Say the following groups of words aloud, then gavhich vowel sound
you hear in each group

a- shade, trace, ate The vowel sounts ......
b- steam, between, field The vowel sound is ......
c- knife, wife, nice The vowel sound is ......
d- nose, boat, goal The vowel sound is ......
e- tube, use, new The vowel sound is ......

2-Finish the following sentences using one word:
1-You can draw a straight line with a ........ :

2-When a volcano explodes, you can see .... and .....
3-A..... flies a plane .

4-I'm very tired .l need to .... .

5-A ... has to wear a diving suit.

3-Add a suitable preposition:

1-Divers looked ...... the remains of Atlantis.
2-I'llgo ...... London next week.

3-1 bought a book ....... cooking.

4-Please, look ....... this picture.

5-Ahmed was born ...... 1988

6- A mother must look ...... her baby.

4-Change the word in brackets as shown:
-Last week, a boy..... (go) out to buy sweets. Use past tense

-Buthe ...... (do) not come back. Use past tense

-He ..... (be) riding a bicycle. Use past tense

-His parents were ..... (worry). Use past participle

-They ...... (look) for him everywhere. Use past tense

-Some ..... (thief) ...... (take)him away. Use plural-Use past tense
-The ....... (policeman) found him. Use plural

e (return to his parents, the boy was very hagpg.noun




Appendix (4) Or&lerformance Test (Final Form)

5- Finish the following sentences, changing the wits in brackets:

1-Ican ...... (write) , butlcan't...... (cook).

2-When | was five, | could ...... (run) ,but | couldnt...(swim) .

3-If I had a plane, I...... (will) travel to Paris.

4-Yesterday, | couldn’'t go to the party because .l.(have) to study
my lessons.

5-He can’t go out because he....(have) to do his heark.

6-Use one sentence to describe every picture:
1-He fished.

2-He is fishing.

3-He was fishing.

4-He has caught a fish.

5-He is going to the sea.

Part 2

o Describe each picture with one sentence




Oral Performance Test (Final Form) Appendix (4)

& ook at the pictures, then answer the following gestions:

b-What does he do?.......................
c-Did you go to him before?..............
d-What would you like to be?.............

#® What will you say in the following situations:
1-Your friend greets you in the morning?
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Checklist for measuring performance on Part 1(52 items - 36 marks)

Put a mark in the space (the total mark or zero):

%ﬂ?:ggp The Total Mark The Obtained Mark

Part 1

* Pronunciation (vowel sounds)
shade
trace
ate
The vowel sound is
steam
between
field
The vowel sound is
knife
wife
nice
The vowel sound is
nose
boat
goal
The vowel sound is
tube
use
new
The vowel sound is

Vocabulary (content words)

ruler

smoke, flames

pilot

rest

diver
Vocabulary (function words)

for

to

about

at

in

after
Word-Formation

went

did

was

worried

looked

took

thieves

policemen

returning

Grammar (structures)
write, cook
run, swim
would
had to
has to
Grammar (tenses)
(e)
(b)
(d)
(c)
(a)

I N

AR

2
1
2
3
4
5
3
1
2
3
4
5
6
4
1
2
3
4
5
6
7
8

(RSN

Hl—\/‘\
Sl

AWNROUDWNRO
Comn)
g

NaMe: ..o, Class: ....oovveeiiiiinn,
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Rating Scale

Appendix (6)

Rating Scale for measuring Performance on Part 2 (34 items -64 marks)

Rate your student’s response according to its communication of meaning (Circle the

Rating Scale Total
o[ 1] 2 3 | 4] Mark

mark):

art 4

* Picture description
a- Aman is lost.

b- A tractor is ploughing a field.

c- A plane can travel around the world.

Intonation
Vocabulary
Grammar

Intonation
Vocabulary
Grammar

Intonation
Vocabulary
Grammar

* Conversation
a-No, he can't be.

- Because he is a dentist.

b- He looks after people’s teeth.

c- Yes, | did.

d- I'd like to be a doctor.

Intonation
Grammar
Language functio

Intonation
Grammar
Vocabulary

Intonation
Vocabulary
Grammar

Grammar

Vocabulary
Grammar

* Role play
1- Good morning!

2- What about going to the club?

3- | have to study.

4-1f | were you, I'd study hard.

Intonation

Intonation
Vocabulary
Grammar
Language functio

Intonation
Vocabulary
Grammar
Language functio

Intonation
Vocabulary
Grammar
Language functio

cNoNoNe]

[cNoNoNe)

[cNoNoNe]
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Jury Members Appendix (7)

1- Names of the Oral Performance Test Jury Members

Name and Position

Prof. Dr.Mostafa A. Badr
Professor of Curriculum and Instruction of Engli
Faculty of Education, Tanta University

Prof. Dr. Sirvart K. Sahakian
Professor of Curriculum and Instruction of Engli

Faculty of Education, Mansoura University

Prof. Dr.Badran A. Hassan

Professor of Curriculum and Instruction of Engli
Faculty of Education, Mansoura University

Dr. Ahmed A. Aliewh

Associate Professor of Curriculum and ttostion of
English — Faculty of Education, Tanta University

Dr. Nagwa H. Serag

Lecturer of Curriculum and Instruction of English] —
Faculty of Education, Tanta University

Dr. Asmaa A. Mostafa

Lecturer of Curriculum and Instruction of English] —
Faculty of Education, Mansoura University
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2- Names of the Dramatic Activities Questionnaire Jry Members

Mohammed Salah

Rania Mohammed

Abdel-Hammed Shoala

El-Sayed El-Gamal

Hassan Ezat

Abeer El-Moneir El-Mahalla
Hamed Soliman

Alaa Asy

EL-Sayed Romeya

Yasser El-Menshawy Sammanoud
Osama Mealed

Aly Yehia

Tarek Fady El-Santa

Mohammed Fekry S oft
elta

Amany Mohammed
Mohammed Ebrahim Bassyoun

Mohammed Ebrahim

Kafr El-Zayat

Sakr Abdel-Aal
Banha




