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(074

Yabanci dil 6grenme siireci, O0grencilerin yalniz biligsel yoniiyle degil, aym zamanda
psikolojileri ile de ilgili bir konudur. Ogrencilerin motivasyonu, 6zgiiveni ve kaygi durumu
akademik basarilar1 lizerinde 6nemli bir role sahiptir. Konusma kaygisi, yabanct dil
Ogretmenleri ve Ogrencileri i¢in ciddi sorunlardan biri haline gelmistir. Bu nedenle, bu
calisma dramanin yabanci dil konusma kaygisi iizerine etkisini 6grencilerin bakis agisina
gore incelemeyi amaglamaktadir. Ayrica, yabanci dil 6grenme siirecinde dramanin
Ogrencilerin konusma becerisine katkisi olup olmadigini ortaya ¢ikarmak hedeflenmektedir.
Bu ¢alismanin katilimcilart Kocaeli’de yer alan bir mesleki ve teknik anadolu lisesinde
Ogrenim goren 22 Ogrencidir. Arastirma 2018-2019  egitim-0gretim  yilinda
gergeklestirilmistir. Calismada veri elde etmek amaciyla hem nitel hem nicel yontemler
kullanilmustir. Ogrencilerin kaygi diizeylerini 6lgmek igin 1986°da Horwitz, Horwitz ve
Cope tarafindan gelistirilen Yabanci Dil Sinif i¢i Kayg1 Olgegi’nden faydalanilmistir. Ancak
calisma yabanci dil konusma kaygisi ile ilgili oldugu i¢in 6lgegin 18 maddesi kullanilmustir.
Konusma kaygisini 6grencilerin bakis acisina gore yansitmak amaglandigindan 6grencilerin
drama etkinliklerine dair dil 6grenme deneyimlerini detaylica ortaya ¢ikarmak i¢in, agik uglu
anket, sinif giinliikleri, genel degerlendirme formu ve gézlem gibi nitel 6lgme araglarindan
da yararlanilmistir. Ayrica, dramanin 6grencilerin basarisi lizerindeki etkisini incelemek
amaciyla dgrencilere basari testi uygulanmistir. Aragtirma sonuglari, dramanin kullaniminin
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Ogrencilerin konusma kaygilarint azaltma ve akademik performanslarini gelistirme
acisindan yabanci dil 6grenme siirecine katki sagladigini ortaya ¢ikarmastir.

Anahtar Kelimeler  : Drama, yabanci dil 6grenme, konusma kaygisi
Sayfa Adedi : Xvil + 143 sayfa
Danisman : Prof. Bena GUL PEKER
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ABSTRACT

Foreign language learning is not solely an issue of cognition but also psychology of learners.
Learners’ motivation, self-confidence and anxiety play a significant role in their academic
performance. Anxiety in speaking has become one of the serious concerns of foreign
language teachers and learners. Thus, the main purpose of this study is to investigate the
effects of drama on foreign language speaking anxiety (FLSA) from learners’ perspectives.
It is also intended to reveal whether drama makes a contribution to learners’ speaking skills
in foreign language learning process. The participants in this study were 22 students in a
vocational and technical high school in Cayirova, Kocaeli. The research was conducted
during the academic year of 2018-2019. In the study, both qualitative and quantitative
methods were used to collect data. In order to measure participants’ anxiety levels, Foreign
Language Classroom Anxiety Scale (FLCAS), developed by Horwitz, Horwitz and Cope in
1986 was utilised. However, as the study is concerned with speaking anxiety, 18 items from
the scale were used. Since it was intended to reflect speaking anxiety from learners’
perspectives, qualitative instruments such as open-ended questionnaire, classroom diaries,
self-evaluation form, and observation were used to reveal detailed information about
learners’ language learning experiences related to drama activities. In order to explore the
effect of drama on learners’ academic performance, learners were given an achievement test.
The results demonstrated that the use of drama can make a great contribution to foreign
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language learning process in the way that it lowers speaking anxiety and improves academic
performance of learners.
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CHAPTER |

INTRODUCTION

In today’s globalized world, English has emerged as a universal language in the fields of
science, technology, business, education, politics and academics. As a result, the ability to
communicate in English has become a necessary requirement to be embraced by the global
community. Considering that the most used form of communication is spoken, effective

speaking skills are critically important.

The education system in Turkey favors English foreign language teaching greatly. The
teaching starts from 2nd grade through 12th grade. Despite the efforts and years spent on
education, a majority of Turkish students cannot express themselves or respond to questions
in oral communication. In 2018, EF English Proficiency Index (EPI) ranked the English
proficiency from 88 countries throughout the world and Turkey was ranked in the 73rd,

which was an indication of very low proficiency.

In the pedagogical environment of English as a Foreign Language (EFL) in Turkey, the issue
of improving oral communication skills has long been in the spotlight of practitioners and
theoreticians in the field. It appears that one of the biggest challenges teachers face is
learners’ affective factors. Activities that are based on speaking often cause anxiety among
the learners. It seems natural that high anxiety levels result in a learning environment with
learners who shy away from classroom interactions or who participate reluctantly. Thus,
helping the students overcome their speaking anxiety and gain confidence in oral

communication are of great importance for teachers.



Current language learning theory promotes active involvement in the learning process and
embraces what learners bring into the learning environment. Drama, particulary role play,
has long been recognized as a precious means of teaching a foreign language to achieve
educational goals. Not only does drama develop four macro-skills, listening, reading,
writing, and speaking, but also offers an authentic and meaningful way to practice language
for communication. Whether or not teachers incorporate drama activities in EFL classes,
they seem to be aware of the fact that drama can be a beneficial tool to achieve goals
associated with the learning environment. In particular, teachers who advocate modern
approaches might give a credit as the usefulness of drama can help to faciliate learning and
reduce speaking anxiety. In addition to teachers’ perspectives, it is also significant to reflect
learners’ foreign language learning experiences, mainly foreign language speaking anxiety.
It might provide great benefit to utilise drama in order to create a supportive learning
environment in which learners feel less anxious and more confident so that they can release
their potential. Thus, this study was conducted to investigate the causes of speaking anxiety

and the effects of drama on speaking anxiety from learners’ perspectives.

1.1. Statement of the Problem

High schools in Turkey present four macro skills of English language in an integrated way
(Ander, 2015). Course books are based on themes that develop listening, speaking, reading,
and writing skills in a blended way. However, the time allocated for improving speaking
skills is very limited because it is integrated with the other three language skills. There is a
high probability that some students do not receive enough opportunities for speaking
activities, especially if they are shy. In order to evaluate learners’ performances, one-shot
exam questions are generally preferred. This practice of teaching and assessment of speaking
skills is likely to cause anxiety in the learners, resulting in failure. It seems no wonder that
teachers often encounter resistance in revealing and assessing learners’ speaking

performances. This negative learning condition carries onto outside the learning



environment. What is disappointing is that learners’ bitter learning experience causes them

to discontinue their foreign language learning journey after compulsory education.

This is particularly true for vocational and technical high schools in which English
instruction is limited to five hours per week and learners suffer from speaking anxiety. The
limited time does not allow the teachers to take a close interest in each student as they instruct
an increasingly diverse group of students in their classrooms. At the same time, teachers are
expected to make use of the instructional time effectively to involve all students in classroom
activities. There seems to be a need for alternative assessment methods in which learners’
language skills are revealed in a non-threatening way that encourages participation. In this
respect, drama seems to be a beneficial tool to achieve these learning goals. Drama is an
effective means that integrates language skills, such as reading, writing, speaking, listening,
grammar, and pronunciation with a focus on fluency and meaning (Dodson, 2000). It also
has the potential to create an environment to help the learners feel a sense of
accomplishment, which increases commitment to learning. And yet, drama seems to lack the
attention it deserves in EFL teaching contexts and its educational potential is often
underestimated. It is necessary that the use of drama be more prevalent in language

classrooms (Dougill, 1987; Kalidas, 2014).

1.2. Aim of the Study

There is a strong relationship between foreign language learning and psychology of learners.
As learners are at the center of learning process, their psychological states have an influential
role in their learning. Language teaching that is blind to the learners’ way of acquiring
knowledge is likely to fail. Non-threatening learning settings may create a basis for anxiety-
free communication and improvement in speaking skills. Drama activities that require
teamwork and social interaction seem to provide necessary learning environment for both

the teachers and learners.



Foreign language learners experience a high level of anxiety mainly when faced with
speaking activities, which results in less participation. However, it is a known fact that
learners cannot develop communicative abilities if they keep avoiding speaking activities

(Kagan, 1995).

The study was conducted to investigate the causes of speaking anxiety and the effects of
drama on speaking anxiety from learners’ perspectives. The research questions that the study
aimed to explore are as follows:

1-What are the reasons for learners’ anxiety in EFL classes?

2-Can drama activities help students overcome foreign language speaking anxiety (FLSA)?

3-How can drama activities help improve speaking in foreign language learning?

1.3. Significance of the Study

Foreign language learning is influenced by a number of affective factors such as attitude,
motivation, and anxiety. Among these factors, anxiety has gained increasing attention. A
high majority of learners experience some kinds of anxiety in their learning process. As a
result, the nature of foreign language anxiety and its effects on learning have been crucial
issues. Despite the fact that there are numerous studies that investigate general foreign
language anxiety (Bas, 2014; Dewaele, 2015; Er, 2015; Yan & Horwitz, 2008), the studies
that focus on FLSA appear to be scarce. In addition, studies generally reflect viewpoints of
practitioners and researchers in the field. It seems that learners’ viewpoints need more
consideration. In this regard, focus on revealing learners’ perception of their own learning
with their feelings, success, and failure might broaden our understanding of foreign language

anxiety concept.

The use of drama in reducing speaking anxiety and developing speaking skills of teenagers
has been recognized in learning environments of Turkey. Although English language
teachers have long recognized the use of drama in foreign language teaching, there seems to

be an avoidance of drama in the classrooms due to various reasons. One of the difficulties



they face is organisation of drama activities in the classrooms (Kalidas, 2014). The study
might serve as a helpful endeavor that can provide some practical strategies about how drama

activities can be used in foreign language classrooms.

1.4. Limitations of the Study

Language anxiety differs from other forms of anxiety because what creates anxiety often
springs from the learning environment itself (Horwitz, Horwitz, & Cope, 1986). As each
English language classroom environment is unique, it has its own dynamics and sources of

anxiety. Therefore, foreign language learning contexts should be studied in isolation.

In this study, reasons of speaking anxiety were investigated in a vocational and technical
high school. For the study, the sample group consisted of 9th grade students. The main
limitation of the study is that it is a case study that investigates the causes of speaking anxiety
and that offers possible solutions to the anxiety problem of the chosen group. Thus, the
findings can not be generalized for the fact that the causes of speaking anxiety and possible

solutions may vary in different environments.



CHAPTER Il

REVIEW OF LITERATURE

This chapter discusses drama from a variety of perpectives. The first section discusses the
various definitions of drama. The discussion continues with an exploration of the theory of
drama in education in the light of current methodology. Next, the benefits and possible
problems of drama in language teaching are presented. Finally, types of drama and some

activities are briefly explained.

In addition to drama, the chapter also focuses on the relationship between speaking and
anxiety phenomena in foreign language learning. It discusses the significance of speaking
skill in foreign language learning process. Then, it considers the issue of speaking anxiety

from various aspects.

2.1. The Definition of Drama

The origin of the word drama is a Greek verb dran, which means “to do”. This simple
definition sets forth that drama requires an action. Wessels (1987) affirms this definition by
stating “drama is doing [something or an action]”. Although these definitions provide a
general idea about what drama might be, there still stands an ambiguity. In broad terms,
drama can be used to indicate “a wide range of oral activities that have elements of
creativity” (Hubbard, Jones & Thornton, 1986, p. 317). They make an emphasis on the
importance of creativity in drama which is also highlighted by Holden (1982), who defines
drama as an activity in which imagination is involved as drama draws upon the world of

“let’s pretend”. In particular, she argues that drama asks the learner “to project himself or
6



herself imaginatively into another situation, outside the classroom, or into the skin and

persona of another person” (p. 1).

Based on these definitions, it can be argued that drama is life itself as imitation and creativity
which can be witnessed in our everyday lives. These innate human characteristics are
independent of place and time, from babyhood till death. It would not be wrong to assert that
being able to imitate makes us all actors almost from the cradle as it is a known fact that
babies sometimes fake cry to get attention or to get what they want. Their language acquiring

process and getting involved in a play contain some degree of imitation and creativity.

It would be unwise to consider drama as an activity intrinsic to children since drama has a
great potential to make use of in almost everything. Drama enables humankind to make sense
of the world and to deal with the challenges. Wessels’ (1987) everyday examples provide a

clear idea of how drama and life are entwined.

Drama is doing. Drama is being. Drama is such a normal thing. It is something that we all engage
in daily when faced with difficult situations. You get up in the morning with a bad headache or
an attack of depression, yet you face the day and cope with other people, pretending that nothing
is wrong. You have an important meeting or an interview coming up, so you “talk through” the
issues with yourself beforehand and decide how to present a confident, cheerful face, what to
wear, what to do with your hands, and so on (p. 6).

The explanation of Wesssels is also crucial in bringing to light that drama does not
necessarily involve an action that can be directly observed; it can be acted out behaviorally
or exist at the thought level. The latter is described by Landy (1982) as ‘internal drama’,
which he claims to be significant in enabling to get a new perspective on reality. Whether or
not the reality involves favorable conditions, in either way ‘internal drama’ is activated for
a different scenario. Thus, it can be seen that drama represents virtual reality of life itself,

coming into play in actions and thoughts.

2.2. Drama in Education

Drama is one of the earliest practised activities in human history. In primitive ages, a good

hunt or an abundant rainfall were the events to feel grateful for. In order to show their
7



gratitude, people arranged celebrations in which songs, dances, costumes and even masks
were involved. At a first glance, these celebrations might seem to be for entertainment
purposes only, but drama held a vital place as it served as a means to share common values,
needs and hopes (Landy, 1982). In this aspect, it could be said that drama performed social
and cultural roles in their lives. In time, these roles became so critical that drama
performances were introduced to the public in a more sophisticated manner. The first
institutionalized examples appeared in Athens where festivals in honor of Dionysus were
held. Those festival organizations included dramatic performances which led way to the birth

of theatre (Revermann, 2017).

What one might infer from the early ritual festivals is that drama and theatre refer to the
same thing. And yet, despite the fact that drama and theatre have some features in common,
they cannot be used interchangeably as there are distinct differences. Dougill (1987)
distinguishes between the traditional type of drama and activities such as role plays,
simulations, games, and songs. He identifies the former as “theatre” and the latter as
“informal drama” (p. 1). Informal drama can be regarded as the use of dramatic activities for
educational purposes. Another distinction between theatre and educational drama is that in
theatre the purpose is to entertain the audience while in drama participants entertain
themselves. In fact, as Heathcote states, “the difference between the theatre and the
classroom is that in the theater everything is contrived so the audience gets the kicks. In the
classroom the participants get the kicks” (Wagner, 1976, p. 147). The differences between
them are also explained by Grady (2000) in detail. He pays particular attention to the
educational role of drama, stating that drama is concerned with the process rather than the
product and the teacher acts like a facilitator rather than a director. Indeed, “drama is about
process and not product” (Giil Peker, 2013, p. 163). In this respect, it is not a surprising fact
that drama as a teaching strategy has been utilized in a wide range of environments such as
religious, military, governmental and educational institutions. It was a common practice of
the medieval church to benefit from drama in order to reach the community and teach the

religious values (McCaslin, 2006). Even National Aeronautics and Space Administration

8



(NASA) astronauts make use of drama through realistic simulation techniques as exercises

provide effective training necessary for space environment (Ashton-Hay, 2005).

The implementation of drama for educational purposes, particularly in schools, requires
meticulous care as pedagogical aspects of drama can easily be neglected. McCaslin (2006)
makes an emphasis on the these aspects and points out that drama as a teaching technique
and drama as an art may share similar procedures, but that they differ in view of their ultimate
desired goals. When drama is employed as a teaching technique, the intention is often to
create an interest, solve problems, teach new skills and make a change, mainly in attitudes.
Drama as a teaching technique is also described by Maley and Duff (1982) with a highlight
on its function. They maintain that ‘drama techniques’ refer to classroom activities where
learners can get an opportunity to reflect their personality, emotions and thoughts. Based on
the explanations, it can be concluded that a drama integrated classroom takes aim at
improving students’ cognitive and social potential. Kao (1994) states that “a drama-oriented
language classroom is a place where the teacher and the students socially and academically
interact with each other to achieve the goals of learning” (p. 6). Pedagogically speaking,
drama, particularly imitating skill, is not a totally new skill that can be taught, but a skill
that already exists with a natural capacity. However, “this natural ability is inhibited under
the cloak of academics, rational thinking, and socially acceptable behavior” (Landy, 1982,
p. 14). Hence, it is necessary that teachers help learners reveal and sharpen their imitating

skills.

With regards to how drama has been a crucial component in the world of education, the
effort of Dorothy Heathcote is worthy of great appreciation. She is an English drama
educator who has contributed to the integration of drama into the curriculum. The way she
designs dramatic activities is out of common in that she involves the teacher in the task itself.
According to Wagner (1976), Heathcote helps the learners to reach their own unknown
potential, acting as a stimulator rather than a director. Tuluk (2004) asserts that Heathcote
does not assign a drama task to only the learners but also the teachers through designating

an active role as an organizer. In this engagement of both learners and teachers, learning is
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not accomplished completely as it is an unending process. Thanks to the endeavours of
Dorothy Heathcote, teachers can supply learners with a stress-free learning environment

with opportunities for dramatic activities.

Today, the implementation of drama activities in language classrooms is common practice,
particularly for young learners, as it gives support to contextualised and authentic language
use in a safe learning environment (Davies, 1990; Maley & Duff, 2005). Thus, it is crucial
to bear in mind that providing available learning environments is a significant prerequisite
in integrating drama into teaching. Teachers can make use of drama games, mime, stories or
show-and-tell songs as warm up activities to provide a basis for supportive and meaningful

communication in the classroom.

In this sense, Holden (1982) suggests that there are 5 essential steps to follow. First of all,
teachers need to introduce the topic or problem well and let the learners know what they
need to do to accomplish it. Then, learners design their tasks through exchanging opinions
in groups. The next step involves the testing of the opinions until reaching a final decision.
The groups then introduce their task to the class. Finally, the whole class is involved to
evaluate the tasks and offer their own solutions to the stituations. Miccoli (2003) also
provides some stages which are listed from simple to complex;
Preliminary stage — relaxing, breathing exercises, laughing with each other as a group

Intermediate stage — emotion, action, gesture, how to show crying and laughing

Presentation stage — working on the script itself (p.128).

2.3. Theoretical Framework for Drama

“I am looking for a method where the teacher teaches less and the student learns more.”

- Johann Amos Comenius

Over the past decade, the philosophy of language teaching has put a great emphasis on
learner-centered approaches. This change in philosophy has significantly shaped the nature

of learning not only in theory but also in practice with the result that the roles of learners and
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teachers are no longer the same (Card, 2012; Johnson, Delarche, Marshall, Wurr, Edwards,
1998; Nunan, 1987). Learners are required to take responsibility for their learning through
active participation in communicative activities. The teacher’s role has also changed into a
facilitator who organizes the classroom environment considering learners’ needs and
interests rather than an authority figure. The change has also revealed its influence on course

books as they are designed in a way to ensure learners’ active role in learning.

Based on promoting students’ active participation in learning environment, practitioners of
education constantly seek for better methods and techniques to involve learners more in the
learning process. In search of a more effective learning environment, drama has shown itself
as a hepful guide to assist both the teachers and the learners. Arguably, drama activities
contribute to the learning environment to a great extent. The studies that describe the nature
of language teaching and learning have proven numerous benefits of drama. The use of
drama in language teaching provides contextualised language use rather than isolated use of
vocabulary and grammar (Wessels, 1987; Gill, 2016), encourages social interaraction
through cooperation (Bernal, 2007; Kagan, 1995), increases confidence and motivation
(Davies, 1990), appeals to different language levels (Maley & Duff, 2005). Holding a
positive view of drama in classroom use, Gill (2007) gives point to the benefits of drama
when compared to traditional teaching methods. The comparison is noteworthy as he

highlights the educational aspect of drama in the classroom as follows:
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Table 1

The Comparison of Traditional and Drama-Integrated Teaching

Traditional Drama
1. Objective Subjective

2. Teacher-centred Learner-centred

3. Focus on grammar Focus on communication

4. Sequenced language items Meaningful activities

5. Observation-based work Participation-based activities
6. Language practice Language use

7. Emphasis on accuracy Emphasis on fluency

8. Predictability of response Information gap

9. Avoid errors Accept errors

Gill, C. S. (2007) Motivating English-Language Learners through Drama Techniques. INTI Journal: Special
Issue on Teaching and Learning, 1-10.

Based on the mentioned benefits of drama, it can be inferred that drama has a crucial place
in language teaching methodology as it corresponds to the underlying principles of current
learning theories such as Constructivist Theory, Vygotsky’s Sociocultural Theory,
Krashen’s Affective Filter Hypothesis, Gardner’s Multiple Intelligences Theory, and

Communicative Language Teaching (CLT).

2.3.1. Active Participation: Constructivist Theory

The pioneers of the constructivist theory of learning are Piaget (1971), Bruner (1961) and
Dewey (1929), who hold the belief that knowledge exists within the learner and not solely
in the environment itself. Their theory is based on the notion that learning is not a simple
matter of stimulus-response relationship, but a process in which the learner constantly tries
to construct knowledge through direct experience with the environment. Tam (2000) argues
that constructivist learning occurs as a result of a complex interaction of learners’ prior

learning experience, the learning environment, and the problem situation. During this
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process of learning, as learners have different learning experiences, their perception of the
world might be different from what exists in reality (Jonassen, 1991). In this regard, the

implication is that no learning is the same.

Drama holds a special place in constructivist theory for activities in drama enable the learners
to take an active role in drama activities. Dewey (1929) advocates that learners be at the
heart of learning and learn through taking an active role. Drama principles mentioned by
Ulas (2008) best explain how drama overlaps constructivist theory. His principles include
presenting the content in a meaningful manner, ensuring learning through interaction with
the environment, involving more sensory channels, promoting direct experience, and

fostering permanent learning.

In a constructivist learning environment, the roles of the teacher and learners are different
from conventional roles. The teacher is expected to establish a collaborative problem-solving
environment and act as a guide whilst the learners are involved in problem-solving situations
in order to take responsibility for their own learning and construct their own knowledge.
Providing the learners with learning opportunities through direct experience creates a sense
of accomplishment and enthusiasm (Maley & Duff, 1982). In fact, when learners are
provided with a well-organized constructivist learning environment, it is most likely that
effective learning occurs (Bada, 2015; Giil Peker, 2013). As can be seen, drama might easily

meet the expectations of constructivist proponents.

2.3.2. Cooperation in Learning: Vygotsky’s Sociocultural Theory

The perception of Vygotsky (1978) regarding the learning process differs from that of
Piaget’s. Piaget (1971) puts the emphasis on the learner’s interaction with the physical world,
while Vygotsky attaches great importance to the role of social interaction in learning. Hence,
the connection among the learners and the learning environment are considered as valuable

sources for learning.
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Vygotsky also introduced the term “Zone of Proximal Development” (ZPD), which stands
for the distance between what learners can do alone and what they can achieve with parents,
teachers, or peer guidance. Vygotsky (1978) claims that when a cooperative learning
environment is ensured, learners are capable of improving their level of knowledge and
performance. Similarly, it is highly probable that when learners feel the sense of success
through cooperative and collaborative activities with their peers, they can make use of their
knowledge in their real lives. In the classroom, ZPD is revealed in the sense that learners can
perform a given task through social interaction with a teacher or other more capable learners
in order to make the best of their own potential. The study of McCabe (2017) focused on
children aged three to six in terms of their behavior in sociodramatic play. The results of the
study implied that when children were involved in play without any assistance, their
interactions were more prone to be negative and exclusionary. In the light of this, it can be
concluded that co-construction has a significant place in learning and drama can supply

collaborative learning opportunities.

2.3.3. Removing Barriers: Krashen’s Affective Filter Hypothesis

Undoubtedly, foreign language learning is a complex process which is influenced by a wide
variety of factors both in and outside the learning environment. It is a widely acknowledged
fact that learners bring not only their cognitive skills but also their emotions and attitudes
into the classroom. It is argued that students not only involve their senses, but they also
connect an emotional bond to the learning (Moore, 2004). Krashen (1982) asserts as
language learning process occurs subconsciously, it becomes almost impossible to achieve
cognitive learning goals when learners hold negative attitudes towards the learning
environment. This psychological phenomenon is described as the ‘affective filter hypothesis’
by Krashen (1982) using the ‘affective filter’ as a barrier which obstructs learning (p. 31). It
involves feelings, attitudes and emotions of learners. When the filter is up, the learner is
unlikely to receive the information. When it is down, there is a stress-free environment that

facilitates learning.
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As regards the influence of affective factors in foreign language learning environments, it
can be said that a majority of learners experience challenges. Ortega (2009) expresses that
“learning and using a foreign language poses a threat to one’s ego” (p.192). Hence, many
learners establish an emotional tie with their learning experience. It may even be the case
that some learners can make silly mistakes, freeze up or just go blank despite having studied

intensively and being proficient in their language.

The fact that drama has a high potential for helping learners to lower their anxiety levels has
been proven in numerous studies (Atas, 2015; Gill, 2007; Kao & O’Neill, 1998; Maley &
Duff, 1982; Miccoli, 2003; Uysal & Yavuz, 2018; Yilmaz & Dollar, 2017). Drama makes it
possible through the activities in which learners are assigned roles, so learners do not take
negative criticism personally. Phillips (2003) believes that students get free from their
inhibitions through getting involved in roles which enable them to “escape from their
everyday identity” (p. 7). That drama provides cooperative group work environment also
contributes to lowering learners’ anxiety levels. When anxiety-free learning environment is
established, it might become possible for teachers to connect a bridge to reach the learners’

hearts and minds.

A good way of exploring learners’ attitudes is looking at learners’ metaphors for language
learning. Metaphor can be described as "a figure of speech that makes a comparison between
two things that are basically dissimilar" (Damrosch, 1985, p. 990). In simple terms, it can be
defined as ““ a device for seeing something in terms of something else” (Burke, 1945, p. 503).
Based on these definitions, it might seem that metaphor is simply a stylistic or ornamental
device of language; however, it is pervasive in everyday life, not only in language but also
in thought and action due to the fact that the human conceptual system is basically
metaphorical in nature (Lakoff & Johnson, 1980). In this regard, metaphor can be considered
as a mental phenomenon, sometimes manifested in language, sometimes in gesture or in

graphic form (Cameron & Low, 1999).

The relationship between metaphor and thought has been extensively investigated by Lakoff

and Johnson (1980). In their book Metaphors We Live By, they point out that not only is
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language metaphorical but also the way of thinking, which is revealed in their Conceptual
Metaphor Theory (CMT). They also provide examples of how our conceptual structure and
mental representations are manifested in the language we regularly use. For instance, the
perception that ‘argument is war’ can be observed in daily linguistic practices. Here are some

examples:

Argument is War

Your claims are indefensible.

He attacked every weak point in my argument.

His criticisms were right on target.

I demolished his argument.

I’ve never won an argument with him (Lakoff & Johnson, 1980, p. 4).

Similarly, the perception that ‘time is money’ reflects itself in daily expressions such as
‘saving time’, ‘wasting time’, ‘investing time’, and ‘borrowing time’. Based on examples of
both metaphors, it can be inferred that these expressions do not exist individually as random
cliches, but reflect underlying metaphorical conception of how we perceive the world.
Metaphorical entailments can reflect coherency in the system of metaphorical concepts and
metaphorical expressions for those concepts (Lakoff & Johnson, 1980). In this sense, it can
be argued that metaphor is partially rational in nature for it combines reason with

imagination.

As mentioned before, metaphor is considered not only as an extraordinary ornamental device
in language but also as an ordinary phenomenon. It is shaped by the conceptual system and
reflected in the language people regularly use (Evans & Green, 2006; Gibbs, 1999). The
reason of its pervasiness might be that many of the concepts that are valued are often abstract
or cannot be fully described (feelings, ideas, time, etc.), but it can be easier to understand
when more concrete concepts (spatial orientations, objects, etc.) are involved (Lakoff &

Johnson, 1980).

Based on the idea that metaphors play a significant role in people’s thinking and learning,
the knowledge of metaphorical expressions learners use may supply teachers with an insight
into the metaphorical nature of the concepts that influence learners’ actions and decisions.

In other words, metaphors may serve as 'windows' for a better understanding of learners’
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cognitions and feelings. Thus, Shuell (1990) claims that “if a picture is worth 1,000 words,
a metaphor is worth 1,000 pictures! For a picture provides only a static image, while a
metaphor provides a conceptual framework for thinking about something” (p. 102).
Metaphors can serve as reliable sources since learners use them unconsciously. Ellis and
Barkhuizen (2005) argue that “because they are usually employed without consciousness on
the part of the learners, they are arguably less subject to false-representation than learners'
direct comments about learning” ( p. 313). The benefit of investigating learners’ thoughts
and beliefs through indirect means is that the findings are more likely to be authentic (Block,
1992; McGrath, 2006). Metaphors may also be used as a guide to predict future actions for
there is a tendency to define our own ‘reality’ through metaphors and act on the basis of the

metaphors (Lakoff & Johnson, 1980).

Concerning the relationship between metaphors and cognition of learners, Farias and Véliz
(2016) focused on twelve learners’ visual and narrative metaphorical depictions about
language learning. It was seen that learners perceived language learning as a complex
process, as an opportunity to interconnect with the world, and as a pleasant and growing
experience. Farjami (2012) conducted similar study in order to reveal learners’ attitudes
about language learning. In his study, he asked the learners to finish the prompt: “Learning
a foreign language (for example English) is like . . .” . Among the themes that emerged from
learners’ images and metaphors, the most popular one was ‘exploration’. Other frequently
referred themes included ‘sports and physical activity’, ‘journey’, ‘food, cooking, eating’
and ‘personal growth, identity renewal’. In the study of Dinger (2017) learners were provided
with two prompts which were “Speaking English is like... because...” and “A good speaker
of English is like... because...”. From learners’ metaphors, it was revealed that speaking
was seen as a skill requiring much effort and also giving pleasure. In addition, ‘good speaker
of English’ was considered as ‘someone who is fluent at speaking’, ‘universal’, ‘disarming’,
‘wise’, ‘privileged’ and ‘hardworking’. The mentioned studies are significant in the way

that learners’ perspectives regarding foreign language learning are revealed.
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In foreign language learning environments, metaphors employed by foreign language
learners about their learning experiences can be of great value and may increase awareness
about the nature of foreign language learning. When teachers are aware of learners’
perceptions related to foreign language learning, they can identify problems and arrange the

instructional methods considering learners viewpoints.

2.3.4. Embracing Differences: Multiple Intelligences Theory

Itis a common experience of teachers that despite providing the same input to their learners,
the way learners respond to it varies greatly. This may be due to the fact that people learn
differently with different paces due to differences in their their biological and psychological
states (Reiff, 1992). Based on this perspective, Gardner (1983) introduced Multiple
Intelligences (MI) theory in order to ensure that learners’ different intelligences be addressed
for effective learning. His theory involves eight intelligence kinds. With the theory, he
suggests that people possess many intelligence types, but that their level of capacity ranges
in the skills. Verbal learners are good at dealing with written and spoken information.
Intrapersonal learning is linked with the feelings. Interpersonal learners take an interest in
social interaction activities. Kinesthetic learning involves physical activities. Location of
things, directionsand visual details are in the scope of spatial learning skills. Logical learners
are strong in identifying abstract concepts and patterns, solving problems, and logical
reasoning activities. Learners with musical intelligence perform better when they work with

rhythm, melodies and songs.

It can be argued that drama has a rich potential to engage most of the intelligences in learning
activities. Ashton-Hay (2005) points out that drama is capable of integrating all the learning
kinds. Drama embraces differences through engaging the learners in group activities in
which every effort is appreciated. Mixture of different ability levels in the same group
provides the learners with an opportunity to contribute to the group work through bringing

their skills (Gill, 2008). For example, learners who are good at verbal skills can get involved
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in speaking and reading tasks such as scripts. Learners with spatial intelligence can enjoy
describing a direction. Kinesthetic learners might be willing to take a part in pantomime.
Interactive activities such as role plays may appeal to intrapersonal learners. In fact, all
participants can easily find an appropriate place in the tasks and enrich the group experience
through adding their own perspective. Charles and Kusanagi (2007) allege that when all
learners feel the sense of accomplishment at drama, they are more likely to feel competent

and motivated.

2.3.5. Authentic Language: Communicative Language Teaching

Current language teaching philosophies have led way to making some changes in language
teaching pedagogy. Among the prominent changes, the focus on meaning and authentic
language can be considered significant due to the fact that real communication involves these
features. As aresult, trying to enable the learners gain general communicative ability in order
to tackle with everyday situations has become a crucial concern among educators.

Communicative Language Teaching (CLT) is said to serve as a helpful guide in improving
communicative ability. CLT offers a multidisciplinary perspective that has its basis in
disciplines such as psychology, sociology philosophy, linguistics and pedagogy (Savignon,
2002). As communication is a complex process, providing a wholistic approach to improve
learners’ communicative competence seems to be fruitful. It is of vital importance to bear in
mind that promoting communicative competence does not mean neglecting accuracy for the
sake of fluency as “one of the most characteristic features of communicative language
teaching is that it pays systematic attention to functional as well as structural aspects of
language, combining these into a more fully communicative view” (Littlewood, 1981, p.1).
As mentioned, CLT is concerned with the communicative competence which is different
from being able speak in the target language. In fact, it means much more than mastering
linguistic sturctures. Communicative competence can be described as ‘the ability to use the
language accurately, appropriately, and flexibly which are strongly linked with grammatical,

sociolinguistic, and strategic competence respectively’ (Yule, 1996, p. 197). In general
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terms, it is often used to indicate appropriate use of language depending on the social context
(Hymes, 1972). Specifically, it can be said that communicative competence involves not
only linguistic competence but also the social competence to decide on the appropriate
utterance considering what, when, how, where and to whom (Richards, 1985). The main
point of improving communicative competence is to help the learners communicate in the
target language fluently rather than focusing on accuracy (Larsen-Freeman, 1990). In
accordance with the communicative intent, it is necessary that communicative activities
reflect demands of the real world which are purpose, interaction with negotiation of meaning,
authenticity and information-gap (Sam, 1990). The underlying principles of CLT include
authentic language, focus on the communication process, tolerance of errors, dealing with
the language at suprasentential level, and being able to choose what to say and how to say

(Larsen-Freeman, 2000).

Based on the above mentioned principles, it can be asserted that learners need to take an
active role and use the language communicatively in order to gain communicative
competence. Kagan (1995) holds the belief that “Students to a large extent learn to speak by
speaking” (p. 3). Activities such as simulation, role play, and improvisation may provide
available opportunities for learners to create meaning through interacting with each other so

that they can develop their communicative skills to use effectively in their lives.

2.4. Benefits of Drama

The purpose of language teaching is to equip the learners with necessary language
knowledge to fulfill their desired goals and meet the demands of the real world. In order to
achieve these, being able to communicate effectively is a crucial prerequisite. Despite the
demands of the real world, there seems to be a tendency to follow conventional teaching
methods in which learners are seen as passive receivers of form-focused language instruction
(Korkmazgil, 2015). This is one of the reasons of why some language learners experience

failure and give up.
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If language learning environments reflect real life, learners might cope with challenges they
face outside the classroom. In thisregard, drama appears to be a solution to language learning
problems for it is reflection of life itself. Courtney (1980) states that “life is a drama.”. He is
of the opinion that despite the fact that life brings unexpected situations, drama may provide
the necessary practice to deal with them. Likewise, drama can present the complexities of
real world language requirements through practising in a safe classroom environment.
Through the help of drama, teachers can equip the learners for better communication in real
life (Davies, 1990). To mention the benefits of drama in brief, it can be said that drama has
cognitive, social and affective functions (Kao & O’Neill, 1998; Wagner, 1998). When
learners get involved in cooperative and interactive activities, their communicative
competence is improved, relying on both verbal and nonverbal cues (Wagner, 1990). Drama
is also teacher-friendly as it can be modified to match the syllabus, the activities, the lesson
time, classroom, student numbers and interests of learners (Davies, 1990) Its flexibility
provides practicability and continuation for upcoming activities and learners’ future lives.
To sum, the advantages of drama can be listed as providing approprite contextualized
language for communication, bringing the real life into the classroom, preparing for real life
language, involving whole-person and physical movement, creating confidence and

motivation, and integrating mixed-ability learners (Dougill, 1987).

2.4.1. Contextualized Learning

In the past, traditional teaching methods highly prioritized focus-on-form instruction and
learners were expected to use isolated language structures. In the short term, memorizing
isolated language patterns seemed to work in the classroom environment. However, it was
seen that a majority of learners were unable to the get through the complexities of the real
world. This way of language teaching has received severe criticism due to its artificiality. It
is argued that learners need preparation for the real life which is completely different from
text books in language classrooms (Gill, 1996). As a matter of fact, language is not an

abstract system of knowledge to be examined isolately (Dougill, 1987). Despite text books
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include language examples of the real life, they are ‘lifeless words’, but classroom can
provide the necessary preparation for the real life through involvement of imaginations and
emotions (Desiatova, 2009; Wessels, 1987). In order to make classroom language resemble
real-life situations, language skills need to be introduced as a ‘whole’ rather than as isolated
parts (Wessels, 1991). Drama activities can pave the way for practising language skills in an
integrated way within a context. More importantly, the real world can be brought into the
classroom as “drama bridges the gap between course-book dialogues and natural usage, and
can also help to bridge a similar gap between the classroom and real-life situations by

providing insights into how to cope with complex situations” (Davies, 1990, p. 9).

The effectiveness of drama from the point of contextualized learning has been revealed in
some studies. Moghaddas and Ghafariniae (2012) conducted a study with high school
learners in order to see the effects of drama activities. The results showed that drama is a
means to decrease anxiety, to provide real communication, and increase participation. This
result is similar to the one found in Wessels (1991), in which a learner gives credit for drama,
reporting “in drama we live the language” ( p. 230). Further, the study of Koyliioglu (2010)
with high school students revealed positive results for teaching of grammar through drama
techniques. To be brief, it can be pointed out that drama offers a good deal of contextualized

language examples in order to help learners meet real-life language requirements.

2.4.2. Classroom Rapport

Rapport is usually defined as student-student and student-teacher relationship in the
classroom (Frisby & Martin, 2010). When there is positive rapport, learners feel the sense
of trust. Learners in a way feel that they are in ‘good hands’ (Harmer, 2007). Unfortunately,
in traditional language teaching/learning environments, there is a tendency of teachers to
focus on improving cognitive skills. The fallacy here is that learners priorities might be
different from those of teachers. Maslow (1943) has recognized different needs of people
and introduced hierarchy of needs. In his theory, he makes reference to five common needs

of individuals which are physiological, safety, love and belongingness, esteem, and self-
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actualization needs. He urges that needs at lower levels be satisfied to some extent prior to

reaching higher needs.

As for language learning environments, the needs for safety, love and belongingness are
associated with classroom rapport. It is necessary that students have the feeling of safety and
being loved as a member of a group in order to show their actual performance. It is
undeniable that drama can help to create a climate of belongingness and trust. In drama,
learners take part in pair and group activities with different peers so that they get an
opportunity to know and interact with each other in order to achieve common goals. Miccoli
(2003) made use of drama in a her case study with university students. The drama course
lasted 15 weeks and the first five weeks were allocated for building rapport in the classroom.
The activities involved getting to know each other, breathing and body language exercises,
and establishing climate of trust and unity. The result of the study is promising in the way
that it enabled the learners to feel safe and encouraged them to take risks in learning.
Cooperation is important in the way that it enhances motivation, self-esteem, caring, and
altruistic relationships, which ensure language development (Oxford, 1997). Another benefit
is that working as a group helps the weaker group members gain their confidence as the
whole group makes an effort to achieve together (Rastelli, 2006) To sum up, group work
activities and social interactions provided in drama can prepare a ground for more secure

and more effective language learning.

2.4.3. Whole-Person Development

Learners get involved in the learning process not only with their intellectual potential but
also with their physical, social, and psychological capacities. It can provide great benefit
when education addresses to these aspects as a whole. From the viewpoint of Rogers (1980),
education is a matter of not only cognitive learning but also affective learning, and when
teachers direct their attention to the whole person, they can create a learning environment

based on acceptance and empathy.
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Regarding the question of involving the whole person in teaching, drama can facilitate to
unveil the ‘whole-person’ through integrating physical, creative, and emotional aspects into
contexts. Drama makes it possible through making the learners include their whole
personality for they make the best of all the senses when they take an active role in drama
activities (Desiatova, 2009). Heathcote (cited in Wagner, 1976) provides some helpful
activities to achieve this. As a simple example, she sets the learners free and asks them to
imagine a rope and feel its texture, temperature, and even thickness to involve them wholly.
It is essential that teachers seek for ways to attach the learners to concepts emotionally so
that permanent learning may occur (Moore, 2004). The use of drama in language teaching
can smooth the way for emotional and social development (Uysal & Yavuz, 2018). Cruz,
Lian and Morreau (1998) carried out a quantitative study to find out the effects of drama on
children with learning disabilities, and drama had positive impacts on learners’ social and
oral language skills performance. This implies that drama can be used to prepare young
learners for life so that they discover challenges of life without facing any failure (Courtney,
1980). It also improves the skills necessary for coping with challenges in life as it activates

brain parts linked with creativity, judgment, and problem solving (Jensen, 1998).

As for developing emotional skills, drama liberates the learners from restrictions of time and
place, offering an opportunity to establish empathy with others (McCaslin, 1996). Interaction
with other people necessitates the use of emotional intelligence and the ability to consider
different viewpoints (Ashton-Hay, 2005). Thus, through drama learners gain the skill to see
things from different perspectives with the result that they acquire self awareness and

awareness of others (Chukueggu, 2012), which helps them manage their social interactions.

2.4.4. Appropriateness for Different Language Levels

In language classrooms, it is common that teachers encounter learners with different
language levels. As a result, arranging appropriate classroom activities to address all
language levels becomes a problematic issue. However, “all students, regardless of their

proficiency in English, come to school with a valuable background of experience and
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knowledge on which teachers can capitalize” (Reed & Railsback, 2003, p. 27). Drama can
help to reveal learners’ potential in the sense that even if they do not grasp the meaning of
every word in drama, they can apprehend details such as the plot and emotions of characters
(Greenfader & Brouillette, 2013). This supports the belief that learners with low proficiency
may also get involved in activities. In the study of Aldavero (2008), even learners with
limited vocabulary could make a contribution in interactive activities. Teachers can help the
learners at lower levels develop their speaking skills through dramatized instruction in EFL
classes (Khosronejad, 2013). In parallel with this, the benefit of drama is demonstrated by
Saygili (2015) who conducted a study with 13 pre-intermediate English level participants.
At the end of 6-week-drama integrated course, learners’ speaking skills improved and their
attitudes towards speaking changed in a positive way. It is also argued that learners with low
proficiency, poor pronunciation, and limited vocabulary can also benefit from drama
activities when teachers pose appropriate questions, particularly referential questions, during

drama activies (Kao, Carkin & Hsu, 2011).

2.4.5. Confidence and Motivation

In foreign language classrooms, some troublesome challenges of language teachers seem to
be motivating the learners, changing their negative attitudes towards learning and building
their self-confidence. It can be argued that dissociating emotional aspect from intellectual
aspect of language learning creates decrease in motivation (Maley & Duff, 1978). It seems
that foreign language classrooms generally involve artificial speaking activities, which is
away from motivating the learners and helping them use the language communicatively
(Atas, 2014). The issue of motivating the learners can be solved through encouraging the
learners to know each other and to get involved in collaborative activities (Dornyei, 1994).
It is clear fact that language teaching based on learner-centered collaborative activities can
reach success in motivating the learners. Good relationships among the group members in
drama activities makes a great contribution to positive learning environment (Kalipci, 2015).

Drama is also an effective means to help the learners with decreasing anxiety and increasing
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self-confidence (Piazzoli, 2011). Gill (1996) asserts that many Asian learners are influenced
by social factors, which creates anxiety and prevents them from taking an active role in
activities. Roles and new identities seem to provide support for lowering anxiety in language
learning for learners do not take negative judgments personal and “fictional context of drama
situations serves as a safety zone” (Even, 2008, p. 163). Indeed, through drama it becomes
easy to lower learners’ anxiety and build self confidence due to the fact that learners easily
get involved in the plot and characters (Moghaddas & Ghafariniae, 2012). When drama
activities are put into practice, it is crucial that learners are provided with flexible learning
opportunities. Kao (1994) carried out a research to analyse the interaction of colllege
students in a drama-oriented English conversation class. It was seen that the students
involved in more turns than the teacher in the activities. Regarding the contribution to the
speech quality, the students contributed almost as much as the teacher. What influenced their
willingness to communicate was that drama activities reflected genuine communication,
creating the desire to convey their feelings and opinions. In the study of Gill (1996), reluctant
learners become more prone to participate in activities when the teacher provides flexibility.
A teacher-dominated learning environment may discourage the learners from joining
classroom activities (Piazzoli, 2011) Domination may also be exerted from the peers in the
way that more capable learners may dominate by not allowing the inhibited learners to use
their learning opportunities (Liu & Jackson, 2009). With drama a supportive learning
environment (Y1lmaz & Dollar, 2017). In conclusion, it can be asserted that low motivation,
negative attitudes and decreased self-confidence are not a destiny since drama activities can

assist the teachers to create a welcoming learning environment, eliminating the obstacles.

2.4.6. Verbal and Nonverbal Communication

The use of drama to improve speaking skills is prevalent in language teaching as it presents
a wide variety of activites to satisfy different needs. When students are engaged in activities,
they deal with several aspects of communicative competence such as pronunciation,

intonation, pragmatic awareness. Furthermore, they become more capable of dealing with
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complex verbal messages in an efficient way (Wagner, 1990). There is a tendecy of learners
to focus on diction and intonation in order to achieve effective communication in drama
activities (Rastelli, 2006). Drama may also help learners’ gain cultural awareness through
providing activities in which different social contexts, relationships, and registers exist.
Language cannot be divorced from culture and context. The relationship between language
and culture is a significant dimension in language learning process (Miccoli, 2003) and
through dramatic abilities learners can develop competency in the use of complex sentences
and different registers depending on the context (Masoumi-Moghaddam, 2018). Diani
(2007) benefited from role playing method in her action research. After the implementation,
learners made significant progress in formulating their own opinions, selecting the correct
word and grammar functions. Likewise, the study of Ulas (2008) with elementary school
learners indicate numerous benefits of drama such as articulating sounds correctly and

clearly, maintaining eye contact, and speaking fluently.

Language learning process is often considered to be more concerned with the knowledge of
language structures and words. It is for sure that these are significant components in language
learning, but there are critical moments that learners may need more than verbal channels to
convey their thoughts and emotions. Considering that communication is also achieved
through nonverbal channels, it is higly important to assist the learners with supportive ways
of expressing themselves even in the target language. In this sense, drama holds a vital place
to help the learners achieve their academic and social goals. Through drama, learners not
only rely on verbal communication but also develop nonverbal communication strategies to
compensate for their linguistic incompetencies. In fact, the use of body language to establish
meaningful associations in language learning has been in use since 1960s. Asher (1972)
introduced Total Physical Response (TPR) method to utilise in language classrooms,
especially with low-level learners. This does not imply that proficient learners make no use
of nonverbal communication as it helps them foster their communication and develop better
social relationships. In brief, drama offers rich resources to foster verbal and nonverbal

communication skills in the target language.
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2.5. Possible Challenges and Suggestions

In foreign language teaching field, teachers constantly seek for more influential ways to
provide better learning experiences. In their search, drama shows itself as a helpful guide to
assist the teachers in their teaching journey. In fact, it is not a mystery to teachers that drama
has great potential for energizing learners, creating motivation, ensuring participation, and
fostering learning. Despite the fact that drama can make miracles, it seems that teachers take
an inclination to be hesitant about its use in foreign language classrooms. There are various
reasons as to why teachers remain distant to the use of dramatic activities in their language
classes. Some of the reasons include artificiality of activities, fear of losing control, loss of
time, shyness of learners, and emergence of incorrect forms (Sam, 1990). It can be claimed
that “monitoring students both physically and verbally, speaking in front of teacher, creating
appropriate drama activities for all students and using incorrect form of language” can be
potential reasons for teachers’ unwilligness. (Yilmaz & Dollar, 2017, p. 262). Wessels
(1991) lists the disadvantages as the difficulty in losing time, managing classroom activities,
necessitating a well-designed learning environment, and providing assistance during the
activities. Regarding the use of drama activities in the classroom, it can be admitted that
drama is physically and mentally demanding, but it is an efficient way for creating lively

classrooms.

2.5.1. Losing Time

From teachers’ perspectives, one of the major drawbacks to using drama activities is losing
time. It is a reasonable concern owing to the fact that teachers also need to meet the demands
of the administration. According to Long and Porter (1985), in traditional classes teachers
are expected to perform their administrative duties along with teaching responsibilities.
These burdens may result in limited speaking opportunities for the learners, particularly in
crowded classrooms. There is even possibility that some learners never get a chance to speak

or never show up willingly. Stern (1992) has criticized conventional way of teaching, stating
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that “a great deal of time has been wasted on routine exercises which have little purpose” (p.
313). These problems can be solved through involving the learners in pair work or group
work activities in which drama comes into play. Evidently, drama can easily be modified to
suit all requirements, including even speaking time of overcrowded classrooms. Drama
provides access to a broad array of oral interactive activities for learners (Davies, 1990). In
line with this, Long and Porter (1985) argue that speaking time in a traditional classroom
might be about one hour per year, but it rises by more than 500% in drama integrated
classrooms. It is probable that even a two-minute interactive activity has the potential to
produce more language output than one hour non-interactive one (Kagan, 1995). The time
limit may also provide a benefit in the way that it compels learners to foster their risk-taking
and creative skills (Charles & Kusanagi, 2007). Briefly stated, it can be concluded that drama
IS not time-consuming as opposed to common misbelief that it takes most of the classroom

time.

2.5.2. Unwillingness to Participate

A high majority of studies in foreign language teaching field lend support to the use of
drama. However, it seems that there is a necessity to involve more of students’ reflections.
From the viewpoint students, drama may carry negative meaning. It is likely that learners
may feel anxious in drama activities as drama practices put the learner at the heart of
learning. Moreover, drama may challenge the learners through requiring impromptu
responses in some interactive activities for inpromptu responses tend to demand great effort
and devotion to the activity (Charles & Kusanagi, 2007). For these reasons, it is vital that
teachers let the learners know they are expected to perform within their limits and their every

effort counts.

Clearly, drama activities are demanding for both the teachers and learners. Even so, when
compared to language teaching that focuses on accuracy and drills without context, drama

is more likely to serve the purpose of active involvement, motivation, and self-confidence.
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When learners perform drama activities, they bring their whole self to completing the task.
Therefore, they live in the moment and feel more relaxed. Learners also focus on the role
they act for a new identity helps them feel more relaxed. Rastelli (2006) highlights the
importance of learners’ relaxation before the activities. To succeed this, she proposes that
The Alexander Technique be utilised. It is a bodily technique to overcome tension and to
enhance performance in any activity. It can be applied at the beginning of the task to help
the learners perform their activities in a more relaxed manner. Drama provides the teachers
with a wide range of cooling-down activities they can utilise to create a positive learning
environment. Breathing exercises or visualization techniques can even make a difference in
the classroom. Neither the teachers nor the learners would find these simple practices
demanding. Furthermore, it might allow both the learners and inexperienced teachers to gain

some practise before getting ready for more complex tasks.

2.5.3. Learners’ Language Inefficiency

Learners’ language level is a significant factor that influences teachers’ decision about the
activity types. It is quite obvious that in mixed language groups, the issue of selecting and
adapting activities to appeal to all levels is a challenging task. Apart from this, involving the
learners in these activities without demotivating them due to their performance differences
is another challenge. Thanks to drama, teachers can find effective ways to achieve their goals
for all language levels. Linguistic incapacity in the target language sets a limit to learners’
thoughts and feelings, but drama makes it possible to surmount linguistic difficulties (Liu,
2002). Maley and Duff (2005) introduce a wide variety of drama techniques to be used in
language classrooms. Their work is worthy of appreciation because of the fact that it not
only involves valuable drama ideas for all language levels but also presents the activities
from simple to complex, considering the complexity and the desired aims. Thompson and
Evans (2005) also provide detailed information on the purpose and use of drama activities

for various language groups.
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There might arise a faulty belief that drama is consulted in challenging classroom situations.
“Drama is certainly not a panacea for all the ills existing in the language teaching world, but
it would seem to have strengths in the oral skills area that conservative teaching methods do
not” (Gill, 1996, p. 10). In fact, it makes no sense to stick to the same style as each learning
condition is unique even with the same learners. Dewaele (2015) argues that teachers need
to break the tradition to try new things as routine is the major source of boredom in the class.
Apparently, the notion that ‘one size fits all’ does not serve the needs of language learning
environments any more. It is desirable that teachers adapt themselves to everchanging needs
of the learners. In this aspect, drama offers creative activity ideas to eliminate boredom and
to energize the learners. What is more, the flexibility of drama to adapt to different learning
environments and to be used in any stage of the lesson are of great advantage. Drama
activities are convenient to be utilized in any or all stages of the lesson (Davies, 1990).
However, using drama aimlessly brings efforts to a standstill, wasting energy and time. Sam
(1990) urges caution in the practice of drama, stating that “It should not be treated as a last
resort when all else fails” (p. 10). He advocates the supplementary use of drama rather than
isolated use for its effectiveness. It is almost certain that promoting drama as the sole way

of teaching rather as a complement to convential practices is of no gain (Moore, 2004).

Another misbelief regarding the use of drama is that some teachers might treat drama as a
magic wand. The truth is that the success of drama depends on its approprate use in the right
place. In this sense, it would be of great benefit to keep in mind that the teacher plays a key
role in the effectiveness of drama. This does not imply that teachers take care of the whole
task on their own. On the contrary, they arrange the classroom environment to make the
learners perform actively on the stage. In this perspective, it can be inferred that the role of
teacher’s authority is diminished for the sake of students’ learning. Drama can pave the way
for more balanced power sharing in language teaching as opposed to the traditional role of
the teacher as an authority figure (Wessels, 1991). This sharing is vital before, during and
even after activities for the fact that learners gain the freedom to try and make mistakes in

the learning process. Intervention in activities might be regarded as indication of teacher’s

31



authority, discouraging the learners. The teacher’s role is crucial in the way that the teacher
needs to show tolerance towards mistakes during the process and provide correction after
drama activities in order to encourage learners (Ronke, 2005). It can be summarized that the
question of learners’ low language level can not be an excuse to discard the idea of using
creative activities in language learning for drama is uniquely suited to tackle with this
difficulty. In order to inspirit the learners to communicate in the target language, it is

essential that a supportive learning environment is ensured.

2.5.4. Difficulty in Arranging Activities

It is significant requirement of instruction to build a bond with the learners so that teachers
can better understand the learners’ cognitive and emotional needs in order to arrange the
classroom activities appropriately. When this bond is neglected, there is a strong possibility
that learners’ responses to teachers’ efforts would be disappointing. Kierkegaard states,
“instruction begins when you, the teacher, learn from the learner”. Unfortunately, there is a
tendecy of teachers to believe that learners can achieve the educational goals when teachers
provide (Kao & O’Neill, 1998). In traditional language teaching environments, it may be
assumed that teacher is seen as the source of knowledge and learners’ contribution to the
learning process is often overlooked. On this matter, however, there is strong probability that
learners can gain knowledge from each other since their interaction produces more language
with different patterns some of which may not be resorted in a regular teacher-student
interaction. As opposed to the common belief, many communicative language classes do not
reflect features of the communication in real life (Kao, 1994). Evidently, genuine
communication is far beyond the question-answer format that is commonly practiced in
conventional classrooms. For this reason, there is a need to pay special attention to making
a prior arragement for communicative activities, in particular drama. It is higly important
that planning be taken into consideration with care, or else the lesson may lead to chaos
(Dougill, 1987). At this point, it is desirable that teachers give due consideration to their

tolerance limits and their own capacities. Heathcote (cited in Wagner, 1976) advises the
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teachers to evaluate their own condition as a teacher considering their threshold in six areas
which are decision taking, noise, distance, size of groups, teaching registers, and status as a
teacher. It is crucial to set a framework for these criteria in order to stay in the security area.
It is also possible that teachers lack special training necesary for implementing drama
activities in the classroom. Some teachers may feel insecure since they have inadequate
training experience regarding the use of drama (Liu, 2002). In this respect, it might be quite

beneficial to determine some details regarding what to teach and how to teach in advance.

With respect to implementing drama activities, the main point is that teachers find the right
balance not only in their expectations of the learners but also in arranging the roles of
teachers and learners. In this aim, the critical attempt would be to determine their own
expectations based on what learners can do and let the learners know what they are supposed
to do. It is of great significance that teachers make sure learners understand what is expected
of them and then let learners come to the forefront (Maley & Duff, 1978). As for arranging
the roles, the right balance between the teacher's and the students' roles in drama is a
considerable factor that effects learners’ interest and participation (Kao, 1994). It is
beneficial to leave a room for learners’ contribution to classroom activities. This implies that
there might be moments in which teachers need to stand aside if something goes ‘wrong’
owing to the fact that it is a natural consequence of learning process. There seems a necessity
for teachers to resist the temptation to correct learners’ incorrect utterances and let the
learners interact with each other (Rastelli, 2006). In fact, in some activities there are no right
or wrong ways since they reflect learners’ way of doing things (Phillips, 2003). In order to
give support to learners in the activities, what teachers can do is to encourage them to speak,
to listen, to interact, and to take risks for these take place in a normal everyday conversation.
The seating arrangement can also be modified in a way to encourage learners’ interaction.
The traditional classroom full of chairs and desks is not the ideal environment for dramatic
activities (Maley & Duff, 1982). In addition, it might be a great benefit to let the learners
know that they are not expected to perform like professional actors and actresses, but rather

to practise the language in an authentic way. At this point, it is crucial that learners be

33



provided with necessary language patterns and functions to fulfill their tasks (Maley & Duff,
1982). With low-level language learners, teachers need to give due consideration to spend
extra effort adjusting the pace and complexity of activities and checking learners’
understanding of the activities (Kao et al., 2011). With respect to what teachers can do to
provide a basis for drama activities, Dougill (1987) gives some advice, expressing that
teachers need to demonstrate the activity to clarify learners’ understandings, implement
drama activities based on voluntariness, make constructive feedback, and expect the learners
perform within their capabilities (Dougill, 1987). These considerations constitute the
essential preparation to increase effectiveness of drama activities. However, making
preparation prior to the class is the crucial point. It is undeniable that well-prepared lesson
plans stave off chaos to promote effectiveness of drama lessons. In drama related studies, it
is possible to find sample lesson plans to have an idea about how drama activities can take
place in language classrooms. For example, Cetingdz and Cantiirk Giinhan (2010) conducted
their study with forth- grade learners and involved some sample lesson plans to assist the
teachers with alternative ways of practising drama activities. Reed and Seong (2013) provide
a useful model for teachers. They also followed procedure of the model in their study. It
demonstrated that following a well-planned lesson plan helps the learners decrease their

inhibition and enhances their motivation. Their model is as follows (p.102) :

Warm-up —) PPP ]—b Closing
Bonding Activities P: Presenting the Language Discussing
o l _J l l
~ N [ Y )

P: Practicing the Language

i in Series of Activities
Drama Skill or Language 9 ) Reflecting

Skill Activities 1 ]

-

\_ Y, P: Producing Improvisation \_ )

Figure 1. A Model for drama course. Adapted from Reed, J. & Seong, Myeong-Hee. (2013).
Suggestions for an effective drama-based EFL course at a Korean University.

Journal of Pan-Pacific Association of Applied Linguistics, 17(2), 91-106.
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As for what activites can be used to inspire and encourage the learners, teachers may take
the advantage of a well-known story. Gill and Evans (2005) provide some ideas to prepare
a ground for effective drama acivities. In order to spark creativity, characters from different
stories may happen to come together in unusual situations and learners might be asked to
imagine what conversations would come into the picture between the characters. The end of
a well-known story can be changed to let the learners reflect their viewpoints. Even a picture
may create a creative role play. It can be picture of an event, some people, animals, and even
objects. For example, picture of a celebration can be used for the warm up activity. Learners
can be guided through some evoking questions about the event, characters, their
relationships, and their conversations. Then, teachers can divide the learners into groups to
create their own stories and share with the class. A short note may also help to provide the

source of inspiration for creating a dialogue about the characters and the event.

As discussed above, the effectiveness of drama depends on making well-preparation, setting
realistic expectations, finding the balance between the roles of teachers and learners, and
providing thought-provoking ideas. However, it is apparent that each classroom is unique
with different learners. There are also differences in pedagogical beliefs of teachers. It can
be said that success of drama activities largely depends on how teachers perceive the learning
environment and put the activities into practice. A method can be beneficial only if the
person uses it well (McCaslin, 2006). It might be helpful to remember that a popular method
may not satisfy the needs of learners and teachers in every situation. Hence, lesson plans and
sample activities are likely to serve as a guide to help the teachers design their activities, and

teachers can reflect their own way of teaching based on these ideas.

2.6. Types of Drama

As mentioned before, drama can be an effective tool in foreign language learning

environments. However, its effectiveness depends on the use in line with the purpose. If
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teachers consider the level of learners and their expectations of the learners before selecting

the appropriate activity type, the results can be more fruitful.

2.6.1. Mime

Nonverbal communication requires the use of channels other than words, such as facial
expressions, gestures, posture, the voice tone, and even silence. It is an essential component
of language teaching process. Abercrombie (1968) expresses that “we speak with our vocal
organs, but we converse with our entire bodies” (p. 55). It isa common experience that when
nonverbal communication does not support the verbal message, communication breaks
down. This becomes even more important in the target language. Traditional language
classes focus on fostering verbal communication, but with drama activities teachers can help
learners make an improvement in non-verbal aspects of communication (Surkamp, 2014).
In this regard, teachers can make use of mime activities in their classes. Mime is a kind of
non-verbal activity that involves the use of physical movement in acting. Dougill (1987)
defines it as “a non-verbal representation of an idea or story through gesture, bodily
movement and expression” (p. 13). Although mime is non-verbal representation, it is as
important as verbal expression for it is also a language itself. In this regard, Mae West stated
“I speak two languages, Body and English” in order to make a reference to her acting career.
Apart from this, mime can create fun and creative learning environment for learners of all
language levels as there is no concern for language. The inspiration to find ideas for mime
activities can easily be obtained from daily events. Learners can mime things such as
“objects or short events like robbery, shopping at a market, and being lost” (Kalipci, 2016,
p. 39). These examples may be used as a warm up activity to create motivation and interest.
To sum up, mime has the capacity to reveal paralinguistic features of the language and it can

be used for a wide range of purposes in language teaching.
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2.6.2. Role Play, Improvisation and Simulation

Despite the fact that drama offers a good deal of learning opportunities, it seems that drama
often brings role play activities to mind. It might be due to extensive use of role play
activities in language teaching. In broad terms, a role play can be described as an activity
that requires acting in an imaginary situation. This definition implies that there are some
components of role play activities. Richards (1985) points out that role play includes a
situation, participants and a problem. As for the use of role play in education, it can be
defined as “a classroom activity which gives the student the opportunity to practise the
language, the aspects of role behaviour, and the actual roles he may need outside the

classroom” (Livingstone, 1985, p. 6).

Indeed, role play provides an environment for communication and interaction in the
classroom. Heathcote (1984) asserts that the flexibility of role play provides an opportunity
to use it in education irrespective of differences in personalities and teaching circumstances.
However, role play itself is not a miracle as how it is implemented is of great significance.
Role play often begins with introduction of a situation in which a conflict is involved. The
teacher provides the learners with necessary vocabulary and language functions in order to
act their roles with ease. Students are distributed role play cards with detailed information
about the situation, their roles, and the problem to be solved. It might provide a great benefit
if roles are assigned considering the learners’ personalities and interests. In order to help the
learners perform their roles without difficulty, it is necessary that teachers provide the
learners with some examples, such as open ended dialogues, mapped dialogues, functional
cues, role instructions, and scenarios (Byrne, 1986, cited in Davies, 1990). The fact that
teachers support the learners with clear guidelines in order to help them carry out their roles
often causes teachers to take role play as a great deal of effort on preparation. However, the
same effort is required for any classroom activity which is not connected to a course book

(Dundar, 2013).

It would be unfair to limit the contribution of role play to language practice only. Moore

(2004) highlights personal and social dimensions of role play activities. In view of personal
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dimension, learners get involved in cooperative activities in which their problem-solving
skills are improved. The social dimension involves the improvement in social skills as a
result of interactive activities. Moreover, role play creates an environment to practise various

circumstances that would not normally take place in traditional classrooms (Dougill, 1987).

Improvisation can be defined as a play without rehearsal. Students’ creativity, because no
one knows what will happen. Improvisation gives learners more freedom to reflect their
personality and imagination (Landy, 1982). In this sense, he advocates the use of
improvisation as he finds it more productive when compared to rehearsal with written
scripts. Maurer (1997) believes that it is the most significant skill as it functions as a mirror
to reflect learners’ actual capacity. Thus, he regards improvisation as the fifth skill after
reading, listening, speaking, and writing skills. Despite positive opinions about the use of
improvisation, there might be some challenges with some learners. It might seem to work
for some learners as it is not based on memorization. However, it may not be helpful for
those who are not ambitious to improve their skills English (Charles & Kusanagi, 2007).

Davies (1990) states that improvisation can take two forms which are the spontaneous
improvisation and the prepared improvisation. In spontaneous improvisation, the teacher
provides the framework of the situation and lets the learners act without directing them. In
prepared improvisation, the teacher and the learners work together on selecting the theme,
the situation, and on arranging helpful ideas for the activity. In both forms, it is necessary
that the learners are provided with a brief information to understand the who, what, where,

when, and why of the situation in order to perform better.

Simulation can be defined as an instructed learning of participants in a structured
environment that reflects real life (Dougill, 1987). Its use is widespread in business and
military as it provides necessary training for real life situations in a safe environment. The
use of simulation in language teaching process is effective since materials and activities
reflect reality as much as possible (Jones, 1982). In language teaching, it is generally used
as a problem-solving activity to let the learners bring their own solutions through their

personality, experience and opinions (Livingstone, 1985). When learners gain practice in a
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simulated real-life situation, it is high likely that they feel more secure and motivated. It is

also great possibility that they make use of their knowledge in real life circumstances.

2.6.3. Scripts

The use of scripts can create supportive learning environment, especially for learners at low
leves. Dougill (1987) emphasizes that scripts are “less threatening and less demanding than
many other drama activities because the content is provided rather than created” (p. 24). In
this regard, it can be a powerful tool to lower learners’ anxiety levels and enhance their
participation. Teachers can make use of scripts for a wide variety of ways, such as reading
skills, fluency, pronunciation, and vocabulary (Dougill, 1987). In order to increase
effectiveness of scripts, it is vital that teachers select scripts based on learners’ language

levels and interests.

2.7. Drama Activities

Drama activities can make a great difference in view of energizing and motivating the
learners. As stated before, emotions of learners have a great impact on their learning. In this
sense, drama games can act as a bridge to connect learners’ emotions to the content. It might
provide benefit if teachers utilise drama games as warm-up activities in order to prepare the
learners emotionally and cognitively. Dougill (1987) argues that drama games can spark
active learning through activating learners’ physical and mental stimulation. From his
viewpoint, there are four characteristics of drama games, which are requiring action,
stimulating imagination, involving both ‘learning’ and ‘acquisition’, and allowing the

expression of emotion linguistically and paralinguistically.

Drama games can be played at the beginning of a lesson, during the lesson, and at the end of
a lesson. When games are played without rules and a purpose, attempts to create effective
learning environment might result in failure. Thus, consideration of the purpose of drama

activity and phase of the lesson can provide great help in order to make the activity
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meaningful and successful. The following drama activities suggested by Dougill (1987) and

Maley & Duff (2005) can be used to make classroom learning fun and interactive.

2.7.1. Warm-ups or Introductory Activities

Warm-ups or introductory activities are used at the beginning of a lesson in order to relax
the learners, motivate them and lead in to the main topic of the lesson. It can be said that the
activities aim to provide a ‘readiness’ for learning. ‘Icebreaker games’, which serve as warm-

ups or introductory activities, help the learners feel relaxed and cooperate with each other.

‘Handshakes’ is an enjoyable ‘getting to know’ activity to be used in order to create team
spirit through interaction. It is also useful for improving memory. The advantage of the
activity is that it does not take much time and learners of low levels can also benefit from
the activity. In the game, learners are given five minutes to walk in the classroom freely and
meet their friends while the music is playing. When the teacher stops the music, learners are
supposed to shake their hands and meet each other in English. The teacher continues the
activity so as to provide more meeting opportunities. When the activity is completed,
learners try to remember the names of friends they have met. The learner who recalls the

highest number of names wins the game.

Mirrors game is another non-demanding drama activity for it lasts five minutes and learners
do not have to worry about their language levels. The game is played in pairs. Learners are
needed to stand and turn their directions to each other. On one side, the learner performs
some activities such as brushing her hair or washing face. The other learner tries to imitate
same activities acting like the ‘mirror image’. It is necessary that the activity be reversed in
order to to reflect the mirror image. Then, learners change their roles to continue the game

in the same way.

‘Tableaux’ is a mime game that involves creating a scene. It is based on the idea that learners
remain frozen in order to display their tableaux. The scene can be selected from a story or
learners might be allowed to create their own secnes based on their perceptions of themes
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such as happiness, anger, anxiety, etc. In order to represent the sculpture of the chosen theme,
a group of five or six learners are need to cooperate. It is crucial that learners are provided
with preparation time before they display. After the activity, they can discuss and explain

the connection of their representation with the theme word.

‘Taste’ is another mime game that is played by groups of five or six learners. The groups
decide on a food such as spaghetti, pizza, soup or sushi. Then, one member from each group
tries to mime the food and the group tries to find out what it is. The game can be enriched
by including words about the taste of food such as spicy, juicy, sour,etc. in order to improve

vocabulary.

‘Can you do this’ enables the learners to demonstrate their physical skills and show that they
can achieve something different. Hereby, it improves self-confidence. In order to initiate the
game, the teacher can demonstrate something unusual such as standing on one leg with
closed eyes. Then, the learners are invited to demonstrate what they can do physically and
their friends try to copy the activity. The activities might be simple such as wiggling ears,
blinking one eye or rolling the tongue. In this game, some helpful expressions of appreciation

might be provided in order to motivate the learners and make the activity more meaningful.

‘Something in common’ can be used to help the learners know more about likes and dislikes
of each other. The teacher can note some personal information such as favourite food, colour,
animal, song and movie. The information might be also about dislikes. Learners then express
their own likes and compare the list with their friends. This exchange of information can
create motivation and cooperation in the classroom. Similarly, ‘I know what I like’ game
involves sharing of learners’ three likes and dislikes. This game is different in the way that
learners walk in the classroom in order to find who has similar likes and dislikes. The

learners are expected to communicate in the target language to find the person.

In order to reinforce vocabulary about physical appearance and personality, ‘Celebrities’
game can provide the necessary practice in a fun and meaningful way. The names of famous

people are written on cards and sticked to the learners’ backs. Then, learners direct questions
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to their friends in order to find out who they are. They are not free in their choices of

questions as the responses can only be yes or no.

2.7.2. In-between Games

Games can be used as part of a lesson in order to provide the learners with an opportunity to
revise or reinforce previously-learned material. Games played in this stage are more likely

to gain acceptance since they are used during the natural flow of the lesson (Dougill, 1987).

‘Taxi!’ is a game that can help the learners practise their knowledge of conditionals, physical
appearance or possessions. In this game, five students act as taxi drivers and they are given
‘if-cards’ which provide information about whom to stop for. The cards might involve
information about physical descriptions such as ‘if s/he is wearing red’” or possessions such
as ‘if s/he has got a blue pen’. Taxi drivers are supposed to pick a passenger and bring to the

destination while others are waiting desperately for the taxi.

‘Every picture tells a story’ is a group game that involves presenting one-minute drama based
on a picture. The picture might be from a well-known story or about an ordinary event. After

the performance, the class discusses whether it was successful or not.

2.7.3. End Games

Games that are played at the end of a lesson can help to relax the learners or to use as ‘time-
fillers’. As every minute in a lesson can be a learning opportunity, it might provide great
benefit if teachers take the advantage of even the last minute. The idea that “students
remember best what is presented last” (Webster, Connolly, & Schempp, 2009, p. 1) makes
an emphasis on what is done at the end of a lesson. Indeed, an enjoyable and effective lesson

closure may support permanent learning and create enthusiasm for the upcoming lesson.

‘Tribal Chant’ game can be used to help the learners ‘fix’ the words thay have learned. In

this game, learners are asked to find a particular word, phrase or sentence they have learned.
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The game starts with one learner and other learners join one by one, chanting their own
words. It might bring excitement to the activity if learners chant in different ways such as

happily, sadly, angrily, fast, etc.

‘Quick-Fire Revision’ game enables the teachers to check what students have learned. The
teacher directs questions prepared in advance to the learners swiftly and learners are given
ten seconds for each question. Learners who are unable to respond their questions are kept
in the centre space and they need to share three things they have learned during the lesson in

order to go back to their seats.

2.8. Speaking as a Skill

Communication is an essential requirement for human beings as it enables to convey feelings
and thoughts. It is a widely held view that expressing feelings and thoughts might be
sufficient for communication to occur. However, “real communication involves ideas,
emotions, feelings, appropriateness and adaptability” (Chauhan, 2004, p. 1). In this sharing,
being able to listen and speak determine the effectiveness of communication. Although
listening and speaking are of equal importance in order to maintain successful
communication, it would not be unfair to assert that speaking is more challenging for it
requires more effort. Furthermore, more meaning is attributed to speaking as it plays a
significant role to improve relationships in individual and social life. In individual life, it
provides individuals benefit to satisfy their needs and attain personal goals. The social aspect
of speaking is that it makes available to gain self-confidence and social status (Ulas, 2008).
Considering the vital role of speaking skill in communication, it can be argued that through

speaking another language individuals can carry the success further.

In this endeavour, speaking English can provide great benefit as it comes into prominence
in a variety of domains, such as science, meetings, politics, the media, advertising, popular

music, international travel, education and communication (Crystal, 2003). In line with this,
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effective communication in English can supply the learners with opportunities to gain access

to a great number of sources and to become a global citizen.

With regard to speaking skills in English in foreign language learning contexts, speaking is
considered highly important for speaking practice contributes to learning environment in the
way that learners can get an opportunity to reveal what they know and improve their
language skills, and teachers can assess learners’ language level (Greenfader & Brouillette,
2013). However, from the point of learners, there is a widespread belief that English is a
subject at school and learning how to speak effectively is a demanding task. The studies
prove that speaking is a stress provoking skill among the learners (Gkonou, 2011; Oztiirk &
Giirbiiz, 2014; Tercan & Dikilitas, 2015; Yal¢in & incecay, 2014), which also leads to low
achievement in speaking skills (Melouah, 2013). The issue of speaking anxiety deserves
consideration as almost one-third of the learners experience anxiety in foreign language

classrooms (Akkakoson, 2016; Liu, 2006; Von Worde, 1998).

It might be due to the fact that learners’ have insufficient and ineffective speaking
opportunities in and outside the classroom. Saygili (2015) argues that learners are
incompetent in the view of “expressing themselves clearly and fluently, putting the known
information into practice in English for Specific Purpose (ESP) classes, communicating
more effectively with their classmates in ESP classes, using the known vocabulary during
their daily life or in class, and practicing words or keep them in mind without forgetting
easily” (p. 2). Unfortunately, despite many years of English learning experience, it is
common that learners feel incompetent at using English in and outside the class appropriately
(Chauhan, 2004), and yet, a high majority of them would not deny that communication in
English has almost become an obligation in order to get connected to the rest of the world.
There seems a necessity to present more speaking opportunities with a various situations and
frequent speaking tasks as learners lack of speaking opportunities in their daily lives; and
thus they have expectations of classroom activities (Greenfader & Brouillette, 2013). It
might be also be useful idea to spend effort on out-of-class activities in the way that they

provide exposure to the target language examples. In this aim, complementary activities such
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as listening to music, watching movies, and using multimedia websites can provide the

necessary exposure (Boonkit, 2010).

2.9. Anxiety in Speaking

Foreign language learning is not only a matter of cognitive skills but also affective variables.
In fact, affective factors seems to be more concerned with learning as emotions are the “heart
of the foreign language learning process” and without them effective learning would not
occur (Dewaele, 2015, p. 3). Emotions often act as an ‘amplifier’, creating effficiency in the
learning environment (Oxford, 2015). It is high likely that when there is positive emotional
involvement, there is also commitment to learning. However, emotions may also have
detrimental effects on learning, which is revealed in ‘affective filter hypothesis’ by Krashen
(1982). With this hypothesis, he makes a reference to learners’ being "open to the input” (p.
4). If learners have negative feelings associated with their learning, it is most likely that their
filter is up, acting as a barrier to learning. Among the affective variables that influence
learning negatively, anxiety seems to be one of the most commonly experienced problems.
In fact, anxiety level might well be the predictor of performance in the class for the fact that
high anxiety level obstructs learning, whereas moderate level of anxiety can facilitate
learning (Maclntyre & Gardner, 1991). The study of Shirvan and Talebzadeh (2018)
demonstrates that anxiety can have a positive effect on the learners in terms of increasing
effort and sense of competition. Thus, it can be assumed that anxiety may have constructive
impact on language learning (Brown, 2006). Yet, there is a common tendency to associate
anxiety with negative feelings, such as apprehension, worry or dread. In broad terms, anxiety
can be described as a “subjective feeling of tension, apprehension, nervousness, and worry

usually associated with an arousal of autonomic nervous system” (Spielberger, 1983, p. 15).

As for anxiety that occurs in language learning process, it indicates “the feeling of tension
and apprehension specifically associated with second language contexts, including speaking,
listening, and learning” (Macintyre & Gardner, 1994, p. 284). In specific terms, anxiety is

used to describe ‘a distinct complex of self-perceptions, beliefs, feelings, and behaviours
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related to classroom language learning process (Horwitz, Horwitz, & Cope, 1986, p. 128),
which is also used to indicate anxiety phenomenon in the study. Based on these definitions,
it can easily be inferred that foreign language anxiety arises as a result of components
involved in foreign language learning environments. However, it does not imply that the
present environment is a potential threat since unfavorable learning experiences may also
generate anxiety. Thus, one may assume that anxiety may be revealed even in situations

where the there is no threat (Khusnia, 2016).

Anxiety can take two forms which are trait anxiety and state anxiety. Trait anxiety refers to
the general tendency to be anxious (Scovel, 1978). State anxiety, on the other hand, occurs
as aresult of variables encountered in the learning environment (Brown, 2006). State anxiety
“refers to an unpleasant emotional condition or temporary state, while trait anxiety refers to
a stable propensity to be anxious” (Young, 1991, p. 435). It can be said that trait anxiety is
more concerned with the personality, wheras state anxiety is related to the learning situation
itself. According to Horwitz et al. (1986), it is necessary that language anxiety be handled in

state anxiety category.

It is obvious that foreign language anxiety has a complex and multidimensional nature
(Young, 1991). In line with this, Horwitz et al. (1986) focused on three interrelated anxieties
which include communication apprehension, test anxiety, and fear of negative evaluation.
They define communication apprehension as a kind of fear that occurs when learners engage
in communication with other people. Leaners’ incompetence to formulate what they want to
say to comprehend what others say might create fear. If learners focus on their grades and
possess the fear of failure, they most likely experience test anxiety. The fear of negative
evaluation is dealt with learners’ concerns about being evaluated negatively in the sense that
learners perceive their own errors as a threat to their image (Maclntyre & Gardner, 1991;
Tsiplakides & Keramida, 2009). Learners who suffer from negative evaluation have a

tendency to act in a way so as to avoid unpleasant evaluations.

It is critical to identify anxious learners as empirical research demonstrate that anxious

foreign language students are less willing to participate in learning activities, and have lower
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performance than non-anxious students (Aida 1994; Cagatay, 2015; Dalkilig, 2001;
Maclntyre & Gardner 1991). Anxiety often leads to poor cognition and performance,
negative attitudes toward the language, desire to skip the lesson, reluctance to communicate,
and decreased self-confidence (Oxford, 2015). It can also hinder “acquisition, retention and
production of the new language"” (Maclntyre & Gardner, 1991, p. 86). It is often the case
that anxious learners experience problems, such as “difficulty concentrating, become
forgetful, sweat, palpitate and freeze in the class, go blank prior to exams, and feel shy about
entering the classroom” (Horwitz et. al., 1986, p.126) and "headaches, clammy hands, cold
fingers, shaking, pounding heart, tears, foot tapping, desk drumming, hiding from the
teacher, classroom avoidance, anger” (Von Worde, 2003, p. 8). Some other signs might
involve laughing out of fear, lacking of eye contact, and avoiding communication (Young,
1991). All these signs show that learners respond to anxiety in an exaggerated manner for
the fact that they experience feelings beyond their limits. Daly (1991; cited in Von W érde,
2003) draws the attention to the seriousness of the situation, asserting that for some learners
speaking in public can be so frightening that it can even surpass fear of snakes, elevators,
and heights. In the classroom, it can be possible to identify anxious learners as they sit in the
back row in order to be out of sight and activities (Akkakoson, 2016). Unfortunately, “when
a student becomes reticent in a language classroom, it means that the teacher has lost a
student” (Atas, 2015, p. 968). What is worse is that even competent learners may suffer from
anxiety in classroom activities, which is demonstrated by Gregersen and Horwitz (2002). In
their study, perfectionist language learners appeared to remain silent due to the fact that they
desired to produce perfect utterances, focusing on the possibility of negative evaluation. This
finding of their study is striking in the sense that it brought to light that anxiety may also
result from perfectionist tendencies in some learners. Oztiirk and Giirbiiz (2014) provide
similar explanation, stating that “fear of making mistakes, a perfectionist attitude and
reactions of other students” are the factors that may cause anxiety (p. 12). Indeed, the fear
of failure influences learners’ decisions about whether to speak or not significantly. It seems

that perception of errors makes a difference greatly. In another study of Gregersen (2003), it
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reflects that even if anxious learners take a part in activities, they underestimate their
potential and contribute to the task less than other learners. Non-anxious learners, on the
contrary, focus on the content deeply, making use of synonyms, circumlocution, or other

compensation strategies.

Based on different indications of anxiety, it can be said that there is no fixed way to describe
anxious learners, especially when anxious and reluctant learners are in the same class. It is
upsetting to see that learners’ reluctance in speaking tasks is often attributed to the absence
of motivation or language skills. However, the real cause might be entirely different, which
is also brought to light by Tsiplakides and Keramida (2009). In their study, anxiety came
into view as the main cause of learners’ unwillingness rather than laziness or lack of interest.
Principally, it can be assumed that teachers who build rapport with learners can identify
anxious learners easily. However, even for them it might be difficult to measure learners’
anxiety levels. Thanks to the efforts of Horwitz et al. (1986), it is possible to determine
learners’ anxiety levels with possible reasons. In order to measure the amount of anxiety
experienced by students, they developed “Foreign Language Classroom Anxiety Scale”
(FLCAS). It is a 5 point Likert scale that involves 33 items to measure learners'
communication apprehension, test-anxiety and fear of negative evaluation. The possible
scores range from 33 points to 165 points. According to the scale, the higher the score, the

more anxious the learner.

As indicated previously, language anxiety is a type of situation-specific anxiety. There might
be a great number of anxiety-provoking factors in the learning environment. Young (1991)
draws the attention to six potential sources of language anxiety based on three aspects which
are the learner, the teacher, and the instructional practice. She asserts that the interaction of
learners’ beliefs about language learning, teachers’ beliefs about language teaching,
classroom procedures, and the assessment of language skills has a significant impact upon
learners’ anxiety levels. Among these components, it can be assumed that classroom
procedures and assessment of language skills play a significant role in influencing learners’

anxiety levels. According to Gkonou (2011), classroom context is responsible for learners’
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speaking anxiety. Language classrooms that emphasize accuracy and load the learners with
“severely restricted language code” are found to be potential anxiety-provoking
environments (Dornyei, 2001, p. 91). On the other hand, fluency activities may also give rise
to anxiety. As known, current foreign language classrooms require the learners to participate
in classroom tasks some of which can be demanding for learners. For example, when learners
are asked to give a speech in front of a group or take an active role in group discussions, they
may feel anxious in the target language (Tanveer, 2007). Speaking in the target language is
reported to be most anxiety triggering experience by learners (Lileikiené & Danileviciene,
2016; Maclintyre & Gardner, 1991; Young, 1991; Zheng, 2008), especially when learners
are supposed to speak one after another (Von Worde, 2003) and without being given
permission to use the mother tongue and sufficient wait-time (Mak, 2011). That some
teachers move too quickly through a lesson without providing the learners with enough time
to digest the knowledge is one of the complaints of anxious learners (Khusnia, 2016). As for
other causes, Oztiirk and Giirbiiz (2014) reflect that learners’ major concerns that produce
anxiety are “pronunciation, immediate questions, fear of making mistakes and negative
evaluation” (p. 1). These factors are similar to that found in Tercan and Dikilitag (2015) who
state “speaking, preparedness, question-answer, testing, discussion, public speaking, error
correction” are the sources of anxiety (p 24), and Tosun (2018) who regards unprepared
speaking and fear of failure as the chief resons. Some other causes of speaking anxiety are
listed as poor vocabulary, pronunciation and grammar knowledge, speaking in public,
unpreparedness, fear of humiliation, test-taking, and teacher’s reaction to errors (Atas, 2015;
Von Worde, 2003). Apart from these, learners’ limited vocabulary can also be regarded as

an anxiety triggering factor (Akkakoson, 2016; Liu, 2007).

Anxious learners have a tendency to focus not only on their own performance but also on
the task requirements. Chen and Chang (2004) argue that negative anxiety is related to poor
perfomance in foreign language, negative beliefs about foreign language learning,

challenges in the classroom, and insufficiency in developmental skills. It can be implied that
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those who have negative language learning experiences are more prone to debilitating effects

of anxiety.

However, these challenges can be eliminated if learners’ attention is directed towards
positive outcomes of learning process (Maclntyre & Gardner, 1991). Gregersen (2003)
advises that teachers divert learners’ attention from form, accuracy, and proper social
impressions in order to make them focus on the content of their messages. It would also be
a great help if learners are provided with strategies to overcome anxiety. In the study of He
(2017) who aimed at revealing learners’ coping strategies to lower anxiety, it was found that
learners resorted to 32 strategies some of which were using the target language more often,
eliminating the fear of failure, trying to calm down, studying hard, involving more body
language, having the courage to speak, avoiding complex words, and watching TV

programmes in the target language.

Based on the notion that classroom context is the source of anxiety, it seems reasonable to
make some changes in the learning environment in order to stave off anxiety. The major
change would be creating a non-threatening learning contexts in which learners’
performances are measured through formative assessment rather than “pass or fail” practices
(Tercan & Dikilitag, 2015). Kalipgt (2016) made use of drama as a cooperative and
communicative means with university students in order to decrease their inhibitions. It was
seen that drama influenced not only anxiety level but also motivation in a positive way for
learners enjoyed cooperation and group safety (Yal¢in & Incegay, 2014). The physical
environment of the classroom also plays a key role in learners’ anxiety levels as learners
express their concerns over traditional seating arrangement and reliance on course books
only. For example, a learner reports “Our classrooms are lifeless and frightening, who would
want to learn English in an environment like this?” (Bas, 2014, p. 109). In the same way,
Von Worde (1998) makes a reference to the effect of physical environment, pointing out that

traditional classrooms increase learners’anxiety levels.

Briefly, it can be argued that speaking anxiety is a natural phenomenon in foreign language

learning process. As it is a situation-specific type of anxiety, the sources and solutions are
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also specific to the learning environment itself. It might provide great benefit to identify the

sources carefully before proposing a solution to the problem.
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CHAPTER I

METHODOLOGY

3.1. Introduction

The chapter discusses the research methodology of this study. First, the research design is
discussed. The second section includes information about the data collection techniques and

participants. Finally, data analysis methods are described.

3.2. Reseach Design

The aim of this study is to investigate the causes of speaking anxiety and the effects of drama
on speaking anxiety from learners’ perspectives. Based on the aim of the study, a case study
was chosen as a research design. Case study is described as “researcher explores in depth a
program, an event, an activity, a process, or one or more individuals” (Creswell, 2003, p.
15). The study takes an interest in description of anxiety phenomemon in a high school
enviroment. In line with this, learners’ attitudes towards foreign language learning and their
anxiety levels are explored. Furthermore, as the main concern of the study, drama practices

in connection with learners’ speaking anxiety are analyzed

In the study, both qualitative and quantitative methods were preferred for the fact that the
use of both quantitative and qualitative data in a case study can provide the researcher with
a better insight into the whole process through complete observation (Tellis, 1997). In

addition, the use of both methods can provide data triangulation, “a process by which data
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are verified by agreement with other data obtained from other sources or different procedures

of collecting the data” (Best & Kahn, 2006, p. 271).

3.3. Participants

The participants of the study were 22 students from the same class at a vocational and
technical high school located in Kocaeli. Among the participants, only 3 of them were female
learners. They were in the 9th grade in 2018-2019 academic year. It was their first year
together and with the researcher. The researcher spent five hours every week for English

instruction in the 9th grade is usually held just for five hours per week.

Learners in vocational and technical high schools differ from other high school learners in
that they receive less instructional time and have lower perception of their own performance.
According to Turkey National Needs Assessment of State School English Language Teaching
results of British Council in 2013, learners in vocational and technical high schools display
low perception of their own English level compared to those in general high schools. The
level of learners in English was Al and their mother tongue was Turkish. The course book
used for English instruction was ‘Teenwise’, which was for Al and A2 levels. Hence, this
group was intentionally selected by the researcher - as their course teacher — to help them
overcome anxiety in speaking English and improve themselves on this issue through drama

activities.

3.4. Data Collection Technique

As mentioned before, the study followed both quantitative and qualitative methods. The

quantitative data were collected through the following sources:

i. Foreign Language Speaking Anxiety Scale based on FLCAS, developed by

Horwitz, Horwitz, and Cope (1986)

ii. Multiple-choice achievement test
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The qualitative data were obtained through the following sources:
iii. Open-ended attitude questionnaire for EFL
iv. Reflection sheet for drama
v. General evaluation form for drama
vi. Direct observation
Table 2

Data Collection Procedure

. . General
AttltUQe . Drama Reflection Evaluation Speaking Achievement
Questionnaire & A Sheet .
Activities Form Anxiety Scale Test
FLSA Scale for Drama
for Drama
October
November
1 week after 2 weeks after
The second week December Right after the last the last
of the academic February drama drama activity ~ drama activity June
year (September) activities
March (May) (May)
April
May

First, a literature review was conducted in order to provide a basis for questions in open-
ended attitude questionnaire for EFL (Appendix A), which aimed at revealing learners’
expectations and attitudes towards EFL through nine open-ended questions. It was intended
to reveal learners’ metaphors and emotions for EFL, their perceptions of their own
performance, their opinions about the difficulty level of four macro skills in English, their
willingness to learn, and how comfortable they feel regarding activities that requre the use
of speaking skills. The questionnaire was given in the second week of 2018-2019 academic

year.

The anxiety level of learners was measured through FLCAS, which is a 33-item, individual
self-report Likert scale. The scale ranges from strongly agree to strongly disagree in order to
reflect three significant aspects of anxiety which are communication apprehension, test
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anxiety, and fear of negative evaluation. As the study takes an interest in speaking anxiety,
18 items that are concerned with speaking anxiety were used. To serve this aim, Foreign
Language Speaking Anxiety Scale (Appendix B) based on the study of Oztiirk and Giirbiiz
(2014) was utilised. The translated Turkish version of the questionnaire was administered
before and after drama activities so as to evaluate the effectiveness of drama intervention.
The permisson to use FLCAS (Appendix M) was granted by Elaine Horwitz and the
permisson to conduct research at a high school was granted by the Governorship of Kocaeli

(Appendix N).

The study involved seven drama activities that focused on mainly role plays. In order to
prepare the learners, drama games were played in the warm-up stage. Before each role play,
helpful language functions and vocabulary items of the related unit were prepared with the
learners (Appendix F-I). Role play activities were finished with a feedback session to let the
learners’ reflect their own experiences. It is significant to note that the seating arrangement
for all drama activities was changed to U-shaped design in order to increase interaction and
decrease the perceived pressure of the teacher. It was believed that less pressure from the
teacher and more interaction among the learners would contribute to relieving anxiety and

fostering learning.

In the first drama activity, learners were required to meet new people and introduce
themselves. As they did not know each other, a team bonding drama activity was used to
help them get to know each other. The whole class was given 2 minutes to shake hands and
introduce themselves to each other in English. The learner who remembered the highest
number of names would be the winner. The learners were also asked to suggest English
names for boys and girls. The names were collected to be used for the drama activity. It was
also asked in which places they could often meet new people. The ideas were school,
hospital, fitness center, new neighborhood, cafe, language course and museum. In order to
provide the necessary language for drama activity, a mind map (Appendix F) was prepared
through brainstorming. As for the role play activity, groups of three or four learners picked

a card on which an English name, age, nationality and job were written. It would be their
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new identity. For each group, a group member picked a place name from a box which would
be their meeting place. Then, they introduced themselves after reading their role play cards.
Their role play dialogues involved conflict in order to create information-gap. For example,
the doctor called patients who had the same name or a learner attended different language

course by mistake.

The second week drama activity focused on giving directions. Since learners would need
some preparation before the role play activity, “Simon Says” game was played. In game, the
teacher acted the role of “Simon” and gave some commands to the learners. The learners
would follow the instructions of Simon, but not the teacher. If they did something without
Simon’s instruction, they would be eliminated. Role play of the second week required the
learners to give directions to a stranger. Each group involved three people. Except the
stranger, group members had a map to describe the direction. The groups used the same map;
however, the role of each group was different in the way that they described different places
of the same map. Learners were provided with a mind map (Appendix G) to accomplish their

tasks.

The topic of the third week was ‘Movies’ based on the theme of the course book. As a warm-
up activity learners were involved in ‘Something in Common’ game in order to exchange
information about their likes and dislikes. The activity was extended to expressing likes and
dislikes about movies. Posters of popular movies suggested by learners were sticked to the
board. The movies were 3 Idiots, Avatar, Fast and Furious, Life of Pi, Boss Baby and The
Conjuring which were different movie kinds. Learners were distributed role play cards on
which different movie types were written. The groups consisted of four people who would
be friends. They would imagine themselves as friends at the cinema looking at the posters
and discussing their likes and dislikes in order to decide a movie to watch together. The
activity required the learners to language functions such as expressing likes and dislikes,
agreeing and disagreeing, offering an idea, etc. As learners would need to remember the

language functions, a mind map (Appendix H) was formed for the role play activity.
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In the fourth week, the emphasis was put on expressing abilities, likes and dislikes. In order
to motivate the learners and prepare them for the activity, “Can you do this” game, which
provides the learners to demonstrate their physical skills through fun, was played together.
After the game, learners’ were asked about their career plans. The aim was to provide a
smooth transition to the role play activity. The role play would be about a student who was
between two career choices after university exam and needed help of two friends to decide.
The role play cards of two friends had different professions, so they needed to persuade for
different professions through asking about abilities, likes and dislikes. They were not
expected to have general knowledge about skills of professions. With this in mind, prior to
drama activity a brief information about professions was provided with the help of learners

and the mind map (Appendix 1) was shared with the learners.

The language function of the fifth week was ‘Describing physical appearance and
personality”. The drama game to serve this language function was “Celebrities” which was
mentioned earlier (see Drama Games). After the game, learners watched the cartoon
‘Cinderella’ in order to make them remember the characters. Learners were asked to consider
if they had a chance to make a film of the cartoon with real actors and actresses, who would
they prefer. The characters were Cinderella, stepmother, stepsisters, a fairy Godmother, the
Prince and the the servant. Groups of three people were formed and groups were assigned
different characters from the story. In each group one person would be a director to decide
and the other two members would offer an actor or actress to act the role in the movie. For
example, in order to choose an actress for Cinderella role, learners would offer two actresses
and compare their physical appearances and personalities. Necessary language items were
made clear through mind map (Appendix J). Learners were allowed to use the names of their

favourite actors and actresses to make the activity meaningful.

In the sixth week, “Taste” drama game was played to prepare the learners for the language
function which is ordering food. Through this previously mentioned miming game, learners
can practice vocabulary items regarding food names and tastes. The role play was about

ordering food at a restaurant (Appendix K). In all groups there was a waiter and two friends
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who wanted to order food and drinks. In order to facilitate the roles, props such as tablecloth,

menu, glasses, plate and cutlery were provided.

The topic of the last week was ‘Health Problems’ in which learners were expected to give
advice. Before the role play, learners mimed some health problems selected from the course
book. Then it was discussed what advice would be given for those health problems. Mind
map (Appendix L) was prepared together with the learners, using the course book. Three
learners in each group would perform doctor, patient and friend roles. The role play would
take place at the hospital. Role play cards included information about different health
problems. Props for the activity were medical curtain, medical gloves, strecher and doctor
apron. It was believed that the use of props would contribute to learners’ involvement and

enjoyment

After each practice of functional language through drama activity, learners were asked to
write an entry about their experiences through responding the questions in reflection sheet
for drama (Appendix C) with the aim of providing deeper information about whether or not
they enjoyed the activity, experienced anxiety and wanted more drama activities in the
following weeks. Furthermore, reflection sheets enabled the researcher to follow learners’

progress throughout the process.

After seven drama practices that lasted two terms, learners were provided with a general
evaluation form (Appendix D) to evaluate drama activities and themselves. The form
included twelve open-ended questions that aimed to find out learners’ perceptions of drama,
what they learned from drama activities, in what ways they improved themselves, what kind
of challenges they experienced, the positive and negative sides of group work, and what their
contribution was to their group activities. The questions were prepared on the basis of direct

observation and seven reflection sheets, which were collected after drama activities.

In addition to the mentioned tools, a multiple- choice achievement test (Appendix E) was
given to the learners. The test included 20 questions all of which included dialogues and

aimed to measure learners’ knowledge on functional language and vocabulary so that their
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communication and speaking skills would be revealed. In order to prepare questions with
appropriate distractors, the questions were discussed with two English teachers at the same
vocational and technical high school. It was agreed that the questions reflected course
objectives. In order to provide triangulation of data, the same test was also given to another
group of 21 learners in the same grade with similar language level. After administration of
the achievement test, the result of both groups were compared in order to find out whether

drama made any contribution to foreign language learning process.

3.5. Data Analysis

In order to analyze the quantitative data obtained from speaking anxiety questionnaire, SPSS
v24 package program was utilised. Learners’ speaking anxiety levels were categorized as
high, moderate and low considering their scores. Due to the fact that the questionnaire is a
5-graded Likert scale with 18 items, the possible scores could be between 18 and 90. If the
total score was higher than 72, it would represent high level of speaking anxiety; a total score
between 54 and 72 would indicate moderate level of speaking anxiety and a total score less
than 54 would refer to a low level of foreign language speaking anxiety. Multiple-choice
achievement test results were compared with traditional group in order to analyze the

effectiveness of drama intervention.

As for analysis of qualitative data, learners’ responses to the open-ended attitude
questionnaire, reflection sheets for drama and general evaluation form for drama were coded
for content analysis. Similar responses were categorized. Direct observation was also made

in order to provide further information.
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CHAPTER IV

RESULTS AND DISCUSSION

In this section, the results of the study are introduced and discussed. Firstly, learners’
responses to open-ended questions in questionnaire are presented and discussed. Secondly,
learners’ scores of FLCAS before and after drama activities are provided. Then, reflections
of learners on drama activities have been clarified. Finally, general evaluation form,

achievement test results, and observations of the researcher are reported and discussed.

4.1. Results

The study was conducted to investigate the causes of speaking anxiety and the effects of
drama on speaking anxiety from learners’ perspectives. The research questions that the study

aimed to explore are as follows:

1-What are the reasons for learners’ anxiety in EFL classes?

2-Can drama activities help students overcome foreign language speaking anxiety (FLSA)?
3-How can drama activities help improve speaking in foreign language learning?

In search of answers to these questions, five different data collection tools have been utilised:
an open-ended attitude questionnaire, Foreign Language Speaking Anxiety Scale, a

multiple-choice achievement test, reflection sheet for drama, and general evaluation form.
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4.1.1. Findings of the Open-ended Attitude Questionnaire

To find an answer to the first question, an open-ended attitude questionnaire was given to
the learners. The questionnaire includes nine questions that aim to explore learners’ attitudes
towards foreign language learning and their expectations of the course. Specifically, the
questions are designed to reveal learners’ metaphors, feelings, emotions, ambitions, self-
evaluations, and expectations regarding their foreign language learning experince. The
questions are prepared in a way to enable the learners make additional comments when

necessary.
Question 1 : What does learning English resemble? Why?

The first question examined the learners’ metaphors of learning English in order to find out
their perceptions about EFL. The learners were asked to state their metaphors for learning
English and explain their reasons considering their own foreign language learning

experience.
Table 3

Learners’ Metaphors for EFL

Frequency Percentage
Positive 14 63,64
Negative 6 27,27
Neutral 2 9,09
Total 22 100

It can be seen from Table 3 that the majority of learners (14 learners) have a positive attitude
towards EFL. Learners’ positive metaphors included “clouds, common languge, computer
games, dessert, globe, Internet, nature, plane, phone, and wall with bricks”. Six learners
made negative comments, using the words such as “fake people, fly, full glass of water,
challenge, loleliness, thick book™. It is striking to encounter negative association of “full

glass of water” for the fact that it often brings positive perspective to mind. As for the
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explanation of the metaphor in question, the learner reported that water overflowing from
glass was similar to forgetting prior knowledge when more input was provided. Two learners
expressed neutral opinions as they believed foreign language learning process could involve
both positive and negative experiences like two sides of the medal. Their metaphors were

“food” and “gemini zodiac sign”.
Question 2 : Do you like or dislike learning English? Why?

The second question is intended to find out learners’ feelings about their EFL experinces in

order to determine their attitudes.
Table 4

Learners’ Attitudes towards EFL

Frequency Percentage
Positive Attitudes 11 50
Negative Attitudes 11 50
Total 22 100

From the table, it is clear that the number of positive and negative attitudes are the same.
The result is undesirable for the fact that negative attitudes uncover learners’ prior learning
experiences which resulted in failure for them. Learners reported that they had great
difficulty in dealing with the rules of language learning. They also complained of boredom
in EFL classrooms. Learners’ positive attitudes reveal that EFL classrooms that are fun can

create motivation and success (Table 4).
Question 3 : Is it necessary or unnecessary to learn English?

The third question aims to reveal learners’ attitudes towards learning English and uncover

whether learners would make a room for the use of English in their real lives.
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Table 5

Learners’ Opinions about the Necessity of EFL

Frequency Percentage
Necessary 21 95,45
Unnecessary 1 4,55
Total 22 100

It is clear that 21 learners are aware of the fact that the knowledge of English may provide
them some benefits in their personal and professional lives. Even if English is a compulsory
language in schools, they show that it is not solely a school subject to be passed.
Unfortunately, one learner expressed belief that English knowledge would make no

difference in personal life (Table 5).
Question 4 : What would you do if you could speak English effectively?

The fourth question examined whether learners’ have any expectations and purposes for
learning English. Their expectations might provide a cue about their connection with foreign

language learning.
Table 6

Learners’ Purposes for Learning English

Frequency Percentage
Building a Career 9 40,91
Travelling Abroad 6 27,27
Meeting New People 5 22,73
Getting Better Grades 2 9,09
Total 22 100

In Table 6, it seems that the learners have high expectations for their future as 9 learners

reported that the knowledge of English would influence their career choices in a better way.
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Their preferred career choices were ‘pilot’, ‘tradesman’, ‘cabin crew’, ‘tour guide’,
‘interpreter’, and ‘engineer’. Learning purposes of eleven learners were for personal use,
such as travelling abroad and meeting new people. Unlike other learners, two learners had
low expectations of English due to the fact that what they could achieve with English was

limited to the school environment only.
Question 5 : Do you feel sufficient in English?

The purpose of the fifth question is to determine learners’ perceptions about their own
academic performance and find out whether they feel confident or not in EFL classrooms.

The results might provide an explanation for their behaviour in the classroom.
Table 7

Learners’ Perception of Own Sufficiency in EFL

Frequency Percentage
Insufficient 17 77,27
Sufficient 4 18,18
Neutral 1 4,55
Total 22 100

As can be noticed from Table 7, majority of learners (17 learners) believe that they are
insufficient and they cannot meet the demands of EFL classrooms for the fact that they do
not study hard. The notable finding is that they attribute their failure to internal factors and
take responsibility of their own learning. The reason why four learners feel sufficient is that

they believe they can fulfill their responsibilities in the classroom and get good grades.
Question 6 : Would you perform better in English if you did your best?

The question is aimed to explore whether learners experience learned helplessness and what

they think about their roles in their own learning process.
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Table 8

Learners’ Beliefs for their Own Success

Frequency Percentage
Yes 21 95,45
No 1 4,55
Total 22 100

It is promising to observe from Table 8 that learners to a great extent (21 learners) believe
that they can perform better if they try hard. Furthermore, they are not in state of learned
helplessness in their foreign language journey. Despite the fact that there are learners who
have negative learning experiences, they seem to have no prejudice as they are open to new
learning experiences in EFL. Only one learner said that the result would not change no matter

what he did.

Question 7 : Which skill (reading, writing, listening, and speaking) do you find the easiest

and the hardest to acquire in EFL?

The purpose of the question is make learners consider different aspects of learning a

language and create awareness about their own skills in EFL.
Table 9

Learners’ Perceptions of Skills in EFL

Frequency of the Easiest Skill ~ Frequency of the Hardest Skill

Speaking 2 18
Writing 8 3
Reading 6 -
Listening 6 1
Total 22 22
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Table 9 shows that 8 learners perceive the writing skill as the easiest and 18 learners the
speaking skill as the hardest skill to acquire. From learners’ point of view, speaking skill
involves many aspects, such as pronunciation, vocabulary knowledge, and fluency. Thus,
they are concerned about coping with the activities that require the use of speaking skills. It
is remarkable that learners perceive writing to be the easiest skill in the sense that it is a

productive skill.
Question 8 : How comfortable are you in speaking English?

The question seeks to reveal learners’ underlying feelings when they speak English in order
to identify what factors affect their choices of whether to speak or not. If learners give
thought to their own feelings, it might help them identify what they exactly feel and what

they can do in order to deal with them.
Table 10

Learners’ Feelings about Speaking English

Frequency Percentage
Uneasiness 12 54,55
Tension 4 18,18
Embarrassment 2 9,09
Pleasure 4 18,18
Total 22 100

Theresults of Table 10 are consistent with learners’ responses for question 7, where speaking
is found to be the hardest skill for they lack the knowledge to formulate their thoughts. 18
learners expressed that they experienced negative feelings in speaking English. They also
believed other learners were more capable, which caused them to feel embarrassed. 4

learners, on the other hand, tend to enjoy speaking English.
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Question 9 : What would contribute to your learning in EFL classes?

It is intended to uncover learners’ preferences and what might help them to be more

motivated and successful.
Table 11

Learners’ Expectations for EFL

Frequency Percentage

Fun 9 40,91
Drama 5 22,73
Visuals 4 18,18
Videos 1 4,545
Sports 1 4,545
Speaking 1 4,545
Practical Experience 1 4,545
Total 22 100

The findings indicate that learners have high expectations of the course. They prefer
activities that require the use of more sensory channels. 14 learners like activities that include
games and interaction. It can be said that they maintain a positive attitude towards active

participation in the learning process (Table 11).

4.1.2. Findings of Foreign Language Speaking Anxiety Scale

To find the answer to the second question of this study, Foreign Language Speaking Anxiety
Scale was administered to the learners before and after drama activities. In order to measure
learners’ FLSA, FLCAS, developed by Horwitz et al. (1986), provided a basis for the
questionnaire. However, as previously mentioned, 18 items from FLCAS were used, based

on the study of Oztiirk and Giirbiiz (2014).
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Table 12

Learners’ FLSA Results before Drama

Speaking Anxiety
Minimum Score 50
Maximum Score 83
Mean 70,32
Standart Deviation 9,15

As can be seen in Table 12, the results of learners’ FLSA test scores ranged from 50 to 83,
with a mean of 70,32 and standard deviation of 9,15. The range and the mean scores indicate

that the learners exhibited moderate levels of anxiety in speaking.

In order to provide more depth information about the distribution of learners’ FLSA levels,

their scores were categorized on the basis of degree (Table 13).
Table 13

The Distribution of FLSA Scores before Drama

Frequency Percentage
High Level 6 27,27
Moderate Level 13 59,09
Low Level 3 13,64
Total 22 100

The distribution of learners’ scores in Table 13 shows that six learners (27,27%) experienced
high anxiety levels of speaking, while three learners (13,64%) exhibited low levels. The

majority of the learners (59,09%) displayed moderate anxiety levels.

Learners’ speaking anxiety levels were measured also after drama activities in an attempt to

observe the effect of drama in terms of speaking anxiety (Table 14).
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Table 14

Learners’ FLSA Results after Drama

Speaking Anxiety
Minimum Score 37
Maximum Score 76
Mean 55,27
Standart Deviation 11,67

It can be observed from the data in Table 14 that learners’ FLSA post-test scores decreased
after the intervention of drama. The scores ranged from 37 to 76, with a mean of 55,27 and
standard deviation of 11,67. The range and the mean scores suggest that the learners
exhibited moderate levels of anxiety in speaking. The results also illustrate that the

difference between the scores has increased.

The table below illustrates the distribution of learners’ FLSA levels after drama in order to

compare with prior anxiety levels and observe the effect of drama on learners’ anxiety levels.
Table 15

The Distribution of FLSA Scores after Drama

Frequency Percentage
High Level 3 13,64
Moderate Level 8 36,36
Low Level 11 50,00
Total 22 100

It may be argued from Table 15 that drama contributed to lowering learners’ anxiety levels
for the fact that learners displayed lower levels of speaking anxiety. Half of the learners
exhibited low anxiety levels, while a small number (13,64%) revealed high anxiety levels.

The number of learners who displayed moderate level (36,36) decreased compared to prior

69



measurement results. It can be argued that after the intervention, learners’ speaking anxiety

levels have shifted to a lower category.

4.1.3. Findings of the Achievement Test

The third question of this study dealt with how drama activities can help improve speaking
in foreign language learning. To answer this question, a multiple-choice achievement test
was given to the learners. The same test was also given to another group of 21 learners in
the same grade with similar language level for triangulation of data. Then, the result of both
groups were compared in order to find out whether drama made any contribution to foreign

language learning process.

Table 16 provides data obtained from learners’ achievement tests. The table illustrates the
the comparison of scores of drama group and traditional group of the same grade with similar

language level on the purpose of revealing their academic performance.
Table 16

The Results of the Achievement Test

Traditional Group Drama Group
Maximum Score 80 85
Minimum Score 20 25
Mean 48,10 54,54
Number 21 22

A comparison of the two results in Table 16 reveals that drama contributed to improving
academic performance of those in the drama group. Even if learners in both groups received
similar maximum and minimum scores, drama group displayed a higher mean (54,54), while

the mean was 48,10 in non-drama group.

70



4.1.4. Findings of the Reflection Sheet for Drama

In the study, seven drama activities were implemented. Then, reflection sheets for drama
were given to the learners right after drama activities with the aim of providing deeper

information and following their progress. Responses for each drama activity are as follows:

After the first drama activity, learners were asked whether they found their role play topic
enjoyable or not. Almost the whole class (21 learners) expressed that they enjoyed the
activity for it involved physical movement, cooperation, conflict and learning through an
enjoyable way. The comments include, “I learned because I was involved”, “We had fun
together”, “We reflected the real life”, “We did the English version of what we normally did
in Turkish”, “I lived in that moment while performing”, “I believe the whole class enjoyed
just like me” and “The misunderstading in the activity was funny”. One learner found the
topic ordinary and informed that he could not focus on the activity because of his anxiety.
Regarding learners’ speaking anxiety, a high majority of learners (15) felt anxious since they
were concerned about making mistakes and speaking in front of a group. On the other hand,
six learners felt no anxiety due to the fact that with the help of their groupmates they received
support and felt safer. The surprising finding was that three learners preferred individual
speaking activities rather than group activities because of the fact that their groupmates did
not provide enough support or perform their roles well. They believed that in individual
activities they could take control of everything in the way they liked. The explanation might
make sense as role play activity requires all participants to take a part actively, or else it can
not carry on. Learners were also asked whether they would like similar activities in the
following weeks. One learner was not willing to take a part in drama activities for he believed
he was insuffificent and he needed more time to feel ready. Other learners (21) were
enthusiastic about the activities as they found the activity useful in view of overcoming stage
fright, gaining self-confidence, reinforcing learning, improving speaking skills, providing
more practice for language use and preparing for the real life. In order to provide more
flexibility and creativity for upcoming activities, the learners were told to feel free to share

their additional comments. Their comments were “I do not want to memorize but learn” and
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“I had difficulty in recalling some words, but I made use of body language to express what
I meant”. In addition to learners’ reflections, it was observed that learners considered drama
activities as a test and focused on making mistakes as less as possible; thus, they did not

make the most of the drama activity.

The drama activity of the second week was liked by twenty learners. One of the learners
pointed that he enjoyed the activity for his friends corrected his mistakes in a fun and
constructive manner. This finding is remarkable since group pressure or the fear of ‘being
laughed at” may affect anxiety greatly. Other comments were “Speaking is relaxing”, “I both
had fun and learned” and “Helping each other was great”. One learner complained about the
pace of the activity due to time considerations, while the other mentioned that the topic did
not matter as the focus had to be on learning. Concerning the anxiety, five learners felt
negative feelings, such as the fear of speaking in front of a group, the fear of making mistakes
and having hard time for not studying enough, not knowing what to say or when to say. The
rest of the class did not feel anxious for they were more experienced compared to prior drama
activity. The learners wanted more of similar drama activities as they wanted less anxiety
and more fun while practising the language. Notewothy comments were “I want to be
involved more”, “Helping my friends feels good” and “The more | practiced, the more |
understood what I did”. It was observed that learners made self-evaluation, which was also
revealed in the first drama acitivity. They mostly expressed that they did not study hard
during the course and could not perform well. One the self-evaluations was unusual for he

acknowledged that he was responsible for the low performance of his group.

As for learners’ third drama experiences, eighteen learners enjoyed the activity, while five
of'them did not. Learners’ explanations for enjoying the activity were familiarity of the topic,
the usefulness of language functions and group cooperation to help each other. Negative
opinions of five learners were not performing well as a group, not moving enough during
the activity and some group members trying to be dominant. Regarding learners’ speaking
anxiety, only two learners felt anxious. One of those learners stated that he still felt dread

and embarrassment, while the other worried about being unable to predict his partners’
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responses during the activity. Non-anxious learners shared their opinions that they felt better
with a group support, they could formulate their own thoughts for the first time, their prior
drama experiences facilitated their performance and the focus was not on the same person
during the activity. Learners (21) were eager to take an active role in the following weeks.
They believed that drama activities were useful to reinforce language functions and
vocabulary, practical to use in the real life and helpful to improve speaking skills, mainly
pronunciation. One learner did not want to join the activity due to his anxiety. It was decided
to provide him more encouragement and support through preparing him well for the next
drama activity. He would be assigned easy tasks to help him feel sense of accomplishment.
Additional comments on the third activity were “It was nice that the group performed in
synchrony, being one together”, “Group communication is necessary for success”, “The
group members put the burden on one person” and “The group members enriched the activity
through their body language”. The third drama activity proves that group cohesion is a

significant factor that influences not only learners’ anxiety levels but success.

The topic of the fourth week was found boring by four learners as they believed they could
not exhibit a good performance as a group. However, other members of the same group did
not make negative comments on their group performance. They also added that their roles
involved more speaking compared to previous drama activitities. This was not seen as an
opportunity but a challenge by those learners. The rest of the class expressed pleasure stating
that interacting with friends, learning through cooperation and learning new words about
jobs were also influential factors in their enjoyment. The drama activity caused three learners
to feel anxious due to reasons such as pronunciation and the responsibility of the role. One
of them was really anxious, sharing that anxiety was a problem from childhood and his hands
were trembling due to anxiety. Nineteen learners informed that previous drama practices
helped them feel confident. It was also observed that two learners were not keen on
participating drama activities for the fact that one of them complained about his poor
language level and the other about his groupmates. Twenty learners reflected positive

comments about upcoming activities, putting the emphasis on fun, practice and authenticity
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of the language. It was pleasing to see a learner’s comment “I like speaking English” as it
was the first time a learner expressed an emotion directly. Another promising finding was
that one of the anxious learners who would be supported said “I really want to get involved
in the activities in the following weeks”. Extra comments and evaluations of the learners
were “We should have used body language more”, “I have the sense of achievement now”,
“We had better improve group communication” and “We did not know who would speak
next”. Based on the observations, it could be said that learners started to have an emotional
bond with their learning as their whole focus was not on the language any more. The

comment on the use of body language also supports this observation.

The topic of the fifth week was enjoyable for seventeen learners. Four learners commented
that because of group’s poor performance they did not like the activity. One of the anxious
learners of the previous week felt much better this week and mentioned that the more he
spoke the more he enjoyed his role. The number of anxious learners (7) increased for the
fact that they found the activity demanding and they felt unprepared. Non-anxious learners
said that they were used to activities and they were getting better. The finding that 21 learners
wanted the activities to continue is encoraging for the fact that some of them experienced
problems, and yet were motivated to keep trying. On the other hand, one learner gave up
trying and expressed that due to his vocabulary, he did not want drama activities. The
findings of the drama activity showed that learners needed more group support and more
time for rehearsal. In previous weeks, learners were seemed to be prone to attribute their
failure to group members, which was not reflected this week. Indeed, some of those learners
were right in their criticism. Nevertheless, they did not appear to be discouraged by other

group members, which might indicate improvement in their self-confidence.

In the sixth week, the topic was not enjoyed by five learners, while the rest (17) both enjoyed
and benefited from drama. Among them, three learners complained of the group
performance, one learner found the topic boring and surprisingly one learner criticized the
time limit for he wanted more speaking time. An astonishing finding of the week was that

seven learners mentioned of anxiety. Among them, only one learner expressed anxiety since
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the beginning. Other learners commented that unpreparedness made a negative impact on
their anxiey. As it was an expected result, necessary language input was provided through
mindmaps for all activities. Unfortunately, some of the learners did not make revisions on
time, which caused them to fall behind the activities. The desire to take a part in drama
activities was repeated by twenty-one learners, while one learner gave up studying as he fell
behind the activities and was unable to coordinate with his friends. Enthusiastic learners
made a reference to the significant role of activities in view of developing speaking skills
and supporting permanent learning. As regards learners’ additional opinions, “When there
1s fun, learning occurs” seems to be remarkable. Three learners suggested that more speaking
time and longer sentences be provided. Their suggestions were appreciated for the fact that

what the teacher desired from the very beginning was revealed in their comments.

The topic of the last week was found boring by two learners, whereas twenty learners liked
the idea of talking about health problems. Six learners worried about making mistakes for
not being prepared and one learner maintained his feeling anxious. Fifteen learners stated
that since they were used to drama activities, they were comfortable. As it was the last drama
activity, learners were asked whether they would advocate the use of drama in language
classroom. The responses promised hope for drama due to the fact that they expressed
pleasure. Learners’ comments include “My pronunciation has improved”, “We both have
fun and learn together” and “There were doctor’s instruments like the real life”. One of the
anxious learners commented “Thanks to drama activities, I have overcome my fear of
speaking” might be considered as an encouraging voice to prove that the efforts to make

them speak voluntarily were welcomed.

Based on the findings obtained from seven reflection sheets for drama, it can be concluded
that foreign language anxiety is a situation-specific anxiety as the number of anxious learners
varied in the activities, and only one learner reported and reflected the signs of trait anxiety.
At the beginning, it was seen that the learners considered drama activities as a test and they
did not make most of the drama activity for they used short and simple sentences. As drama

activities progressed, the learners felt more relaxed and contributed more to their group
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performance. It was also seen that they felt more attached to their group, which caused them
to feel more responsible and to spend more effort in order to become more succsessful as a
group. Due to the fact that drama activities provided more opportunities for involvement and
interaction, learners felt the necessity to use longer sentences and different phrases that they
would not normally need to use in regular classroom activities. Furthermore, learners started
to have an emotional bond with their learning as their whole focus was not on the language
any more and they involved their feelings in their reflections. The significant role of the body
language in effective communication was recognized by the learners since some learners
commented that they needed to improve themselves on this issue. It was also revealed that
the pace of the activity and speaking without preparation caused the learners feel anxious,

which was not revealed before.

4.1.5. Findings of the General Evaluation Form

The general evaluation form was given to learners after seven drama activities in order to
provide further information about learners’ foreign language learning experiences and drama
activities. It was also aimed to reflect learners’ perceptions of their own improvement in
EFL. The form includes twelve questions that intend to uncover learners’ perceptions
regarding what drama is, what they have learned, what they have found challenging, what
they expected and received, how they felt before and after drama activities, how their
performance was, what were advantages and disadvantages of group work, in what ways
group work influenced their anxiety levels, what their contribution to the group was and
whether they would prefer group work or individual activities. Learners were also told their
additional comments would be regarded valuable and contribute to the process. The
questions were prepared on the basis of learners’ responses to weekly reflection sheets for

drama.
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In order to find out learners’ perceptions of drama, learners were asked to state how they

would define drama. It was believed that learners’ statements would reflect their learning

experiences regarding drama.

Table 17

Learners’ Perceptions of Drama

“Dramais ...”

fun and different emotions (3)

learning through fun

fun, humorous and informative

laughter and our successful drama performances

laughing with my friends; it was great and fun

enjoyable activity

something like theatre in which people act different characters (6)
acting situations which we face in our real lives

dialogues (2)

communication

individual and group activities, group activity which includes unity, solidarity and fun

representing slice of life through acting (2), becoming socialized and being tolerant

It can be seen from Table 17 that learners’ perceptions of drama include statements such as

“fun, emotions, enjoyment, acting, communication, group activity, and real life”. These

findings show that learners’ EFL experiences through the use of drama were positive.

Learners were also asked to express what they learned from drama activities and in what

ways they improved themselves.
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Table 18

Learners’ Perceived Improvement in EFL

improved my acting skills
learned how to use my body language effectively
learned to speak in front of people
learned not to be embrassed
learned how to control my anxiety
learned that | was courageous
improved myself in fluency
developed my vocabulary and fluency
got better in speaking fluently
learned new words
“Thave ...”  learned new words and how to use them in real life
my pronunciation has improved
improved my pronunciation (2)
improved my communication skills and pronunciation
learned how to speak English
learned how to make a sentence
learned to make sentences and to get involved in a dialogue
learned how to speak even when | feel unprepared
improved myself in view of how to maintain communication and speak fluently
learned how to express myself in English
developed myself in the way that | can speak with a foreigner

The findings of Table 18 show that drama helped the learners improve themselves in a
variety of ways, such as being more confident, learning new words, constructing sentences,
and developing speaking skills in view of pronunciation and fluency from learners’

perspectives.

Learners were involved in seven drama activities in different groups, which enabled them to
learn from different group members, become aware of their own skills and contribute to their
groups in different ways. Then, they were asked what their contribution was to their group

activities.
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Table 19

Learners’ Perceived Contribution

“My contribution to the

group was ...

E2]

the group was successful

I helped my friends

| acted as a prompter

I helped to maintain communication

I helped my friends make sentences

I suggested what to do

I helped them recall some words

I continued the dialogue (2)

I was good at pronunciation

I helped them with pronunciation (2)

I did not make a lot of mistakes

I helped them make their sentences (2)
We enjoyed together

I was calm

I directed the communication

I provided support, trust and discipline
I helped the group integrity

I was a helpful group member

In response to the question of contribution to group activities, learners reported that they
helped their friends, worked in harmony, took responsibility, and continued the activity. It

can be said that all learners felt a sense of accomplishment in different ways as they all

responded the question and used positive comments.

In previous findings obtained from reflection sheets, some learners commented that they
preferred individual activities. However, their groups changed and they changed their

preferences. In general evaluation form, it was intended to find out learners’ preferences in

general and reveal positive sides of the group work.
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Table 20

Learners’ Perceived Advantages of the Group Activity

itis fun
the focus was not entirely on me
it helps me feel relaxed
I feel relaxed
there are shifts between speakers
I feel comfortable
I feel more comfortable with my friends and it helped me trust other people
provides more thinking time
we can help each other (3)
“I prefer group it lowers anxiety and we help each other
activity because ...” it provides safety and we all help each other
it is helpful as we cooperate
you can interact with different people
it lessens my anxiety, we help each other and we have fun
I feel less anxious and more confident
I can perform better with my friends
it allows me to think before I speak
for we have fun, we do not feel anxious and we see different examples
it makes me feel it is real and it gives me time to prepare myself
it is more enjoyable and it increases self-confidence

As can be seen from Table 20 that all learners prefer group activities for they enjoy more,
help each other, and feel relaxed. They can also gain an opportunity to learn from others and

think while waiting for their turn to speak.

It was also aimed to reflect the disadvantages of group activities in order to find out possible

problems. Thus, the learners were asked about the negative sides of group activities.
Table 21

Learners’ Perceived Disadvantages of the Group Activity

it is not under my control

lack of communication causes poor performance

when they forget what to say, | feel worried

I can forget what to say while waiting for my turn

group activityis ...”  we sometimes get angry with each other after a poor performance
we can forget what to say and the dialogue comes to an end
we do not know who will speak next
when my friends do not consider the activity important, we fail

“The disadvantage of
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Table 21 shows that only eight learners responded the question about the negative sides of
group activity, which can be considered as a positive finding. From learners’ reflections, it
can be stated that group activity might cause problems such as losing control over the
activity, exhibiting poor performance, forgetting what to say, and not knowing who will

speak next.

As can be observed from learners’ own evaluations about drama activities and themselves,
drama can provide great support in terms of improving learners speaking skills, interaction
with each other and cooperation. In addition, learners can take an active role in their own
learning through fun. It is also revealed that when drama activities are arranged in groups,
learners can benefit more since they feel more relaxed and get group support. However,
working in a group can create some problems in the sense that group members sometimes
need to carry the burden of those who display low performance or who behave irresponsibly.
In spite of this challenge, all of the learners expressed their preference for the group work.
The favorable finding of their evaluations might be that learners experienced sense of

accomplishment, which is higly significant for creating an emotional bond with learning.

4.2. Discussion

The main aim of this study (Research Question 1) was to find out reasons for learners’
anxiety in EFL classes. Based on learners’ responses to the open-ended attitude
questionnaire for EFL, it was observed that majority of learners had a positive attitude
towards EFL and they were aware of the fact that the knowledge of English might provide
them some advantages in their personal and professional lives. In line with this, they had
high expectations regarding EFL. Learners to a great extent believed that they could perform
better if they tried hard. However, half of the learners reported that they had great difficulty
in dealing with the rules of language learning and majority of them believed they were
insufficient. In addition, speaking skill was reported as the hardest skill to acquire. From
learners’ point of view, pronunciation, vocabulary knowledge, and fluency were the

challenging aspects of speaking skill. The vast majority of learners expressed that they
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experienced negative feelings in speaking English. Their reported negative feelings were
“uneasiness, tension, and embarassment” They also believed other learners were more
capable. Based on these findings, it can be concluded that learners have a positive attitude
towards EFL. However, they found speaking as the most anxiety provoking skill for the fact
that it involved consideration of various aspects such as grammar, pronunciation, vocabulary
knowledge, and fluency. Due to these reasons, the majority of learners experienced

challenges and anxiety in activities that require the use of speaking skills.

Another aim of this study (Research Question 2) was to find out whether drama activities
could help students overcome foreign language speaking anxiety (FLSA). The results of
learners’ FLSA test scores before drama indicated that learners exhibited moderate levels of
anxiety in speaking. When the distribution of learners’ scores was analysed, it was seen that
the majority of the learners (59,09%) displayed moderate anxiety levels. However, after
drama activities learners’ mean score of anxiety decreased and half of the learners exhibited
low anxiety levels. Based on these findings, it can be concluded that drama contributed to
reducing learners’ anxiety levels as learners displayed lower levels of speaking anxiety and

their speaking anxiety levels shifted to a lower category after drama activities.

The final aim of this study (Research Question 3) was to find out how drama activities could
help the learners improve speaking in foreign language learning. In order to find answer to
the final question, a multiple-choice achievement test was given to the learners of drama
group and another group of 21 learners in the same grade with similar language level. The
test involved dialogues which aimed to reflect learners’ communication and speaking skills.
The result of both groups were compared and it was seen that drama contributed to
improving academic performance of those in the drama group as they displayed a higher
mean. The findings obtained from seven reflection sheets for drama revealed that foreign
language speaking anxiety is more concerned with state anxiety for learners’ anxiety levels
varied in the activities. Based on this, it can be concluded that when activities are designed
in an interactive way, learners’ anxiety levels may reduce and learners may perform better.

At the beginning, learners were anxious, which caused them to produce short and simple
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sentences. As drama activities progressed, they felt more relaxed and more attached to their
group, so they contributed more to the group activity. Since drama activities provided more
speaking opportunities, learners felt the necessity to use longer sentences and different
phrases that they would not normally need to use in regular classroom activities.
Furthermore, they used their body language more to support their messages. Based on
findings obtained from general evaluation form for drama, it can be argued that drama can
provide great benefit in terms of improving learners’ speaking skills, interaction with each
other and cooperation. It can be said that when drama activities are designed in groups,
learners can speak more and learn more. Finally, the findings reflect that drama activities
can help the learners experience sense of accomplishment and strenghten their emotional

bond with learning.
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CHAPTER V

CONCLUSIONS AND IMPLICATIONS

5.1. Conclusions of the Study

The current study aimed to investigate the causes of speaking anxiety and the effects of
drama on speaking anxiety from learners’ perspectives. The conclusions of the study are
based on the results obtained from foreign language learning attitude questionnaire, speaking
anxiety scale on the basis of FLCAS, learners’ reflections, achievement test and
observations. The findings of the study have demonstrated that drama makes a contribution
to reducing learners’ foreign language sepaking anxiety level and improving speaking skills
and confidence in learners’ perspectives. The findings obtained from learners’ reflections
and observations also show parallelism with the results of other studies that advocate drama

to have a positive effects on anxiety, confidence, attitude and speaking skills.

Due to the fact that anxiety phenomenon was also in the scope of the study, speaking anxiety
levels of learners were measured before and after drama activities. It was observed that a
high majority (86,36%) of the learners experienced some degree of anxiety. The results are
in agreement with those obtained by Liu (2006) and Von Waérde (1998), who concluded that

more than one-third of the students had anxiety problems.

Regarding the causes anxiety in speaking, the results are in accord with recent studies
indicating that unpreparedness, poor vocabulary, pronunciation, grammar knowledge and
speaking in public are major causes of speaking anxiety (Akkakoson, 2016; Atas, 2015; Liu,
2007; Oztiirk & Giirbiiz, 2014; Tercan & Dikilitas, 2015; Tosun, 2018). The study also

revealed that learners’ anxiety levels tend to reduce in group activities when learners are
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given sufficient wait-time (Aida, 1994; Mak, 2011) as reflected in a learner’s response “I
prefer group activities because it allows me to think before I speak”. At the beginning of the
term, majority of learners reported that they felt insufficient in view of language skills and
speaking skill was found as the hardest skill to acquire since they had to cope with difficulties
such as vocabulary, pronunciation and fluency. After drama interventions, the evaluations
oftheir own academic performance changed in a positive way. Learners’ reflections showed
that drama helped them improve their vocabulary and pronunciation. The evidence to their
improvement was also obtained from learners’ achievement test results. These findings are
also consistent with those of Atas (2015) and Aldavero (2008), whose participants made

progress on vocabulary and fluency.

Contrary to the popular myth, the study has demonstrated that learners’ disengagement in
classroom activities might be due to learners’ high anxiety levels and low self-confidence
rather than laziness, low motivation or lack of skills. During the activities, all of the learners
tried their best in order to accomplish the task. It might suggest that even incompetent
learners can make a contribution as each learner is equipped with skills and learning
experiences with varying degrees. A learner’s statement that “Even if [ can not speak, I will
try” might be regarded as a proof that learners have the will to be a part of classroom
activities. This is reflected in the study of Dewaele and Maclintyre (2014), who investigated
the relationship between foreign language enjoyment and foreign language classroom
anxiety. They reached the conclusion that as learners progress, their anxiety lowers and their
enjoyment grows. Thus, they suggest that it is of great significance not to give up foreign
language classes too early. The findings of learners’ own evaluations after drama practices
show strong evidence of their enjoyment in the activities the more they progressed. Their
enjoyment enabled them to be in the moment as revealed in a learner’s reflection “I felt like
it was real”. This also accords with earlier observations of Torrico (2015), which show that
learners ignore the existence of external factors such as the teacher or their grades when they

are involved.
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One unanticipated finding was that the reported anxiety levels of learners in the activities
showed fluctuations. However, this finding corroborates Aida’s (1994) conclusion that
foreign language learning is related to speaking situations. The finding that only one learner
reflected signs of trait anxiety in drama activities can be explained with the conclusion. The
explanation to why some learners’ felt anxious in drama activities might be that some
activities were found more challenging than others. Indeed, the more drama activities
progressed, the more demanding they were for the learners. The learners were expected to
improve their language skills in the course of time. In this sense, topics of drama acitivities
were greeting, directions, movies, occupations, physical appearance and personality,

ordering food and health problems respectively.

From the findings of the study concerning group work, the perceived benefits seem to be
that learners feel less anxious and more secure. The results after drama activities exhibited
that half of the learners experienced low anxiety levels, while a small percentage (13,64%)
revealed high anxiety levels. These results are in agreement with those obtained by Kalipci
(2015), whose findings indicate positive influnce of group work on relieving the worries,
developing self-confidence, getting group support for active involvement and changing the
attitude towards learning. The study of Yilmaz and Dollar (2017) with 9th grade students
confirm this crucial role of group work in providing a supportive learning environment. The
findings clearly exhibit that learners in the study (100%) appreciated the supportive learning
environment of group work and expressed their preferences for group work in classroom
activities. In the study of incecay (2014), whose participants had similar anxiety experiences
reported that they felt more relaxed in the group work as they helped each other and
developed a sense of solidarity through cooperation. In the study, it was observed that group
work provided the learners with an opportunity to observe others and realize that they were
not the only person coping with the anxiety problem, which helped them feel relaxed. Thus,
several learners expressed that he felt better after they discovered their groupmates made

mistakes and experienced anxiety. These results match those observed in study of Khusnia
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(2016) and Von Worde (2003) whose participants relieved to learn that they were not alone

in their anxieties.

Concerning the challenges of group work in drama activities, it was reported that
irresponsibility of groupmates caused great difficulty. In this sense, some of the learners
needed to take more responsibility in order to accomplish the task. Learners were prone to
regard this responsibility as a burden rather than an opportunity to improve language skills.
However, it was observed that all group members benefited from group interaction. Learners
who were not eager to get involved in activities learned to feel responsible for their groups.
Those who took more responsibilities developed strategies to deal with the problem. For
example, a learner commented that his contribution to his group was providing “trust,
support and discipline”. In this regard, it can be implied that learners not only share their
linguistic knowledge but also their personal experiences. As for another difficulty of the
group work, learners stated that “not knowing when to speak” was their major concern
during the activities. It was observed that learners made use of their body language when

they could not cope with the situation.

One of the important findings of the study is that learners discovered the value of drama in
revealing their own potential. The statements “I have learned that I was courageous”, “I have
observed that my speech was mechanical without emotions”, and “I should have used body

language more” demonstrated that learners awareness of themselves increased after drama.

Foreign language learning is a complex process in which learners might experience anxiety
problems, particularly in speaking skills. When teachers encounter anxious learners, they
need to make a decision between helping the learner to deal the anxiety triggering factors or
designing the learning environment in a non-threatening way. Both ideas might provide
solution to the problem, but most importantly teachers are required to recognize the presence

of the anxiety in order to eliminate as correct diagnosis brings effective treatment.

In relation to decreasing learners anxiety levels, teachers can make use of drama activities

and create pair or group work in order to establish sense of community in the classroom. It
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might also help if learners are equipped with necessary language items in the sense that

learners can have a model of the correct response.

The study holds the view that learners expect the teachers to hear their inner voices. It might
provide benefit if teachers lower their voices from time to time in order to hear what the
learners say. Drama can be an effective means to help the learners make themselves be heard,

discover themselves and demonstrate what they can accomplish.

5.2. Implications of the Study

This study carries considerable implications for teachers, teacher trainers, curriculum

designers, and material writers.

First of all, it is the teachers who need to identify the needs and problems of the learners. To
identify them correctly, teachers should consider making use of activities that contribute to
increasing learners’ awareness of their own foreign language learning process and allowing
the learners to reflect their learning experiences while planning and teaching their lessons.
An effective foreign language teaching can be achieved through discarding ‘one-size-fits-
all’ approch and updating knowledge of how to teach effectively periodically, considering
the demands of the changing world. Drama activities can assist the teachers in their search

of creating lively, interactive, and supportive classrooms.

Teacher trainers should consider implementing more of drama activities for the teacher
trainees and teachers. It seems that the teachers are hesitant about using drama activities or
they do not know how to integrate drama activities into their teaching. Teacher training
programs that involve drama integrated lessons for EFL can eliminate EFL teachers’

concerns about using drama and influence their decisions in a positive way.

Curriculum and material writers can design curricula and syllabi that include drama
activities. The material writers should involve authentic speaking activities that enable the

learners to interact using the target language in a meaningful way.
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Finally, it is hoped that the results of this study on the effects of drama on foreign language
speaking anxiety from learners’ perspectives give inspiration to those who are willing to

make a difference in the learning environment.

5.3. Suggestions for Further Research

This study has some limitations due to several reasons. First of all, it is limited to 22 students
in a vocational and high school. The level of students is Al. Further studies can be conducted
with larger groups using quantitative method. It can broaden our understanding of learners’
perspectives if similar study is conducted with learners who have different proficiency levels

in different EFL environments.

This study lasted two terms in academic year of 2018-2019. Further research can be carried
out to analyse the longterm effects of drama in foreign language learning. The researchers
can also conduct a study that investigates the effects of drama considering different aspects

of foreign language learning process.
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Appendix A. Foreign Language Learning Attitude Questionnaire

The purpose of this questionnaire is to gather information about your attitude and English
language learning experiences in general. Read the questions carefully and answer them

considering your experiences. Thanks for your contribution.

1- What does learning English resemble? Why?

2- Do you like or dislike learning English? Why?

3- Is it necessary or unnecessary to learn English?

4- What would you do if you could speak English effectively?
5- Do you feel sufficient in English?

6- Would you perform better in English if you did your best?

7- Which skill (reading, writing, listening, and speaking) do you find the easiest and the

hardest to acquire in EFL?
8- How comfortable are you in speaking English?

9- What would contribute to your learning in EFL classes?
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Appendix B. Foreign Language Speaking Anxiety Questionnaire

Foreign Language Speaking Anxiety Questionnaire - English Version

This questionnaire is prepared to collect information about your level of English language
speaking anxiety that you experience in classroom atmosphere. After reading each statement,
please circle the number which appeals to you most. There are no right or wrong answers for
the items in this questionnaire. Thanks for your contribution.

Statements Strongly | pisagree | NOt | Agree | Strongly
Disagree Sure Agree

1. Iam never quite sure of myself when I am
speaking in English.

2. | am afraid of making mistakes in English
classes.

3. | tremble when | know that | am going to
be called on in English classes.

4.1 get frightened when I don’t understand
what the teacher is saying in English.

5.1 start to panic when | have to speak
without preparation in English classes.

6. | get embarrassed to volunteer answers in
English classes.

7. I feel nervous while speaking English with
native speakers.

8. I get upset when I don’t understand what
the teacher is correcting.

9.1 don’t feel confident when | speak
English in classes.

10. I am afraid that my English teacher is
ready to correct every mistake | make.

11. I can feel my heart pounding when | am
going to be called on in English classes.

12. I always feel that the other students speak
English better than I do.

13. I feel very self-conscious about speaking
English in front of other students.

14. 1 get nervous and confused when | am
speaking in English classes.

15.T get nervous when I don’t understand
every word my English teacher says.

16. | feel overwhelmed by the number of
rules | have to learn to speak English.

17. 1 am afraid that the other students will
laugh at me when | speak English.

18. | get nervous when the English teacher
asks questions which I haven’t prepared
in advance.
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Appendix C. Weekly Reflection Sheet for Drama

1- This week our group performance was successful / unsuccessful because ...............
2-Weneedto ............... in order to become successful.

3- The topic was fun / boring because ...............

4- The group performance I liked the most was ............... because ...............

5- The group performance | liked the least was ............... because ...............

6- | felt anxious /relaxed because ...............

9- If | face similar situations in real life, | can / can not deal with them.

10- I would / would not like drama activities to continue in the followings weeks because
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Appendix D. General Evaluation Form for Drama

1- How would you define drama? What comes to your mind?

2- What have you learned from drama activities? In what ways have you improved yourself?
3- What were the challenges during the activities?

4- What were your expectations in the first week?

5- Have drama activities met your expectations? If yes, in what ways?

6- How would you describe your anxiety in the first week? How is it now?

7- Which drama activities were the best and the worst for you? Why?

8- Do you have any recommendations? What have you liked the most and the least?

9- What were the positive and negative sides of group work?

10- What were the positive and negative effects of group activities on your anxiety level?
11- What was your contribution to your group activities?

12- Do you prefer individual or group activities? Why?
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Appendix E. Achievement Test

1-John: Hello I'm John. I'm from Italy. What is
your name?
Frank: I'm Frank. I'm from Germany. ................
John: Me, tool

a) Have a nice day.

b) Nice to meet you.
c) Long fime no see.
d) T agree with you.

5-Sue: What type of movies do you like ?
Will: T like sci-fi movies. I think they are ............

a)
b)
c)
d)

ordinary
annoying
unpleasant
amazing

2-Jacob: I'm a Canadian actor. .........oeeee....
Kathy: I'm a chemist.

a) Where are you from?

b) How old are you?

¢) What is your job?

d) What is your nationality?

6-Alice: What do you do in your free time?
Nathan: I like knitting. I think it is relaxing
Alice: ... To me, it is boring.

a) Ialso like it.

b) I hate it.

c) Ienjoy it, too.

d) Iam interested in it.

3-Stranger: ...........Is there a pharmacy near here?
Taxi Driver : Cross the road. It is next to the
book shop.

a) Excuse me.
b) Welcome.
¢) What's up?
d) Seeyou.

7-Jack: I can climb high mountains. .......................?
Sam: T can cycle long distances.

a) How do you do?
b) Do you enjoy it?
¢) What about you?
d) Why do you like?

4-Student : Hello. I'm lost. ...

Shop Owner: Don't worry! Go along this street
and take the first turning on the left. It is on
your right.

a) How can I get to the library?
b) What can you do?

¢) How can I help you?

d) Can you speak English?

8-Hazel: Who is your favourite singer ?
Nicole: I'm crazy about Beyoncé. She is the best.

Hazel @ ................. I think, Rihanna is better than
her.

a) I disagree with you.
b) That's right.

c) Me, too.

d) I think so.
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9-Anita: I like my new teacher.
Will: What is he like?

a) He has got green eyes.

b) He is short and plump.

¢) He has got curly fair hair.
d) Heis polite and helpful.

13-Waitress: Are you ready to order?
Customer: .......mecceeececnnnnes

a) I want to pay the bill.

b) Anything to drink?

¢) I want steak some fries.

d) Would you like some dessert?

10-Gina: Excuse me. Where is the nearest bus
Station?
Police Officer: Go past the cinema. It's onyour
left.

14-Ann: T want to become a wildlife photographer.
Marta: o
Ann: T can run fast and catch the best image of
animals.

Gina: Oh, thank you very  much.
...................................... a) What do you like?
] b) What are your abilities?
@) Havea nice day. c) What is it about?
b) See yo‘u soon. d) What is your job?
¢) Long time no see.
d) Take care.
11-Doctor........re? 15-Son: I have a sore throat. What should I do?

Patient: I've had a fever for two hours.

a) Does it hurt?

b) What's wrong with you?
¢) No antibiotics?

d) What do you think?

Mother: ...,

a) You must put an ice pack.

b) You should be patient.

c) You should buy a medicine.

d) You had better drink herbal tea.

12-Tina: Canyou help me with my homework?
Katie: Of course.
Tina: Thank you so much!
Katie :

a) You are welcome
b) How is it going?
c) All the best

d) That's all.

16-Oscar: Which Modern Wonder is your
favourite?
Scott: Machu Picchu.
Oscar : ... We can visit together.

a) I agree with you.

b) I don't think so.

c) I disagree with you.
d) T hope not.
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17-Mia: Can I have the menu, please?
Waiter: ... .

a) Hereyou are.
b) Anything else?
c) That'sall.

d) No, thanks.

19-Alex: What shall we do this weekend?

Clark: .......ccooverevcnenn.
Alex: Why not? Let's do it.

a) Where do you like to go?
b) How about doing shopping?
¢) What do you think?

d) When can we meet?

18-Mike: Shall we watch Avengers tonight?
Brian: ...
Mike: OK. Let's meet at 7.30.

a) Maybe next time.
b) I think it is boring.
¢) Ican'tstand it.

d) That sounds great.

20-Camilla: What do you think about Norah Jones?

Martin: T don't know her. ...
Caniilla : She has got long hair and big brown
eyes.

a) Why do you like?
b) What is she like?
¢) Who do you like?
d) What does she look like?
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Appendix L. Mind Map VII
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Appendix M. Lesson Plans for Drama

(s)auapnis :ss

doydea} i1

"3093J0 WOy 51 oym “usned g syl puyj 01 ssiljeuoneu
pue sqof ‘sa8e ‘saweu Jiayl ulea| 01 paseddns s1 J0100p ay| “Jayiadol Ja1ua swuanyed
4104 pue SWeu 341 5|[e3 10130 YL SSnIjeuciieu pue sqof usJsyip aaey Asyl 1nq

AyAnoE

Aejdajod e ysnoayy
SOAI2SWIAYI IONPOIII
01 55 10} Ajunyioddo

SIINUIW OF ‘a8e pue aweu awes a3 Ylim sjuaied om] aue 34ayL spJaed Aejdajol ssIngLasip 1- ue spiaod 01- | Bwelg-1504d
“J3Y30 YIED 0] SBA[ISWISY] SONPOJIUI PUE SDIHIUSPI MIU DABY [[1M A3 1BY] S|[91 1- uoIsuayadwo?
AI342 03-
‘g Auanoe ysnoays sndojelp ay1 asnoeld 03 3oueyod B Ylim SIUSPNIS 343 S2|qeu |- ,8unasig, jo
J19150d uoI2UNy 3Y3 pUeIsIapun
SaINuIW G ENEINE ‘pleoq ay3 uo unsaus, Js1sod swiayl syl sind | ‘usyl wayy djpy 01 ewel(
sdoud- | "uonesizaucd ayi ysiuly Asyl moy pue ‘puodsas Asyl moy Hse A3y 1eym 123w Aay}
paeaysey- | 84aym ‘a|dosd mau 183w ASY) USHO MOy SiauLIe3| BY) syse | ‘andolelp syl Jsy- Ayanpe ewelp
j00q (-5--€ AuAnay) Hooq puaya.dwod
3SIN0D- | 9SINOI SYL UL S211IAIRE FuIusIsl 219|dwod 01 S 334U1 shFojeIp 2yY) 01 US| S5- syuapms syl disy 03-
(¢ Annndy) Aianae
*SSU[BUOIIBU PUB SILIIUNOD JISYY $52nF 01 SI2UIED| BY1 SSE pue Ajel| ul 35Inod e ewielp 10 SIsules|
SaINUIW G |euciieulaiul ue Je a4e oym ajdoad usamiag anSojeip e 01 uS1sI| ||1Mm ASU3 1BYL S|[31 1 - 3Y3 218AROW O}
‘S3WeU Jo Jaquinu 1saydiy ewelqg-aid
93 paJaquIBWa. OYM SUOC SY3 2q PINOM Jauulm sy3 pue ysijSu3 ur swes ewelp 13410 Yoes mouy 0}
upjeyspuey Aeqd [im ASU1 1841 SIUSPNIS SUI S|121 BUS “JI9SIDY SSINPOIIUN | JSUY - | 198 susuies| sy disy 01-
NOILVYNA | STVIYILVIN NOIL4I4253d 3S¥N03 SNIV

SNILITED T ALIAILOY YAVHA 404 NY1d NOSST

119



(32249 :AljeUONEN ‘303340 (AIIUNOY JADILQ qOf ‘TT :28y ‘0831pues UsWIE) / YLWS uyof ple) gl) p4ed q| snoA o1 Buipiodde J3sinoA aanpouiul pue
391440 5,40120p 3y} J21U7 "321}40 5,40120p 3Y1 Ul uosIad JaYIoUE S 3J3Y1 ING ‘UIN1INOA S 3 "3WEU JN0A 5||BD JO120P Y3 puk |eYdSoY B 1B 34B NOA T ODIIANYS NIWHVD 7 HLIWS NHOT

“Jualied JnoA pujy pue saAjasWayL

3DNPOJIU] O} LUBY] XSy "9093.0) WOJ4 5| Jualied JnOA Ing 301340 JNOA 1313 38 pue 3WEeU AWes Ayl Yym sjualied om| "3d1440 JnoA 03 0Fajpues uawJe) / YHWS uyof |BD~ 40100d IHL

{youai :AljeuolIRN ‘B2URIH AIIUNOD 1231YDLY (gO[ ‘g 98y ‘0Falpuesg usw.e) / YylwS uyor :pie) (]) "p4ed g| JnoA 01 ujpiodoe J|asinoA 3onpoJiul
pue 39}J0 5,10120p 3y} J31u7 38k pue WU 3WES AY] YUM U0SIad JIYLOUE S| 2434 "aleU JNOA $||BD J0120p 3yl pue |eydsoy e 1e aJe noA T ODIIANYS NIWYEYD 7/ HLIWS NHOT

SQYVI AV1dI104 VINVHA

“GE S SUYS EBYS B PIo MOH

JPepuuE UE 51 ey cqol sey B reym

YSJLE S SYS {BYE BI AUBUONEU 1BYM
PuEfug woy 51 BYS (W0 SYS B1 Sleyp
ST USHUNED) S) SIUBU JSi §BIIBU 181 81 JBUYAR

£BU / Bl Bl P13 MOH

caol Biy iy BEuyp

LB [ SUE 81 AUEU0IEU B
SLUCUy BY [ BYE Bl BIBLN
LBWEBU BIY f 181 Bl TEYN

-ajduweExe
8L U} 88 sUoneanh 1GMEUDR PUB YEYy T SSI0JENE LUOLY IWEPNIS B 800y "ened Ul Y10, B

(V=TT Jefeyy Bwung

sa88Ig) ElpLsd SBPOY

P Yol BBl | OF UIIB Y HUBIS
TapUBUISY BUST

apnis UEINL feyinl | 12 unzy WeyEH
el y=nug pusibus | sE BUION [SULET
Jeyaeel op[Ried oiE
uonednzag AuEuoney Anunon ey BWFLLING-SWEN _

TUORBWIOU) AJESSEI0U SUL LM LIBYD 84l ul |14 ‘webs uesn H H

esiD 8 EEpOY @ jElELne] yEiuEds € B BUeg L
uspnis Gunod &1 BWNF G UBLLISE) Bl I0I0NNEUI 8Y | R

UE oUWl B BWNIE b “ESIUIYL S1E| B Ul Bl DIgES |

“i4) e=8) 1o (1) enn sus pus webs enBomp ey o1 ueasEn E n

Lnof &I MmoH m.l,”__ Ldn s muAn O
iese ou swn Buol () ioneH ()
nof 1esw o eIy _O_ iH O_

ifep e e aney ) gfuwpb y s Moy ()

TSLLCTIEAN .\f)_ jBUILIOW pOOEy ﬁ)_

ey nod gesviyd Sup () Y011 "=juepmie sy Bunesw op|Elad oI O SIS E E

i

pueg) S NG
soeasg oy 3 sepog | B9
ey eit
asanbnpod Iobni 04
upijRL5TY ojousTY
usiods wpts
ouE9 Aupuiag
gsijug g
YD i
usnpnL
P9
puadd
oo
(&

"SaIEUOMEL PUE SAIUNCI J3Y} S5ANG "SIUIPNIE Ay} 4O saley up pue sBujsaaiB ay poay
“Ajea) u) 221n09 LY [EUOjIEWY| 29ual0l4, 2y} jo Aep 1y au) 5| AepoL “mayd ay 12 jooq ﬂ

120



SUodadIp

SIINUIW 77 -dew 3y} uo sweu 3e|d JUIISYIP B SIA|0AUI PIED Sunid ao) Ajunpoddo | ewesg-1sod
Aeid 3104 yae3 “J138uens sy1 djay 01 dew SY1 18 400| 01 pasuU A3y L "219 / Wnashw Bunjeads apiaoud 03 -
/ Aeaqy / [endsoy / uonels sng ay3 01 05 01 moy ||93 01 WY} $HSe oym Jaueuss
E 335 SPUaLLy OM ] “$3|0J JI3Y3 INC 128 Su3pnis pue spaed Aed 3|0l s3INguIsIp 1- uoisuayaidwos
FI342 0}
sp.es ‘dew ay3 ul paajoaul saoe|d
Agjd 9j0J- | JUBJIHIP BQLIOSSP SISUIES| BY} yEW 03 Ajaioe Fulusisy syy jo dew sy sasn |- SUOII3IP INOgeE
paedyseyy- saselyd pueisiapun
J31sod ‘pae0q 3y3 uo ind s| J3350d Bway} ways djay 01-
SIINUIW G 3WaYy- | ,Suo1d8aIp, ‘usy “suondap smg pue djay Joj yse ued Asyl moy ‘dew uo ssoe(d sy euwel(q
dew- | 01 uciuppe ut mowy Asyy saoejd a1jqnd Jeym siaules| ayl syse 1 ‘andojelp syl Joyy- suoiap Suimid
jo0q noge AJejngedon uies)
35IN02- {-€ Ananoy) suondaap Suiaig noge andojelp e 03 US| SS- syuapnys ay3 djay 03
‘(7 AuAY) SUSIS UORIAP 3YI YIIM SIIUIUSS LIIBW 0] SIAUIEI| Y] SHSE |-
SuonIANP
noge a8pa|mouy
SIINUIW € Joud 115y3 31eAIDE 0}
( ‘ySiens 08 ‘B / Ya| uiny ‘§-3) sUoIII3IP INOGE SPIOM BWOS ewe.(q-34d
Jaquiawal wayy dipy pue siauies| ay) az18aua 03 awed  ses uowns, shed 1- Annnpe ewelp Joy
sJauJes| ay3 aJedsud 03-
NOILYYNG | STVIYILVIN NOILdIY¥253d 3SHNO2 SWIV

SNOILI3HIA ONIAID ¢ ALINLLOY VIAVHA HOd NY1d NOSSA1

121



3007 "8 / winasnw / Azeqi] /lendsoy/ uoiieys sng syl 03 08 01 Moy |[21 03 NOA sy oym JISURIIS B 335 NOA pUB pusll) INCA UIMm 34 NOAADVLS / QIAVA
3007 "8 / wnasnw / Ateuq] /[endsoy/ uonels sng ay3 03 08 01 Moy [|91 01 NOA $}se oym Ja8uels B 335 NOA pue puall JnoA yum ale noA JANVT / Ol19vd

JoJ 3{SE pUE pJED INOA UG U311lm dweu aed oY) 18007 "213 / wnasnwi / Aleuq| /jelidsoy/ uonels sng 3431 01 08 01 Juem NOA pUE 150] 3JE NOA YIONVYLS

‘puaiy anoh djay pue dew ay3 je

‘08 ued ays/ay moy |23 pue dew ay1 18

“dizy

“SQYVI AV1d3IT0Y YINYHA

mpaynon €

J004)8 045

pooy 5wy

x

o
)
2
&
@
g
)
)
-~

m
i

Jo04)8 v1H

asnoy s.Anws
01 WOl Woll 3Uj| & MElp pUue SUoRIal|p 24l mojod “ujeBe z anBojeip 01 u23sT ﬁ n

swoy Yy o O yodie a1y q O Aemapug B O
“A2QUINU 1924400 24l 21140 2oeid 23e1 A2yl 242yMm Ino pul o1 sanBoe|p 2yl 01 uls E a
O e O s O v O O =

W=l sul ue Duln puooss sul eMEL L ‘PeOJ UL SEQID D

12ans au) Buoe oo 2 ‘Wb au uo BulLm puoca3as aUl aMBL g
by wny P YA WINL e

‘suBjs 3Yl YUM WaYl yorew pue sasuawuas syl peay BN

122



“13413803
2p1dap 03 Japdo ul J34ud ASyl 1BYm 3UBYS OF pasu AJYL 'SPUR| SIA0W USSP

‘s3IAOW
1noge Ajlunjioddo
Bunjeads apinoud 01-

SNUIW 2 12421d A3Y1 1nq ‘SN ISOL1 4O 3UO 33S 01 Juem A3y “Bulinfuo) sy pue Ageg ssog S3IAOW Inoge
‘I 4O 317 ‘snolng pue 3seq ‘Jeleay ‘sjolp| € Jo suaisod 33s Ajuappns Aay] “121ud2 | Supyjel jo Sulpuelsipun | BWEI(-1S04
Suiddoys e 1e a1 oym spualiy se 1oe 01 pasoddns aJe s spJed Aejd 3|0l sInquUISIp |- SS 3232 03-
“£ AlAIoY aoneud ss-
‘pJEOQ 343 UC UBLIIM SI 531N, Ja1sod swayl sy ‘peis|dwod st dew
PUIW 343 J31Y "SIIACW IN0ge |Nj3sn 3q 1YSIW SULIS] 1BYM pPUR STUSWIWOD 3Aaedau ‘S2AOLW
10 3A11S0d 3¥yEW ‘B3PI UE J3440 JO UCIIENAUL UE 3 EW ‘SI[SIP pUE s3] JI3Yy3 ssaldxa noqe swa)l a8engue|
ued AUl Mo\ SySE | "pJeoq Yl UC UM JIE SIIAOW 243 Jo sadAl ‘Usy] "s31now Asessazau sonoead
SpJed | 950Ul 31| Jo mouy A3yl Jsyisym sy9yd pue (Suunfuo) syl pue Ageg ssog ‘I4 Jo syuapnis ay3 djgy 03-
Aepd sj0u- | 2417 ‘snouny pue 15e4 ‘JeIBAY ‘S101p| £) SpUly 1us1a}1p Jo s1a150d amow xis sind |-
1:sod SIUSWILIOD
ENETNS ‘uoleyAul ue guisnjaa pue uoneuaul ue Sundsooe ‘uoneliaul ue upew inoge aAljedau Jo sanisod
saINUIW ST j00q | =Je S20usIUss YL (£ ANAnoy) sndojelp e ul seousiuss dnoud 01 sisudes| 3yl Syse 1- | Bupjew ‘eapl ue Julisyo eweiq
354N0D- (s-v Auanoy) sadAl ainow ‘SHI|SIP pue S| 41243
s2unoid- | 311IN0AEY JISLY) INOGE Y| OUM SPUBLL) OM) USSM1] 2nSojelp e 01 U3ISI| AUl ‘uayl- |  Suissaudxs pueisispun
-z AUAIDY Ul se 3dAY S1A0W 11U IN0ge y|e) SS- syuapnis auy djgy 03-
(T Anany)sauniond yim sadAl 1a0w Yolew 0 SIaulea| au syse |-
S 2U3 U3aIMIaq
SaINUIW £ uolideIul 3pinoad 03-
Auanoe ewes-a.d
‘SIYISIP PUE S| | BWEIP SU} J0J SIDUIES|
113431 1noge wJes| 01 s ayl sdizy yoiym ‘swes ,uowwo) ul Buyiswos, sied | - 3Y1 a1EAllOW 0)-
NOILVYNA | STVIYILVIN NOILdI4DS3d IS¥N02 SWIV

SAIAON © € 33IM HO4 NVTd NOSST1

123



'3IA0W JNOA Y21eMm LWAY] 33ew 01 Al pue 3dAl 211Un0ABR) JNOA S| 1] SE 1l 935 01 JUBM NOA 1BY] SPUILL INOA |3 "(Apawuod) adA] 3jA0W 211UN0AR) INOA 335 01

1uem pue Sulnfuo) ay] pue Ageg ssog ‘Id 40 3} ‘SnoLINg pue 1se4 ‘JeleAY ‘S101P| £ 4O S43150d IIADLL 935 NOA "SPU3LJY JNOA ylm J91uad Suiddoys e 1e ale noA T INVAY 7/ AdNd

"31A0LU JNOA Y212 LWAY] 33ew 01 Al pue 3dAl a11unoAe) INOA S| 1] Se 11 935 01 JUBM NOA 1BU3 SPU3LI) JNOA || *{40l10y) adA] 3jA0W 311INOAR) UINOA 335 01

1uem pue Supnfuo) ay | pue Ageg ssog ‘Id JO 3417 ‘SNOLINJ pue 1se4 “IBlEAY ‘S10|p| £ JO 513150d 3IAOW 335 NOA 'SPU3L} JNOA yim J31uad Sujddoys e 1e aJe noA T NHOT / 13ZYH

"3IA0W INOA Y21eM LWBYL e 03 Al pue 1] 235 01 Juem noA 18Ul SpualJy JnoA [|21 {uolde) adAl 2jA0W 2114N0AB) INOA 235

o} uem pue Julunfuo) ay ] pue Ageg 509 ‘Id JO 3417 ‘SNOLINJ pue 1se] “JB1BAY ‘S10IP| € 40 5121500 3IAOW 335 NOA 'spUall JNOA yum Ja1ua0 Suiddoys e 18 34e NoA T A / 3LV

weseapdun
u:w__m_!:: sy | “Bumuy Ajea) aue Aay ) senow cu__unJll\ b
..... Buiog PN yuwa | 0GR AZWAD WE | SLU|Y JUBLLCI PUBIS 1,UBD | |,
Burdouue @) 3,Uop | 1
AUy Us Busnen UOREIA L] UE BuUndesoy GoRmAUl OB BUDBTY Mmm.?ﬁ -Buisnwe Alan @se Aoy L Swiy APSWoD anay _J.|\ .‘
JBUIRS0 PUL Juop 4
“OE'S 1IN BLLSLHD S T8 188U 8,167 TE8IS SPUNOE 1] - L6 LA Buisnwe N
LAEPEMEL WO IEeeW S5 |[FUS ABPUasg 8,RUe |y ieed Al B W ST LUE0 | ing AuoS  ueesoq péoud-jepy LOumEDIEM 831 NOA OP S8A0LU JO BdA1 1BUAN L
LRWE B peygeaug Aolua ¢ axy . , g
Bunpau

WL WO IERELU B L UOPR AUN G JRQUUISOB) WD 88l W, | enPeysE Al ey Sl 187 WO D IueDuLs
10 AyAEBOIGU § SAEL | 5UES | 1IN0 101 SAG] | |4 | Geeiog
Luoouele Aepaen
uS 1 BUesE INOOE MOM BEWSUIS BYL 1T US SIACL UBWANE MBI T B Si8U] WSSO I IUSSULA =
“BBupwey (AR N R RERRNRRNRRRRARRRRRRNRRERNNNRRENNNRNNNN]

IDBIIOS B JBPUN WSLL S1LUM PUB SnBOER L9l Ul Besuelues PeIyByBig sg e oo B u

SjdLIE S i} U

By
Buzewe | inoge fzess we
B8 oNBOjEP B aYBUI USL) ‘S[qE) aUj APNES "Sdied Ul 4058, n

WG
Augiey

BAL BIAGL BILROATR S

LU T
aptwos pus uwBe enBojmp sy 03 user ﬁ n

LWWBGID #4i 01 08 @M U0 AUAR P y wes () 8

ti-1ae v Buysem e 5 () onsimeiun pue Buucs wWey puy | e | oy () 4
P 2 PUE QE'G 18 @ 'R P Jumanpy e L, Bujysgem inogw moH  a () [T-LENTIE O ‘5
HOMM B1 L B Ieum mBooB B e () ‘Buzewe o Buioe e e [ ) Aydmibod () 'S
uopoe () v

ABeY NOA JBPID DYI U1 BEIUBILY sweip ooy () g

Bupmo)|o) ey Jequiny “eescw noge Bue Ayiory pue BwIoN 01 U ﬁ u fpawos (7) 2

EL T O 1

AEEESENNENENEEENR
"sadi] SIAOW 1084400 SU} UM 542)50d SIA0L BUIMO| 10} Sy} YIYeW n

ONINYILS "2 ONINALSIT

THILYM NOA LVHM 3dV NDA

124



Ayanoe Aejdsjol

e y3noay3 adendue)
Alessanau ayy Supnpoud
-ired ay3 ui sqol Jusasyip Moddns djay o3 Joj Ajunyoddo
SIINUIW €7 Ay oym spuaLly (12319 ‘uelRULIDIZA/IRAME] J031IY2JB/35INU ‘Jayaeal/iaauBua g a) ue apinoid 01- | BWEIg-1504
sqol jo Jied juasaylp sspnpul paed Aeidsjos yoez -qol 2|qeuns e puy Jay/wiy
diay 01 saljige pue ‘sayisip ‘s s1y 1noge suonsanb yse spusiy JBY/SIH "wexs uoisuayudwiod
Avssaaiun ays Jayye 151 e asedsid o1 Japlo ui djay Joy yse 03 pasoddns st ays/sy pue A28y 03-
sqol om} uaamiaq s1 sS 343 o suQ ‘dnoJd yoes Joj spJed Aed 3|04 33443 SINQLISIP 1-
spieo ‘g pue g ANAIDY Ul se saijige Buissaudxa, aanoeld 01 5§ a3 sdjay 1-
Aejdajou-
J12150d ‘salige pue s3] Inoqe suonsanb smsue pue yse ued | saipqe Swissaldxs, Jo
awayl- | Asyl moy sppe pue Jsisod sway SsuohednaaQ, yum dew punw e sssedsid | 'sqol | uonaung syl pueisiapun
S3INUIW GT sdoud- | 25043 Joj paau 1ySiw A3y sa1jige 1eym pue sqol aniny I3y} IN0ge S§ Y3 SySe |- way djgy 031- ewe.(
yooq sqol 1noqe Ajnanoe
35.n02- b pue g AJIADY 219)dwod 03 OIpe. 3y} U0 SPE 334y3 01 UIsH| sS- | ewelp 3yl puayasdwod
7 ANAIDY Ul se syuapnis ayy djgy 03
sqof ay1 INoge Y[e1 5§ Uy T AHAIDY Ul S3s12J9x3 Sulyoiew pue |y-ded syuasaid J-
SIINUIW 7 I
1noge 35papmoun| ewelq-aid
-awed syl op noA uey, Joud 118y3 31BAIIDE 01
Aeid A3U1 ‘UYL SABY ASUL SIS 1BYM SISUIBS| 3Y1 SYSE PUE [|I4S B SIIBIISUOWSP |- |  UOIIRISIUI 95E3.0UI 0)-
NOILY¥NA | SIVIYILVIN NOILdI4253d 3SHNOD SWIV

SNOILYdNI20 ¥ X33M 404 NV'1d NOSSTT

125



sdaay| 00Z B 80 UBD | 'LUEd pusuy Aw ing ‘Ases qol B wea| ued | S[ewiue ano| | E[EURLILD BU) YDIED JUBD 8 ¢ g IUBpMIS

si@yByaly PUBIRIM SG UBD 8A, APRIND QIS LIOG UED Bp 40P 8L LUED IBUA © W UBpMS
"2 H
“sBapl ANok auByg sauped anod pus nok J0) S|qeINs S48 SOl YOIAL n waﬂdﬁbﬂwmﬁ.ﬂhﬂ”ﬁ : m ﬁM"””M

‘1 esrouexe ur eqol eyi inoga wiaL “sned uryom ([
LUED | 'Op  UED | 'S8 1 g Juspns
LApRIN QI NOA UBD : W JUSPMS

“op uBd Jauped JNOA S3IIATDE d 1sydeiBoioyd sppim el sagod
SU} (+) HOLL "HBYD SU} Ul SAPAGOR B} INOGE SUOHSAND JAMSUR PUB ¥SY 'sJed Ul YI0M g sebuel yed 1edesy ooz seyBysy

“mopeq eqol eyl Yus seamand eyl yoiew q

@) L) fisea gol & uma|
@) O auofe [ane
£} @) IEM LLIMS
@ - 158 unJ
L] ® Apjoinb gua

“@dly WO BJEWIUE 8ij] SAES
0} WSy Wody ({3
puE 28su |[81 (81

saupied Jnog nog Apanoy ~,\ o —
‘Op UBD NOA SNJIAIDE 3U) (~) ¥1] B n ! \ . 100UE PUE LONELLIOLI z.m.n:,
£

9 puy o110 ®

‘sgol awn wed aue Aay] (o “sgol snoumuanpe sue Asy) (g “sqol soopu) am fayy (e

“sqol ay) jo sadk) ay) aquosap o} uondo 1sa4q ayj 2S00y 'q . Apenbes sjELILE B3 (2
o8fE | ‘Buydiop SUl JO suED
soan UL Yo ‘g (5 PUE WIME |
SIBAN 21 0 S
SIONSIA O ¥
SIBWILE LI e pug b
Anunos auy) ssoioe z
ARRLES i (v 1 1nq esomd yby
~eay nofA se spiom ayl Yy sped Buissiw ayy w |y pue uiebe usys1 e W a - - (e gawgaWoe |
ssayByauy puEipivm O_ JaydeiBomoyd sppin O, Jadaay ooz O SR iiciLy Al

01 81031810 O 4
o1 asbenbue) o yeeds |

SEWILE

Pl 81 jo eBewr j8eg ey
43D 0} 18E] (re

quiiiD ; peey / [[B} / YorED  enp ¢ e  duinl f una ¢ jenes

sy NoA se ssumoid suj ul Sqol 2y} sequiny “oipes au ue spe sy o uaisn () B x0q ey ut sprom oyt ym ayusi s ur iy o ([

126



‘apap Jay/wy djay 01 puaiy anch Jo saijige pue
SY1[SIP ‘SYI| INOge suolsanb ysy “1ayoeal poos e ag Ued pualy
INoA juiyl nod 1ng ‘{asyoes1/sasuiBus ) sqol om) asoyi Jo) pIed
Ae|d aj0. unoA peay “qol S 33 3sooys 01 d|3y JNOA spasu pue

sqol om] usamiaq sl ays/aH “Alisianiun ay3 Joy 151 e auedsad 03

SJUEM PULIL INOA ‘Wexa ANSISAIUN JaYY TIDIULYd / VIDIULYd

apap Jay/wiy diay 01 pualyy InoA JO SaI)|IQE pue sIISIp
‘sayl] wnoge suollsanb ysy “1suidua pood e aq uex pusiy
ANoA ULy NOA 1nq ‘{J342E31/433U18US ) Ol oM BSOU J0) paed
Aeld 3jo4 1noA peay -qol Y811 ay3 asooys o3 d|ay JnoA spasu
pue sqol om) usamiaq si 3ys/aH "ANsIsAlun ayj 4oy 15| e suedaud
03 SJUBM PUSLY JNOA “Wexs ANSISAIUN ISYY T HLIWS / VAJ
‘(42y2ea1/433u18u3 ) sqof om) Isou] 40} paed

Aejd 3joa anoA peay -qol S 3yl asooyd 01 d|gy spusily JnoA

pPa3u noA pue sqol 0m} Usam1aq 3.1 NOA “ASISAIUN DY 104 3|

e aledaid 03 Juem noA ‘wexa AJISISAIUN JBYY T YIAITO [ VIAITO

SQYUYI AV1d310d

&1l 0Q ATIV3H NOA NYD

Lspuooas g sop 81880 nod uey -

£5Q01 £ 2UIBU NOA URD

Lpuey ya| anod yum sumaid @ mesp nod ues
LEPUOIEE O 4O ARLOW B @4)| 19W NOA URD

£ SSUIUNGD URRdoINT B BWRU NOA URD
Lanoebuep, jads nok uay

LEEN0Y oyl jo sued 4 eweu Nok ey -

LBINUIL | 18] pUSL) 1580 JNGK 1NOOE Y8l nok ues
£Buos ysyBug ue Buie nod uey

cleunue (webuo ue axew NoA ues

L5801 INOA UDNOL NOA URS

LSPUDDas QL Ul yeam i jo sARp 8L Bweu nod ug -
LESWIN O 1D} PINCGRULM, 158) ABE NOA UBD
Leci@n USI0UT 61 SWwu NoA UwD

40 Wi Bupss spiom ysBug g Aes nod uey -

LealenOue| IWRISHIP G U| 0@, ABE NoA uRD
L1RD B MRIp NOA URD

£5pU02as 0L Jo) B8 aue uo dwnf nok uen
LEBINUI OM) JOj J|5IN0K INDGR HIEl NOA URD
APeay ok uo pURlE NoA UBD

L8180 N0 |8 O sAWRY BUl ABE NoA uRD
£aory fuuny v @yew nod ueg

asbuos s Bug ¢ eweu nod uen

LSPUDIaS Op JO} IRRIg anok poy nok ueg

LEpUoaes G sop 9100801 nod uen -

csgol ¢ sweu nok e -

LPpuRy ya) anod yum 2imotd @ mesp NoA uen
LEPUODDE (] 10§ AaXUOW @ &) 198 NoA uRD
LESUIUNGS UEa0oIng g slUueu not ues
Lenoeduep, 1eds nod uen -

4BENoY auyl jo sued J sweu nok uesn

LEANUILL | 10y PUSL) 1SS0 JNak INDGE el NoA ueD
£Buos ysybuz ue Ours nod uen °

LISUIUE |WRDUO UB @B NOA URS

£880) IN0A Yanoy Nnok uen -

LEPUDDBS O U Yeem S jo shep syl sweu nod uen ©
LEAWN Q| 10} PIBOGELLM, 158 ABS NOA UBD

Lequan ysybuzg g eweu nok uen

L0 Wi BULEIS Spuom usIBUS § ABs nok uen

Lesebenbue| Jusiayip g Ul o8, ABS NoA ueD
180 B MBIp NOA uRD
ispuosas g oy Be) auo uo dwnl nok uen
LEBINUIL ) JOj Jlasinad Inoge Hiel nod uen
PR3y AnoA U0 pums nod uen
LBiaLpra) inod |8 O SSLUBU BU) ABE NOA UBD
Aaoey Auuny e aew Noi uen

isBuos ys)Bug ¢ sweu nok uan

LEPUODSs O oy UIeaIq snod proy nod ueD

127



“1319B1BYD PaUBISSe 113431 104 SS2J10B/I0108 211INOAE) I3}
asedwos Asyy uaym suoiuido 1sauoy [esu Jiay) ssaudxa ued siaquisw dnodg Aiols

Aumoe
Aejdajou e yBEnouays
a8en3ue| Alessasau

sa1nuIw Qg SU1 Ul JS13BIRYD JUSIBLIP B J0J SS3J198/10108 Suipuy Joj s|qisuodsau si dnoud yoeg- a1 Joj Ajunuioddo | eweag-1so4
(4ayrowpoos Allej 3y ‘JUBAIaS 33 ‘s133sIsdals “laylowdals ‘ound 3yl ‘e[lauspul)d) ue apiaoud 01-
UOQLIED BY] Ul SISIDBJEYD BY] JOJ 35002 ASYI pINOM OYM * B||3ISPUID, JO SlA0W € uoisuzyaidwod
W 0] S2ueyYd B peY ASU1 J1 1BY3] SI3UES| 34] S|[91 puE spJed Aejd 3]0 seInquisIp 1- 3I3Y2 01-
‘Alin110€ Aejdajod ay3 01 uonisuedl
e 9piAcId pue SIS10BJIEYD B4 PuUIW3) 0} UQOLIEX E[3J3pul), Moys e sAed |-
'SSE|2 24} puUnoJe yjem
sS pue (9 AliAoy) s1uapnis jo sailjenb sizioeseys Sulidsul anoge suoisanb syse |-
1z150d Aljeuosiad
Sulueaw- uoluido pue aoueladde
SIINUIW G pieayseyy- | ssaudxs 01 pue uoluido 104 yse 01 swall 23endue| |nydjsy sspiaoad os|e | "Aljeucsiad |eaisAyd Suiquiassp, jo ewe.q
sdoud- | pue soueladde [edisAyd aqliosap 01 pasn aq Ued 1BY3 SPJOM 3Y] INOCE SS 34l SHISE - | UOIDUNS 3Y) pUBISIzpun
sinopuey- wayy djay 01-
300q 3|00q 354n02 341 ul sanljenb Anjeuosiad sanedsu pue sasod dnoJ3 ss- Alanoe
95IN00- ‘€ pue g Allaloy | ewedp syl pusysidwod
yum senunuod | (T ANanay ) jooq 9s4no32 syl ul Alianoe Sulyslew syi syussaad |- sjuapnis sy d|3y 01-
aoueseadde jeaisAyd
noge 38pamouy
SaINUIW g ‘awed ,sanugala), syl Jo4 Joud J13y3 S18A110E 03-
95N 0] SPJE2 U0 US13LIM 3JE SIWEU 3U | “AlLIGS|92 211INOAES 11341 INOQE S§ 3] SHSE Annnoe Ewel(-31d
3Ys pue AJ11q3[22 SILINOAEY J31 INOJE $3|B} PUE SulzESew e ylIm SSe|d a4yl SI21u3 |- BUIEIP 341 10} SIUIEI|
3y} BALOW 03-
NOILVYNG | STVIYILVIA NOILdI¥2S3Q ISHNOD SWIV

ALINMYNOSHId ANV IDNVHYIddVY TVIISAHA + S IIM HO4 NVv1d NOSST]

128



sonuenb oy / sy

QWU $,J90RIBYD

*S9J0U axe) Buwnd:

4 uepnis

w,| 95ne3Q qfeyy NOA LM
@10 3u0p |

Jeygow waub

awnone) Aw s1 Bugmoy N

© OS[@ S, 3US "UJPIYD 3l sey aus

4noA INOQE LRG| PUB SSBIO Y} PUNOIE NBM °q

Luay oyne
Aueyd Ul Ued SoXR1 JOAIU JyS WNOAR} JNOA $1 OUM Vi
PUY ‘SISA0U 2GSWIUR] Ul PAISIIAUI OU

*sanenb siajorseyd Buuidsul anok Jnoqe Yy saed Ul HOM B a

Injcay
Bujob-Asea
1sepow
waggnis
snoynapu
Kze)
ojquye
ayjod

® ®

snojea|
Wened
Bujpfino
ABuns
B80S
Bupiog
anpeuibEw)

snoseust

Ays

*s1l01Wa 1282103 SY) 19pUN SPAOM ) dnous ”

158010 64 51 83Ng S, BWLWIT UBY] Jebuoy 51 ey S EipdT “Bta
apdoad ayy adedwod pue | 2s1uaxa Ul wiebe saungad ay) 1B joo n

ey Wpew Jo seH g

(BY SIBL MO 1Y

"s855E0 100 5,8 WEY UMO0IQ JIBD Lioys DUE S848 Useib Jo8 56 ‘Bujoo-pocB sey 1 g
&8Il 00| BIBLLSED N0/ S50P 18UM .". v

‘ba

“MEYD 2y} ul spJom ayl Buisn spusiy anok sguosag g

‘piEsq S24MEa) JaUl0
‘pbusy-Jepinoys ey
unjs piing

e Wby
‘pafe-sooiy afe
‘saoeqie | asueieadde jereusb

‘BlWOSpURY S,2H PI2aq B pue 1y Je) £1n3 106 534 JIng-em S8y pabe-sjppi S| -
“SALIEIE S| SUS NSy B 3pucig Anem Busispinous 108 S.aUS el pus wis sl

B
-~

t

S

*| as14aKa Ul spiom au Buisn Jeya sy ajeidwoy B m

-gasse|d Buueam S1 3 syomIsnow e 106 §a "preq .4 plo s

“fnsud s1 2ug @sou |l2ws e pue 20g) Huoj e 108 s2Ug PIng WNIpSW o S1
ey padp wbens Lous pue unys yrep 1ob s,aus dwnid pus poys s

“ney Ayids pai ol 82K 1eboussi e sl

"8
]
.
e
e
L

=)

S

"SR 22400 3y} Y suonduasap ayy wejdwod pue saangid ayj je joo) H

129



"0S JuIY3 noA Aym uiejdxe pue Ja3oeleyd Jeyy Joy uosiad 3y814 ayi Inoge uoiuido JnoA sseadxa pue

Suidjay Joy 3jqisuodsal a1 noA 3wy JR10EIRYD 34} peaY “(JBYI0WP0D AJIRj 3L} “WUBAISS AU} “SJa)sIsdals “Iayiowdals ouLid 3yl ‘eRIapuI)) SJaeleyd

UooLIED 33 Joj uossad 11 2yl Inoge djay JNOA 10} SYSE J01IBIIP INOA * E[[2J3PUL), JO SIAGUI B SYEW 01 SIUEM J01IRJIP INOA © Z HOLDIYUIA LNVLSISSY

‘08 JuIyl oA Aym Liejdxa pue J310eIeyY 1eY) Jo) uosiad 1yS1l 241 Inoge uoluido InoA ssaidxa pue

Suid|ay Joy 31q1suodsal 21e NOA BWeU J312BIBYD 3Y3 PERY “(J3YIOWPOD) AlIR) 941 “JUBAISS DY} ‘S1a3sIsdas “Jaylowdais ‘aaulid ayl ‘ejjRJapul)) sJaideleyd

UoOoLIED 343 Jo) uosiad 1ySi 3y Inoge djsy JNOA 10 SHSE pUB UODLIED B||3J3PULD, JO SIAOUI B 3YBW 0} SIUBM J01UIP INOA T T YOLD3HIA INVLSISSY

‘9104 33 Joy uosJad aieudoidde
a3 1noge suoiuido J1ay3 ssaldxe pue noA djay 01 51010341 JUEISISSE INOA ysy “(JaylowpoD) Alle) By} JueAlas sy ‘s12isisdals ‘1ayiowdsls ‘aound ay3

‘B|[3J3PUID) UOOIIEY B} U] SIZIOBIEYD JO S3|0J 3Y3 108 0] S3552J108 PUE SI0IIB 350042 03 JUEM PUE B[[3JPUID, JO IACW E 2B 0} 3PP NCA TYOLDIHIT

‘SQYYI AVI4I10Y YINVHA

130



pooy Suliapio

noge Ajlunyodde | ewelq-1sod
SIINUIW €7 gupyeads apiroud 03-
“I9PI0 3Y] e} PUE POOY JIPIC 03 SS 3y} 24inbaa yoym spaed Aeid 3j0d saanquasip |-
uoisuayaidwod
}o3Y2 03-
“13pJo Ajjensn A3yl Jeym Jnoge e}
S "JUEBJNEIS3U /3JeD B 0] 08 ASY1 usym Julip pue 13 ASY] 1BYM ||91 SS 3UI SIUBM |-
‘pieoq 3y3 uo ,poo4 JuispaQ, J31sod swayl ayy sind | ‘usyl Aspio sy unyey,
‘U3111IM OS|E 3B OOy JO 3153 241 IN0qe saA13(pe Alessadap "31se] au) aquidssp pue pue pooy Suliapio, Jo
POOJ 31IN0ARY ,SIUIPNIS INOGE SHSE OS|e | “PJE0] 3] UO US1ILIM J1E SASUOASIL JIBYL | UO1IDUNg BY3 pUBISIapUNn
“J3WOISND B pUB J3}IEM B JO $30ua1uas dnoud sg syl se | ‘saniance Suiuaisl) Jsyy- wayy djpy 03-
S2INUIW G I3sod Bwe.I(]
Wayy- 7 AlAIY Ul papiacad saana(pe Suisn saouaiuas 913|dwod s§- Anlloe
sdoud- ‘G pue p-£ AYAIDY 9319|dwoo pue pooy SULIBPIO INOQE UDIIESIIAUOD B 03 UISI| SS - | BWEIP 23 puayaidwod
yooq *IJIBM IO J3WIDISN2 ‘SHeads OYm pIdap pue g sjuapnis ayi djay o3-
354N03- | ANAIIDY Ul S20USIUDS pead A3y} ‘UBYL "T AHAIIDY Ul S20UIIUIS Yim saun3oid yojew ss -
pooyj Inoge adpajmouy
Joud 112y} 93eAIIDE O3
sInuIW 7
‘awed 21se], sheyd |- Ajnioe Bwel-3ld
BWEIP 243 0} SISUIed)
31 21BAIIOW 03-
NOILYYNd | STVIYILVIN NOILdI¥2S3A ISHNOD SNIY

d004 DNIYIAYO : 9 X3IM HOd NV1d NOSSTT

131



—
R
&

1

‘mjuncne) fw e day) g

‘§B2URLISH PBy| puR Buocinw ‘aliennes ‘weag sy By g

sty U JEmEa i un uanib Bamy sy b
AU 25 LjaUR| &3} 1 By BAY T
"R 5 Y B B T

EUBINA I ISETRIG BEAURRT [PuCpEA BRY B |

“wpuEi 184505 B ( 4] you pue usede usien ﬁ u

ovend
115 By Ry B LT T
LAip 6
Sunimuwan ay) nal ey,
P
Bl By} BBy B LB T
asmnd nad puy —
Lenipe Bunad
'ingis o) A ral sy T
— LIS R
Lo o Bung g =

B0 ) Bup) sy nal ee eunjeanh sy squiny wiede slagp sy o) usEn E n

M

2y

L

AuEg pooy  JswoiEng
SpID haaj mULp puE

Pon 3y) jB EIWEL Bi SR B0 € e weejyeaug Buisey asiy pue syau o uslep) ﬁ n

/ Lumssng Bwas sy naf proy, B
TIEA HUBL e IR
smgraion pUR 5315 BOY LW HERE Wew |
Lomenjd g By saey | Ueg)

) '
4 5
\ WIEPEL R IEY E P
]

{4

!

,.A % Lawap o Bunisuwaas ayy nad progy
A1 40 ¥ \ Linpie o) Apea, nad 8y

- STES} NUB Byl BAEY B4 B

() amaEAn 46 () JBLLEIEAS 'EIEHERAE B BHIM PUT SIOUBILGE BY) pESY u

ERANOR B WIIAA WBL AT P SRanald Big 18 5007 H

132



"1 aduey2 01 Jay/ wiy XSy "} 1|SIp Aj|ead noA

pue ysip Suoum e noh sSuliq JS3EM Y "|E9W INOA J3pJ0 pue

NU3W 3y} 104 }SY * PUaLLy JINOA Yim oo e 0105 2 JINOLSMD

"[11g] 3431 40) 3SE ‘YSIuly NOA JaYy *|esw INoA Jsp.o pue

NUSW 33 339YD "puUaLY JNOA Yyum 2)e2 2 01 09 1 T YIINOLSND

"YsiIp Jay/siy aaias pue urede Jspio

a1 e ysip Suoim ayy FuLig NoA ING ‘POOY SISPIO JAUI0ISND

JNOA "8JBDEJE mmm.._”_._m\S\.hm”_._m\S B JE NOA "mmmm_._._<\<’\ HILIVM

SAYYI AV1d4I10d YINVYHA

BRI

J0j 2ainl 26ueio jo50 16 | safuei l: ag|
SOEESUD YN | PRI T BSILOWe] g

“ZIB000LD 34 SHRUS 015y T
fumjosoyasnfay = &R fay] po eipy foluia1uop| b
QUDRVETE v — 1T TR

ok 1o} poof 2 fay| ale sqeiatan pue nyy 7

" a0 fpoglang 51 000} BIBY ua | L

aang | iseaif ) Inos  fyes ) ALyeay / ysal fsnonien ) fods | fol

‘SaUBUOIID 00K 357) ‘SPAOA UsAIB aU) Yy S3URI ) 1

133



Ananoe Aejdajous

e ydnouays swajqoad
yyeay noqe adendue|
Asessaoau ay Supnpoud

sa1NUIW QT ‘so1301gIIue aquosatd 01 JUeMm J0U S0P 3YS/aY Ing ‘@IIAPE SIAIT J0100p 1oy Ajlunuoddo | ewelqg-isod
3yl "1aneq 125 01 SONOIGIIUE SN 0] SIUEM 3YS/3Y Inq ‘101o0p & 01 S308 njj yum ue apiaoad 01-
1usned y jusned e pue J0130p B JO $3[0J SpN|aUl Y1y spaed Aejd 3[04 s31nqLiasIp | -
uolsusyudwod
JIsY2 01-
-G ANARoy ul sanSojelp 8yl N0 108 s -
‘paeoq 243 uo 1nd si 133150d awayl swajqoad
Yijeay, ‘UsyL "9JIAPE pUE S3SS3U|[I INOQE Sisuled| Y1 Yyum dew puiw satedsid | -
*(S ANAIDY) S2IAPE 31 UM SISSBU|I YIIEW 03 SIBWIE3| 3yl ise L- | swaqo.d yiesy noge
Js1sod sasesyd pueisispun
awayl- ‘(¥ ANADY) 201APE §,10100p 243 1IN0 puly 0} uleSe andojelp 3yl 01 u1sl| wayy djay o03-
pJesysey- | ASY3 ‘UsyL "$30UsIUSS 3yl SABS Juaned e U0 101D0P J3YIBYM BpIISP pue £ ALANDY
sajnuUIW G sdouad- | u1s3ous1Uas 33 pead AsyL 1usiled e pue 10130p e U33M1aq SnJ0|eIp B 01 U31S!| SS - 3oIape Ewe.q
j00q Suims, Jo uonouny
954N02- (g AMADDY) ni 3yl aAey Asyd ay1 puayaudwod
uaym op Ajjensn Aayl 1eym pue (qT ANANDY) sassau||l 3soyl padusliadxs Jans aney s1uapnis ayl djay o1-
Ayl Jlwayy syse | “(eT Ananoy) ssanidid syl yum sassau||l inoge saseayd yaew ss-
FERET
noge a3psjmous]
s9INUIW g “S9SSIU|[I SWIW Joud a1BYy1 31eANDE O)-
pue swed e Aejd [j1m ASU3 1841 S[|31 PUE SSBU[|I UE SBWIW | ‘SS a4yl Sunesus Jeyy- Aunnoe ewelg-aid
BWEIP 341 J0] SISUIE])
93 91EAIIOW O1-
NOILVYNG | STVIYILVIN NOILdI4DS3Q 3SHN0OD SWIV

SIWIT190dd HLTV3IH £ NV1d NOSST1

134



uaned 3yl 01 DIAPE [Nyd[BY SWOS SAID) "SHIOIQIIUE SAIS 03 IUEM 10U Op NOA N[} 3Y1 SBY oYM Juaned e 3AeY NOA THOLDOA

*SII0IGIIUE NOA SAIT O3 JOII0P S} YSE ‘SINI0IGIIUE ISN 0] JUEM NOA SY 12113 |34 0} I0IAPE 138 pUe J01I0P B 03 05 "N|j DY} ABY NOA PUE |1 [93) NOA T INIILVd

SAYVYI AV1dIT10Y YINYHA

yoed so) e gnd .
Pt pa o LR .

UL BELES e ma ] g L

LABTELL 3 ETEUAL G

Py O SHO0p YLD PROYS oy, Y
O | PINOYS TELAS

EANGY B JD§ sEARy B SRy BA] C E

Lnod upue, Sucuss STEYAS W

“ajdiuera sy Ut s sabusys lessacey syEyy “SEr0q S walg

sasrayd aus Busn sSnBoEIp a9 I R MOjRG FAXG SSIAES pus susgasd a0 e e [T

EECEEEE
10U JEgEg pEY nOy,

dnos ujane T pres noa ()

"
O @ <=0

W

'

£ RN 30y SSUADE E_I0I0P i1 S0 WEYL o sy e

SnBoEIp Syl 03 USIE) PUE MOIS SSIUSILSE U9l IR HooT E H

LemgmmE oy

" upLmA P by o 50| mER S pey no,
2Eusy SRl | LSy Ny Sa0g

USRERVE SUA SN (B3 Aread |

ocyas o auab Juaney |

sdEp 2amp o) 1BAE| E pUE oI Bi0S © PRy 2|
anod yum Buose s3mys L

ol o0 of i

SITH

TRy JOg Y, PUR
O3B0 DU J0f 0, SR LESOUSUSE IEIUYE CADT By
oy ot i, o o vt I

wEsss L GunpEssg 0w Bucmey
e u s, Suges peg Ui Buglees
pinby ySnoun Bumab o equmy Bupjuup

njg =y sasy nod ueyss op nad sBung sus (b 3@ n

=
R4
¥

Burey Al B0 UsEl E mEy
AR yoELE @ EmAEy

Sy Sa Up S8 ISMEUR pUE YRy g

i
[
W

Q000000000

|
!

(@4

oo = ey

sEoup 2uos & maEy
DaRgEEOU 2 anEy
ApEpEey = maTy
Al B PSS SaTy

—ooioow vl oA o

"

mmarid 2us yun seeeagd ag ymeny = [

135



Appendix N. Learners’ Responses to General Evaluation Form for Drama

“Drama is fun and different emotions. I have improved my acting skills. I was anxious at first,
but then I felt comfortable. I would prefer group activities. The course has met my expectations”

(Learner 1).

“Drama is something like theatre in which people act different characters. | have improved
myself in fluency. The first week I was sure that | would fail, but then I have changed my mind.
I believed | could do and | achieved. The course has met my expectations, English course is not
boring any more. | was anxious in my first performance, | have overcome my anxiety. The
disadvantage of the group work is that when groupmates do not perform their roles, drama
activity can not continue. |1 would prefer group activities as we have fun and learn together. We

also use our body language when we try to convey our meaning” (Learner 2).

“Drama brings to my mind learning through fun. I have learned how to speak even when I feel
unprepared. The course has met my expectations in the way that my language learning
background used to be incomplete, but it is complete now. | was anxious since | did not know
my friends, | do not feel anxious now. They also made mistakes. The advantage of group work
was that the focus was not entirely on me, while the disadvantage was when someone forgot
what to say, the activity did not proceed. I prefer group activities as my anxiety decreases”

(Learner 3).

“Drama is acting situations which we face in our real lives. I have improved myself in view of
how to maintain communication and speak fluently. In addition, my pronunciation has got better.
The course has met my expectations. In fact, | was not expecting that | would speak so much. |
was anxious in the first week for it was my first time to engage in a conversation in English. The
group work is advantageous since there are shifts between speakers. The disadvantage is that
group performance is influenced negatively when a group member does not speak. | prefer group

activities because it helps to continue speaking in English” (Learner 4).

“Drama is representing slice of life through acting, becoming socialized and being tolerant. I
have developed my vocabulary and fluency. The course fulfilled my expectations as | have
gained self-confidence as well as language skills. The first week | experienced dithering and my
words stuck in my throat, but now it is the opposite of what it used to be. The advantage of group
work is that it helped me to become integrated with my friends and to trust other people. Group
work is better because | feel more comfortable when I perform with my friends. My sixth drama
performance was great. I was so happy and I lack of the words to decribe how I felt” (Learner
5).

“Drama brings to my mind theatre. [ have got better in speaking fluently. The course has met my
needs in view of speaking skills. The advantage of group work is promoting speaking skills and
making our own sentences. The disadvantage is you need group harmony. | was anxious, but the
more | spoke, the less | felt. | contributed to my group through giving creative ideas. After |
finish drama activity, I feel relieved. I prefer group activities since it provides me more thinking

time” (Learner 6).
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“Drama brings to my mind laughter and our successful drama performances. I have learned to
speak in front of people. | did not have any expectations, but | received more than what | could
expect. My anxiety used to be very high, | was trying to encourage myself to speak in front of
my friends as | was unsure whether | would succeed. | can do with ease now. Group work is
advantegous as we learn from each other. It can be disadvantegous when my groupmates do not

study. I prefer group activities because we help each other during the activities” (Learner 7).

“Drama is dialogues. I have learned new words and how to use them in real life. The course has
met my expectations even more since | can make my own sentences now. The first week | felt
anxious, | feel relaxed now. Group work is advantegous because it lowers anxiety and we help
each other. Disadvantage is some group members not studying hard. | had great fun during my

sixth drama performance. It was my best and my group was nice” (Learner 8).

“Drama brings to my mind laughing with my friends; it was great and fun. I have learned not to
be embarrased. The course has fulfilled my expectations as | wanted to learn through fun and
practice. My pronunciation has improved. The first week | was so afraid and anxious that |
wanted the activity to end as soon as possible, waiting for the bell. I look forward to next drama
activities now. Group activity is helpful since we cooperate. If group members do not study, it

causes problems” (Learner 9).

“Drama is like theatre. I have improved my pronunciation. My expectation was that we would
take notes as | was used to it. | was anxious for it was my first time, then it was fine. The course
has not met my expectations. Group disadvantage is that harmony is essential for group success.

Advantange is you can interact with different people” (Learner 10).

“I see drama as a fun activity. | have learned to control my anxiety. The course has met my
expectations because we had fun. | was anxious because | did not know my friends. | prefer
group activities because it lessens my anxiety, we help each other and we have fun. In my

successful drama activity, I felt like it was real” (Learner 11).

“Drama is presenting a slice of life. My interest to English has increased. I have improved my
fluency. The course has met my expectations as drama activities were better than memorization.
I was very anxious, | feel confident now. In individual activities, everyone looks at you. In group
work, the disadvantage is that all group members should be responsible, or else it fails. I prefer

group work since it provides safety and we all help each other” (Learner 12).

“Drama is like theatre. I have improved my communication and pronuncation. The course has
met my expectations in view of stage fright and pronunciation. | was anxious at first, but I feel
experienced now. | prefer group activities because | can perform better with my friends” (Learner
13).

“Drama is speaking English in front of other people. I have learned how to make a sentence. I
thought we would just sit and listen to the teacher. On the contrary, we were not bored and we
learned new things. | can not describe my anxiety at the beginning of the term, I used to forget
the things | knew. | feel confident now. The disadvantage of the group work is that you
sometimes do not get on well with your groupmates. | prefer group activities because it allows
me to think before I speak” (Learner 14).
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“Drama is like theatre. [ have learned how to speak English. My pronunciation has improved. I
thought we would just follow the course book, but then drama activities began. | like them. My
anxiety has reduced by time. I prefer group activities for we have fun, we do not feel anxious

and we see different examples” (Learner 15).

“Drama is fun, humorous and informative. I have learned that I was courageous. In addition, I
have learned some words that | will never forget. | was anxious because of my pronunciation.
The course has met my expectations in the sense that | have learned so many words and | can
give presentation in a meeting. The advantage of the group work is during the activity everybody
is happy. The disadvantage is some people do not study. | prefer group work because it makes

me feel it is real and it gives me time to prepare myself” (Learner 16).

“Drama brings to my mind individual and group activities. I have improved my pronunciation.
The course has fulfilled my expectations as we learned through fun. At first, | was anxious and
embarrased, but thanks to group activities | feel relaxed. | prefer group activities because we can
help each other” (Learner 17).

“Drama is theatre that reflects real life. I have learned to make sentences and to get involved in
a dialogue. The course has met my expectations for | can make my own sentences. | was
embarrased and anxious at the beginning, | feel comfortable now. My sixth drama activity was
great fun for me. | prefer group activity since it is more enjoyable and it increases self-

confidence” (Learner 18).

“Drama is like theatre. [ have learned how to express myself in English. The course has met my
expectations in the way that even if | can not speak, | will try. At the beginning, | was anxious,
it decreased after activities. The disadvantage of the group work might be that you do not know

who should speak next. I prefer group activities because they help me feel relaxed” (Learner 19).

“Drama is group activity which includes unity, solidarity and fun. | have learned how to use my
body language effectively. | enjoyed our English course. At the beginning of the term, | felt
anxious and desperate. Then, | did my best to achieve. | contributed to my group in sense of
providing trust, support and discipline. | prefer group activities as | feel relaxed. In my prior
speaking experience, | have observed that my speech was mechanical without emotions”
(Learner 20).

“Drama is an enjoyable activity. I have developed myself in the way that | can speak with a
foreigner. My anxiety has decreased after drama practices. The course has met my expectations

since I got better. [ prefer group activities for we help each other” (Learner 21).

“Drama is communication. I have learned new words. At first | thought English learning was not
for me, but then I realized 1 could achieve when | studied. My anxiety used to be very high, |
feel no anxiety now. I prefer group activity because I feel less anxious and more confident”
(Learner 22).
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Appendix O. Permission for FLCAS

01.08.2019 Mail - gursen uzun - Outlook

Re: Permission for FLCAS

Horwitz, Elaine K <horwitz@austin.utexas.edu>

P 11

EEANH I R

To: gursen uzun <gursenuzun@hotmail.com>
i's nice to meet you, and | appreciate your interest in my work.

Subject to the usual requirements for acknowledgment, | am pleased to grant you permission to
use the Foreign Language Classroom Anxiety Scale in your research. Specifically, you must
acknowledge my authorship of the FLCAS in any oral or writlen reports of your research. | also
request that you inform me of your findings. Some scoring information about the FLCAS can be
found in my book Becoming a Language Teacher: A Practicad Guide to Second Language
Learning and Teaching, 2nd edition, Paarson, 2013,

Best wishes,
Elaine Horwitz
On Nov 24, 2018, at 1:54 PM, gursen uzun <gursenuzun@hotmail.com > wrote:

MNanie: Glirgen SARTALTIN

Institution: Gazi University

Drepartroent: Foreign Language Teaching

Address: Emmiyer Mahallesi, Baodirma Caddesy, 06500 Yenimahalie/Ankara
City / Country : Ankara / TURKEY

Dear Professor Horwitz,

I am a Master’s student studying English Language Teaching at Gazi University, located
in Ankara, Turkey. My interests include language anxiety. My thesis study will tbhcus on
the relationship between language anxiety and drama.

I 'would like your permiasion to use the Foreign Language Classroom Anxiety Scale in
my research study. 1 would like to use and print your survey under the following
conditions:

e | will use the surveys only for my research study and will not sell or use 1t with any
compensated or curriculum development activities,
¢ [ will send a copy of my completed research study to your attention upon
completion of the study.
If these are acceptable terms and conditions, please indicate so by replying to me through
my e~-mail: gursenuzun@hotmail.com

Sincerely,
Giirgen SARTALTIN

hitns dnntinnk liva.rom/mail/saarch/id/AQMk ADAWATFE 2M Tawl WE xNAWF MMy OSOwWMAIMDAKAFYAAANRG?21 X1 X4 RnHVaRax 1R113RwWNARM 11

139



Appendix P. Permission for Research

|
T,
CAYIROVA KAYMAKAMLIGH
ilce Milli Egitim Miidiirliigi
Sayr : 45162673/605.01/8927555 06.05.2019
Konu:Arastirma lzni
(Girsen SARIALTIN)
................. MUDURLUGUNE &
CAYIROVA
flgi: I Milli Egitim Mildarligiintin 03/05/2019 tarihli ve 8769458 sayih vazisi.
Liselerinde uygulamasmin uygun gdrildiigiine iliskin, 02/05/2019 tar e ]
Valilik Onayr  ekte gonderilmis olup sdz konusu anket gahymasing Miidirhigiings
sorumiulugunda yapilmas: hususunda; i
Geregini rica ederim.
Aznu TUNC
lloe Milli Egitim Mildliirii

Fk:
1. Valilik Onayi(1 Sayfa)
2. Arastinma Degerlendirme

Formu(l Sayfa)

R Girsen .yAz/m_nN
/
war Denvrel Cd \srnnh Bil fon: Menmr Dt EMINGQGH
Bu evrak giivenli ik imza ile i p meb.gov.tr adresinden €d05-7afc-3afb-93b8-9f96 kodu ile teyit edilebilir.
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TG,
KOCAELI VALILiGI
il Milli Egitim Miidiirliigii

Sayr :99332089/605.01/8769458 ) 03.05.2019
Konu: Arastirma izni
(Gtirsen SARIALTIN)

DAGITIM YERLERINE

Gazi Universitesi Egitim Bilimleri Enstitiisii Yabanci Diller Egitimi Ana Bilim Dali
Ingiliz Dili Egitimi Yiiksek Lisans grencisi Giirsen SARIALTIN' i ** An Investigation into
The Effects Of Drama On Foreingn Language Speaking Anxiety From Communicative
Language Teaching (CLT) Perspective ™ konulu arastirma calismasim ilimiz Mesleki ve
Teknik Anadolu Liselerinde uygulama talebinin uygun goriildigiine iliskin, 02/05/2019 tarih
ve 8698743 sayil Valilik Onay1 ekte gonderilmis olup s6z konusu anket ¢alismasimin ilge
Milli Egitim Miidiirliigiiniin sorumlulugunda yapilmasi hususunda;

Geregini rica ederim.

Muhterem AKTAS .
Milli Egitim Mudiir V.
Ek:Valilik Onay1
Dagitim:
Tiim Ilge Milli Egitim Miidiirliiklerine
Korfez Mah. Ankara Karayolu cad. Valilik Binast B Blok Kat:3 KOCAELI Ayrmuli bilgi: ESAGLAM YAVUZ
Elektronik Ag: http://kocaeli.meb.gov.tr Tel: (0 262)3005871
e-posta: stratejigelistirmed 1 @meb.gov.tr
Bu evrak glvenli elektronik imza ile i https://evrak meb.gov.tr adresinden 56d6-2a8b-3722-9abc-4€75 kodu ile teyit edilebilir.
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T.C.
KOCAELI VALILIiGI
il Milli Egitim Miidiirligii

Say1 :99332089/605.01/8698743 02/05/2019
Konu: Arastirma izni
(Giirsen SARIALTIN)

VALILIK MAKAMINA
flgi:Gazi Universitesinin 29/01/2019 tarih ve 3222 sayili yazist

Gazi Universitesi Egitim Bilimleri Enstitiisii Yabanci Diller Egitimi Ana Bilim Dal
Ingiliz Dili Egitimi Yiiksek Lisans 6grencisi Giirsen SARIALTIN' in “ An Investigation into
The Effects Of Drama On Foreingn Language Speaking Anxiety From Communicative
Language Teaching (CLT) Perspective ” konulu arastirma calismasim ilimiz Mesleki ve
Teknik Anadolu Liselerinde uygulama talebi, Universitenin ilgi yazilar ile bildirilmektedir.

Adi gegenin s6z konusu ¢aligmasina esas olmak iizere, ekte sunulan galismayi
flimiz Mesleki ve Teknik Anadolu Liselerinde uygulama talebi komisyonumuzca uygun
goriilmiis olup, Ilge Milli Egitim Miidiirliikleri ve okul miidiirliklerinin denetim ve
gozetiminde goniilliilitk esasia dayali olarak galigmayi yapmalar Miidiirliigiimiizece uygun
goriilmektedir.

Makamlarinizca da uygun gériildiigii takdirde olurlariniza arz ederim.

Fehmi Rasim CELIK
Milli Egitim Miidiirii

OLUR
..../04/2019

Osman EKSI
Vali a.
Vali Yardimcisi

Korfez Mah. Ankara Karayolu Cad.No:129 Valilik Binasi B Blok Kat:3 KOCAELI Bilgi igin: E. SAGLAM YAVUZ
Elektronik Ag: www..kocaelimem.meb.gov.tr Tel: (0262) 3005871
E-posta: stratejigelistirmed4 1 @meb.gov.tr

Bu evrak giivenli clek ik imza ile i https meb.gov.tr ad: ien 0403-6818-30ba-b08c-d383 kodu ile teyit edilebilir.
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FORM: 2
T:C.

MILLT EGITiIM BAKANLIGI

Egitimi Arastirma ve Gelistirme Dairesi Bagkanligt

ARASTIRMA DEGERLENDIRME FORMU

ARASTIRMA SAHIBININ

Adi Soyadi

Kurumu / Universitesi

Arastirma yapitacak iller

Aragtirma yapilacak egitim
kurumu ve kademesi

Arastirmanin konusu

Universite / Kurum onayi

Arastirma/proje/Gdevitez onerisi

Veri toplama araglar

Gorlis istenilecek BirinvBirimler

KOMiSYON GORUSU

Komisyon karari

Oybirligi / Oygokiugu ile alinmistir.

Muhalif Giyenin Adi ve Soyadi:

Gerekgesi

7

{ookg”
L /'/

!ﬁm i
Mlv’l(e itim Midiir Yardimess:

KOMiSYON

{ /‘2019 J'(,:,A.Lﬂw, 12019
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P Murat DOY, B}XU
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Figen YUNLU
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