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This study was cm%&m IFII four objectives: (1) to develop
an English instructional smodel on of drama and questioning
techniques to el - St neak ng Mnnd critical thinking skill; (2) to
evaluate the effectiveness« 1 n Q 1Ce ts’ speaking achievement; (3)
to examine the effect G ' ts’ critical thinking skill;

and (4) to investiga ﬁ /* wwlh-m I;ﬁcloped English instructional

model. The study v .é of 15 non-English majored
undergraduate students wiio gve rolled in the through Drama course in the
third semester of the academig vear 20 3# Enhggngkhl.lnwcmty. Surat Thani
Campus. The expering : wﬁ&d for ecks, totaling 40 hours. Data were
collected using the” speaking ,mﬂ; CTitid _ ‘* achievement tests administered

befmandlﬂ:rmcl J ntai;ona eatment. The gained scores the students
obtained from the pretests s sostests wer pared using paired sample t-test
and Hedges’ g effect sizes wmw‘ and the magnitudes of the effects
caused by the English msuunﬁm_;ai : h:r s journals and students’ journals
were also ﬂnployed during th  collect qualitative data concerning
g\ progress as towards the model. Also,
specifically desig *'———— 'd at the end of the course as
an additional means-io ate * 25 tewards the developed model.

Findings mﬂalﬂl that there was 1y significant difference bet“un

0.01. The effect sizes

.95, respectively, which
Joumals mdmatad that

mm F i o
‘ hini ata obtai ' journals and
ammﬂc ql.u:stmnnalrm E.'.Khlhltﬂd puslhw: results

Based on the findings, it is suggested that the developed model can be
implemented as one of the effective means to enhance speaking ability and critical

thinking skill of Thai leamers who are studying English as a foreign language.
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CHAPTER 1

INTRODUCTION

1.1 Background of the Study

In the age of globalization, international contacts are rapidly growing. English
has become a lingua franca. This greatly reinforces the need of an expansion of the
English speaking population. Therefore, it/is' necessary to develop learners’ English
speaking ability to enable them to communicate effectively in the present world.
Historically, English has.been taught in'Thailand foi-many decades. However, many
Thai learners are still"not preficient users of the language. Jong-Usah (1988), for
example, studied the*levelrof English speaking ability of students at the lower
secondary educationglevelsand /found lthfl_t the students had a very low English
speaking ability. Likewise, Pattarauqn (1;988) studied the level of English speaking
ability of students at thefupper seéondar;l'f,— education level, and her study yielded the
same result. That is, students of Matayo@-___iSuksa Four to Six altogether could only
pass the first level which wasr_tt_le lov({e;st_ ievel of speaking ability. Moreover,
Kulawanit et al. (2005) surveyed.the conditions of foreign language teaching and
learning in all of the regions in Thaﬂand Th—e results showed that most learners were

not confident in usmg any language skills, espe01ally hstenmg and speaking, and that

listening and speakmg were the two skills most learners’ wanted to develop. In the
same study, a large number of employers proposed that schools and universities
should focus on developmg learners such skills in students Therefore, it is of
paramount importance' for Englishteachersto find effective-pedagogical techniques to
help enhance students’ speaking ability.

Apart_from speaking_ ability, critical thinking ability is also another crucial
skill ‘students need to develop.) [t has enjoyed (its|role_as a 'significant issue in
education for years. Its significance does not come only because it functions as a
fundamental part of many academic practices but also because it is considered a key
indicator of learners’ success in academic studies as well as in the profession
(Mcwhorter, 2003). In addition, the present world becomes more problematic and
complex. Students need to have critical thinking ability in order to live good lives.

Because of this, education needs to serve the need to promote this ability among
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learners. Chareunwongsuk (2001) suggests that educational reform must put its
emphasis on developing learners’ analytical and critical thinking, which enables them
to identify the cause of problems and find effective solutions. Pithers and Soden
(2002, cited in Wongchalard, 2004) point out that critical thinking is valuable in many
aspects of life, such as education, politics, and relationship with others. It seems that
the Thai government also considers critical thinking skill as a crucial factor in
developing its people, as evidenced in the educational reform of the Ministry of
Education of the years 1996 to 2007 whiech put critical thinking as one of the
educational objectives. In terms of la_pguage teaching, critical thinking has been
projected as one of the educational goals set in-the planning of foreign language
learning strands in thesfindamental educational curriculum (The subcommittee of
Academic Quality Developmentin the F(')reign Language Strand, 2000). Based on this
extensive concern, students in all fevels ‘are expected to be taught to think more
critically. However, Chaisuriya (2000) stliélicd a relationship between critical thinking
abilities and critical reading abilities in Erig_lish of Mathayom Suksa Six students and
found that the students/had critical thmk}ng ability at the level lower than the
minimum norm level. This obviously -ééﬁ}lr_adicts the primary and secondary
educational goals. : T

In order to-foster thesé two crucieﬂf-'-é_k*ﬂ_lé, students must be provided with
opportunities to practice-the-skitis=As-claimed-by-Moore and Parker (1986), “critical
thinking is the skill that you cannot simply become good-at without practicing” (p. 5).
This claim can also be applied to speaking because it 1S considered a skill, too. To
provide students ,opportunities, to practice,.dfama and questioning techniques can be
integrated into ‘an“English €lass.! This is because'itiis believed that the integration of
these two techniques can provide students with opportunitiesgte practice both
speaking and also express critical thoughts.

Drama is considered an effective device for speaking development. Hamilton
and McLead (1993) state that drama is beneficial especially to speaking development.
Drama can also help teachers create the need for learners to speak. Wessels (1987)
presents the idea that drama can reinforce a need to speak by drawing learners’
attention to focus on creating a drama, dialogue, or role plays or solving problems.
Mattevi (2005) suggests that the use of drama in an English class enables English

teachers to deliver the English language in an active, communicative, and



3

contextualized way. A similar idea is presented by Makita-Discekici (1999), who
points out that drama is a beneficial classroom technique because it enables language
teachers to create realistic situations in which students have a chance to learn to use
the target language in context.

Moreover, drama gives a context for interaction which is very crucial for
language learning and thinking development. This is consistent with the second
language acquisition theory postulated by a well known psychologist, Vygotsky.
According to Vygotsky (1978, cited in Lightbown and Spada, 1999), interaction is a
crucial element for language learnigg and.~thinking development. Foley and
Thompson (2003) add thatdanguage and thought are.correlated. Thought development
is dependent upon language development. Both are developed on the basis of social
interaction. As mentioned .above, dra-'rna can provide the context for learners’
interaction which conseguently/enables them to develop their thought and language.
In addition, E1-Nady(2000) stggests thatT drama can help learners make a connection
between emotion and €ognition. She statés_ that “drama allows learners to take risks
with language and experiénce the cbnnectiafi' bétween thought and action” (p. 41). For
this reason, drama can be an effectlve tcachlng technique to enhance learners’
speaking proficiency and critical thmkmg ablirty

Drama can lay the ground for students to express-and nourish their critical
thought. Borgia, Hotack;-and-Owies-(2004)-claim-that-drataa and critical thinking can
be linked. That is, drama can be applied to foster languager development and critical
thinking. They suggest that the use of dramatization can promote language
development and. that.drama ,can be applied as, a means to, extend critical thinking.
Bailin (1998) adds’that.*“dfama invelves critical thinking and cfitical thinking can be
promoted by work in drama” (p. 145). Moreovery, drama can help handle learners’
obstagles in expressing their critical thought, Yuktanan (2000) ¢laims, that being shy,
afraid 'of losing face, and afraid of negative evaluation from others are important
causes that obstruct learners’ analytical and critical thinking. If this is also the reason
that obstructs learners’ opportunity to develop their critical thinking ability, drama
will become a more suitable teaching approach. This is because drama can create
learners’ confidence. Dougill (1987) remarks that drama can create motivation and

confidence as well.
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With regard to questioning, it is considered an effective teaching device.
Morgan and Saxton (1991) point out that the teacher’s ability to ask questions which
generate different kinds of learning is a primary factor of effective teaching. Jacobson
et al. (1985) adds that “a cornerstone of any effective teaching technique is classroom
questioning” (p. 144). Questions are generally used to stimulate learners to think
about what they are learning. Hyman (1979) states that the primary goal of using
questions is to stimulate a person to think and to direct him or her to think about a
particular topic. It can be said that questioning guides learners what to think and how
to think and that thinking is causcd by quality Guestioning.

Moreover, questioning and reésponding raie important elements in oral
interaction. Questions_serve as the fool to install interaction. Without questions, the
interaction cannot occur smeothly. Accbrding to Dillion (1988), the first thing that
frustrates the purpose jof installing interaction s non-asking. This means that
questioning is a crucial ¢omponent of si;eqking. In brief, it directs and stimulates
speaking. Hyman (1979) presents a conél_stent view that questions are essential to
teachers’ and students’ yerbal ihte_raction-.i He points out that teachers and students
need talking in the classroom. The talking béts—zveien teachers and students are generally
in the form of questioning and reéponding.;fflii; is also one way of helping students
practice their speaking skill. Byrne (197-6;.)-'-'_6*611‘siders questioning and answering
between the teachér and-students-as-oral-practice-techniqlies in the practice stage of
teaching oral languége. This indicates that questioning -can be used as a means for
students’ speaking development.

Both .drama, and 'questioning .can.be.used to-serve .the same function in
enhancing speaking'and thinking in.different ways.'Therefore, the integration of these
two techniques in English instruction should better.enhance learners’ sspeaking ability
and critical thinking.

With promising benefits to speaking and critical thinking which drama and
questioning techniques have, they are proposed to be applied to students at Prince of
Songkla University, Surat Thani Campus. The students at Prince of Songkla
University, Surat Thani Campus, are students of sciences. Therefore, they need to
study only two foundation courses of English. Some English elective courses are also
provided. However, it is found that only a small number of students enroll in those

courses. It seems students avoid attending English classes. Many students there have
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said that they study English only to pass the exam. Also, many teachers have

complained that students avoid choosing English subjects as their elective courses.
This implies that studying English is not preferable for them. From my observation as
an English teacher, I think one reason why many students are not motivated and do
not consider English a preferable subject is the teaching arrangement which, more
often than not, passivizes students. The utilization of a commercial book which all
teachers have to stick to and are expected to finish a certain section within a specific
time in each semester does not allow the teacher to provide students with activities
that they can actively and fully involve in. Moteover; the commercial book selected is
the one which integrates«the four skills in order.to serve the objectives of the
foundation courses. Howevergit seems the selected book focuses mainly on grammar.
Consequently, the foundation c¢ourses fhrned out to be like a grammar class. This
makes the English class; more or ‘less, ‘become a passive class. To make learning
English an active activity and/become mo_rfe preferable for students as well as to create
motivation for learning English, drama i&;chniques might work well. Engaging in
drama, students have a change to play an-_';ﬁétf{/e role in learning the language. They
are not a passive entity sitting in some coﬁféfg 11{1 the room waiting for the teacher to
spoon-feed them. On the other :han’d, they h*cwéto actively involve in all processes of
learning. At the same time:—qiieétions cahf-'-f)é*!_given as ,guidelines to direct their
learning to a cerfaif-learnmg-outcome:—therefore;~the integration of drama and
questioning techniqiles in developing an English instruetional model can motivate
students to play an active role in learning English which in turn will result in their
English proficiency improvement.

As mentioned.above, speaking andicritical.thinking' ar¢ crucial skills in the
present world. In order to become a quality werld population, students need the
development of these, crucial skills.! Therefore, the present-study was eonducted with

the aim! to help students develop their speaking and critical thinking skills.

1.2 Research Questions
1. How can drama and questioning techniques be integrated in the developed
model to enhance students’ speaking achievement and critical thinking skill?
2. To what extent can the developed English instructional model enhance

students’ speaking achievement?
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3. To what extent can the developed English instructional model enhance
students’ critical thinking skill?
4. What are students’ attitudes towards the developed English instructional

model?

1.3 Research Objectives
The objectives of this research are as follows:
1. To develop an English instructional model using the integration of drama
and questioning techmigues to gnhance students’ speaking achievement and
students’ critical thinking skill
2. To evaluate_the effectiveness of the model to enhance students’ speaking
achievement J

3. To determine the £fféctivencss of the model to develop students’ critical

thinking skill

4. To investigate/ students’ athtudes towards the developed English

instructional model ;
#
o

2 dd

1.4 Research Hypotheses f; .

Cognitive as, well-as language devei&ifﬂérit isstheoretically claimed to be the
product of social intCraction=—Vygotsky;for-example;postulates that learning is self-
regulation and the construction of knowledge can be obtained through individuals’
interaction with their social environment (Sutherland, 1992). With corresponding
view, Piaget.considers 'social, interaction. as, ,an, ;activator .of cognitive growth
(Wadsworth, 1996): The pedagogical implications.underlying this concept underpin
the application of drama and questioning techniques to enhance learners’ cognition,
whichiincludes speaking achievement and critical thinking in this study, in that both
of the 'teaching techniques are credited as rich medium for initiating and promoting
social interaction. As stipulated by McGregor, Tate, and Robinson, 1977), drama
involves social interaction. Analogously, Dillion (1988) promises the role of
questioning techniques as pedagogical medium for facilitating and arranging
classroom interaction. Based on these theoretical implications, this study was

hypothesized as follows:
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1. The developed English instructional model can enhance students’ speaking
achievement.
2. The developed English instructional model can develop students’ critical

thinking skill.

1.5 Scope of the Study

1. An English instructional model developed by using the integration of
drama and questioning techniques will be experimented with undergraduate
students attending an-elective course entitled English through Drama at Prince
of Songkla University; Surat Thani Campus:
2. The variablessin this study/consist of the following:

2.1 Independent warpiable: é'n English instructional model using the

integration of drama and qﬁéﬁtioning techniques

2.2 Dependentvariables: speal;ing. achievement and critical thinking skill
) =

1.6 Limitations of the Study

1. As the study sample was recrﬁf{@:a; by means of purposive sampling, the

.I: #

study findings may not be generalize;dftg) other groups of population.

2. A one-group pretéétipoéttest des-i;:;-ﬁ Wwas employed as a research design in
this study, and-the-time-mterval-between-the-administrations of the two tests
was rather short; therefore, the differences betweeﬁ the pretest and posttest
scores might fiave been affected by internal threafs to validity such as practice

effects.

1.7 Definition of Terms

Instructionalimodel

An instructional model or a teaching model refers to a plan which guides how
to design educational activities and environments as well as how to teach and
learn to achieve certain goals (Weil and Joyce, 1987). An instructional model
in this study refers to an English instructional model designed specifically to
integrate the use of drama and questioning techniques to enhance students’
speaking achievement and critical thinking skill. The development of the

model was carried out based on learning theoretical concepts of social
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constructivism and cognitivism as well as a language learning theory of

communicative competence. Among four categories of instructional model as
classified by Lasley II, Matczynski, and Rowley (2002) which consist of
reasoning, reorganizing, remembering, and relating categories, the developed
model belongs to both reasoning and relating categories as its emphasis was

on the enhancement of both speaking and critical thinking skills.

Drama techniques

Drama techniques refer to strategies to~eommunicate or convey intended
meaning which involve a-wide-range of activities (Via, 1987). Those activities
generally consist of gamesy” pantomime, role play, improvisation, simulation,
storytelling, and dramatization. /Drama t'echniques in this study refer to an application
of drama materials as content for class diétussion, the use of pantomime, role play,
and dramatization as well as drama sc;_dipt;r. writing in order to enhance students’

speaking ability and criicalthinking skill. /]

o
Questioning technigues -L_.—f_ .
Questioning techniques are-defined é‘sﬁédagogical techniques which play two
major roles, stimulating a respondent to thiﬁlg'ﬁé*-fb‘re delivering response and directing
the respondents to think-about-a-particular-topicin-this-stlidy, questioning techniques
refer to the method of using questions as a tool to enhance students’ oral interaction
and to stimulate studénts to think critically using Bloom’s taxonomy of educational
objectives (1956) as. a .guideline ,in formulating ,questions.. By using Bloom’s
taxonomy, clear cfiteria for determining cognitive.levels of questions are present.
Hence, the teacher can formulate questions that activate higher cognitive levels of the

students to.eénhance their critical thinking skill.

Speaking achievement

Speaking achievement is defined as the ability to verbally express one’s
feelings and thoughts which can be perceived through the elements of language used
which consist of fluency, comprehensibility, and quantity and quality of content
delivering. In this study, speaking achievement refers to students’ ability to orally

describe events or situations, express opinions, give reasons, participate in daily life
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conversation, and engage in speaking interaction during their participation in drama
activities.

Speaking achievement tests refer to the tests designed to assess
students’ speaking achievement whose criteria of assessment include fluency,
comprehensibility, amount of communication and quality of communication. The

tests included two tasks: questions on a single picture and guided role play.

Critical thinking

Critical thinking refers. to theJability toapply knowledge, thoughts, and
personal experiences to.interpret, analyze, and-evaluate any ideas, actions, or
situations in order to_make.a reasonable judgment or conclusion (Nekamanurak,
1996). !
In this study, critical thinking is defined as students’ ability to interpret, apply,
analyze, synthesize, ‘€valuate or draw co_flcl,usion of the characters’ actions, events,
situations, and problems, involving and oéc_urring in the drama, and be able to justify
their thoughts, express teasons, and give-_';e_:'}/iaence to support their claims. Critical
thinking skill can be assessed using th.ej_'_'f:__rriltaical thinking test designed by the
researcher. — Tl

Critical thinl{iiig'tést refers o ths fest designed according to the

processes of criticdl thinking-n-order-to-assess-the-levels-6f Students’ critical thinking
skill which consists of the ability to interpret, apply, analyie, synthesize, evaluate or
make a judgment or conclusion based on the situations provided. The test is a
controlled essay,, writing.~designed, by, using , Bloom’s taxonomy of educational
objective (1956) asialblueprint in'formulating 'questions. 'Students are asked to give
their responses by using L.1 in order to make sure.that students’ critical thinking skill

is notaffected by their language barrier.

Attitude

Attitude refers to individual’s tendencies to evaluate or respond to objects,
people, or issues in a favorable or unfavorable manner (Fazio and Petty, 2008;
Oskamp and Schultz, 2005). In this study, attitude is defined as students’

predisposition to evaluate or respond to an English instructional model in a positive,
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neutral, or negative manner as reflected through their journals, teacher’

observations, as well as the questionnaires.

1.8 Significance of the Study
Theoretical contribution

The study will bring about an English instructional model using the integration

of drama and questioning techniques Wcan be used to help students develop

Practical contributions 1/“’
ractical contril o —

1. This study wi

cach n

ome guidelines in enhancing

students’ speaking achi
2. This study wall provide slish teachers with, some insights into how to
apply drama techniques in an Englisl instruction as well as how questions should be

used in order to enhance

AULINENTNEINS
RINNIUUNIININY



CHAPTER 2
LITERATURE REVIEW

In order to conduct a study entitled “The Development of an English Instructional
Model Using the Integration of Drama and Questioning Techniques to Enhance
Students’ Speaking Achievement and Critical Thinking Skill” which aimed to develop
an English instructional model to enhance students’ speaking achievement and critical

thinking skill, related research and literature'werereviewed in five areas as follows:

2.1 Drama

With subtle and.complicated in nature and its promising value to learning
growth, drama has beensWidely introduced to teaching and learning context. Drama is
considered the reflectionof réaldife; Through drama, people see many aspects of their
life continuing in the realdworld: how th-e_;y interact with each other, how they think
about each other, or hew they treat.each i)@her. What they learn from drama enables
them to reconsider their life, other 'people-’isi:]if'-e, and their society, which in turn will
result in better understanding of oneself,-f):'t__fl_ers, and the society. Apart from this,
drama also provides other great ad;Iantages fﬁi’ll’[b audience. Among those advantages,

drama can be a resource for language and cognitive development.

2.1.1 Drama-as literature and its benefits fo language and cognitive

development ™

Literature, has, long"been .included. in education. Basically, there are two
distinct approaches: to.literature. lAccording to| Maley | (19894 cited in Carter and
McRae, 1996), those approaches are'the study of literature and the use of literature as
a resource for language learning. An approach to texts as human ereatiye art is what
the study of literature is all about. On the other hand, with regard to the use of
literature as a resource for language learning, literature is viewed as language in use.
This view is in harmony with Spack (1985, quoted in Wasanasomsithi, 1998) who
maintains that “it is in literature that the resources of the language are most fully and
skillfully used. Students thus should have the opportunity to see how the language is
used and then to use the language with the greatest possible skills and effect” (p. 80).

From this perspective, literature can be utilized to serve language learning purposes.
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The second approach opens a door for language teachers to exploit literature for
their language instruction. Apart from that, literature can be used to foster critical
thinking ability. Broadly speaking, literature is like the mirror reflecting human life
and their society. Wongchalard (2004) states that literature is related to human life
experiences and their concerns of others. However, in order to understand each
character’s judgments, decisions, and actions, students need to be encouraged to think
critically.

From this, it can be claimed that among various educational purposes that
literature can serve, drama; as one formJof litetature; is likely to be a valuable tool for
serving those purposes.. The tuse of drama for language development and critical
thinking enhancement is-also.included among those purposes.

McGregor, Tate; and Robinsoﬂ (1977) claim that in communication, an
important thing to consider is the way {he- spoken language is used to express feelings
and ideas. They add that/“drama I'C;OlY_CS around social interaction” (p. 24).
Therefore, it plays a crucialirole in languaée development because social interaction is
considered the major fagtor; which ]eads-; tf’ Jianguage development. This claim is
consistent with the principle of iritéractioﬁ{éf :[Eeory postulated by Vygotsky (1978,
cited in Lightbown and Spada, 1999). Vygotsiiy points out that the development of
language depends entirely on social interact-igﬁ.'ﬁé insists that in the environment that
interaction is suppotied;-the-child-can-become-more-advanced in terms of his/her
knowledge and perfbrmance than he/she would become when working independently.
Kempe and Ashwell (2000) contend that in the English curriculum “drama appears
most prominently, within ‘the .program, of study, for. speaking and listening” (p. 15).
Moreover, Wasanasomsithi' (1998). draws ‘a conclusion from‘her review of many
scholars’ views that “[dramas] readily lend themselves as an ideal ymedium for the
development of language leatners’) communicative competence,(the thighest aim in
most, if not all, language programs” (p. 117). This, therefore, leads to an assumption
that drama can be an effective tool for language development, especially in terms of
oral interaction.

Moreover, Vygotsky (1978) remarks that all developments of cognitive
functions, including the development of language, result from social interaction.
Because of this, it can be claimed that drama, as it represents social interaction, can be

a valuable tool for cognitive development in which critical thinking is also included.
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What Esslin (1976) proposes can support this claim. According to Esslin, drama is a
tool of thought which is a cognitive process. Also, McCaslin (1974) states that
creative dramatics share many objectives with modern education. The development of
critical thinking is included among those objectives. The value of drama on the
development of thinking skill is also agreed by Fisher (1998). Fisher suggests the use
of stories to develop thinking and literacy. Drama is also included as a part of those
stories. He points out that “drama brings the, possibility of thinking with the whole
person and of active engagement in the narrative from a multiplicity of possible
viewpoints” (p. 121). Through this e)_gperience, students have an insight into the
characters’ behaviors and.aetions, including situations that occur in the stories. He
adds that the opportunities given to students to reflect on this active experience will
enable students to formulate and express-'{heir thought.

As previously mentioned drama,.sa’s' one form of literature, can lend itself to
language and thinking deyelopment. In thfs study, drama will be utilized as a resource
or content material forSpeaking and criticil.l thinking development. It should be noted
here at the beginning that the term “draﬁ_'ié:i: téchniques” in this study includes both
drama as a resource and techniques drawn: ffofn Jc}rama pedagogies.

| o el

2.1.2 Definitions of drama
Drama has béen-considered-as-a-valuable-and-effeCtive tool for education and
language instruction for decades. The distinction between drama in education and
theater activities aros€ in the 1950s and 1960s. Drama in education is addressed by
various terms-such, as drama.techniques (Maley and Duff, 2005), drama activities
(Dougill, 1987), land.creative dramal (Heining "and Stillwellf’ 1981). Heining and
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Stillwell also remark that some other terms such as “informal dramay” “creative play

EE N 19

acting,’ “developmiental/drama,” ‘‘educational drama,’ and |“improvisational drama”
are sometimes used interchangeably.

According to Holden (1981), drama is a generic term referring to all kinds of
activities which match the concept of ‘let’s pretend.” Involved in drama activities,
students are asked to pretend that they are other people in an imaginary situation.
Maley and Duff (2005) define drama techniques as techniques which provide students

with opportunity to employ their personalities in creating materials on which language

class will be based. The activities allow students to imitate, mimic, and express
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themselves through gesture and facial expression. Taylor (2000) defines drama as

“part of the process of language learning” (p. 5). She explains that drama allows
children to hide their own identity behind in order to decrease their shyness when
speaking a foreign language. Based on this quality, drama can be considered as
activities which provide students with opportunities to play other people’s roles in

different situations assigned in a language classroom.

2.1.3 Benefits of drama in langnage dearning

Drama can play many 1oles inJ education; especially in language teaching.
Dougill (1987) suggests. that'draina can foster the social, intellectual, and linguistic
development of the child. Heathcote (1984, quoted in Dougill, 1987) presents a
consistent idea that “drama is'a unique téaching tool, vital for language development”
(p- 4). Dougill (1987) adds that drama can satisfy primary needs of language learning.
That is, drama can create mogivation, confidgnce, and context in learning a language.
Taylor (2000) points out that dramais uséful to language learners and teachers, for it
is very motivating and provides great fun. B;: é:ssuming roles of other people, children
can escape from their own identity andjj}?a_é:_g?ame more confident when speaking
English. She also remarks that :context t\;ftén helps clarify the meaning of the
language. Drama functions e:fféé'ti{lely to eﬁéc-;li*rgége children to guess the meaning in
relation to existing Context=—Hamilton-and-Meclead-(1993) State that drama involves
the intellectual, ph};sical, and emotional development of the individual. Drama can
help students gain iisight about the self, other people, and situations and foster
students’ social and adaptive.skills which.are, necessary elements in the process of
foreign language-ilearning. 'Drama [is also 'beneficial lespecially to speaking
development. Wessels (1987) rematks that drama.can reinforce agneed to speak by
drawing learners/ ‘attention to! focus on|creating a drama,~dialogte, or|role play, or
solving problems.

Maley and Duff (2005: 1) strongly support the use of drama in language
learning. They give a long list of drama’s benefits to students. Examples are as
follows:

- Drama integrates language skills in a natural way—Ilistening, speaking,

reading, and writing.
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- It integrates verbal and non-verbal aspects of communication, thus
bringing together both mind and body, and restoring the balance between
physical and intellectual aspects of learning.

- It draws upon both cognitive and affective domains, thus restoring the
importance of feeling as well as thinking.

- By fully contextualizing the language, it brings the classroom interaction
to life through an intense focus on meaning.

Dougill (1987) additionally presents’ censiderable benefits of drama. For
example, drama provides a framewor% for Communication, chances to experience
unpredictability in language-use, and a bridge between classroom and the real world.

Based on these idéas, it can be concluded thatusing drama in a language class
is like modeling a realaworld in a class-'-to give students opportunities to experience
and learn how a language is used in‘the world outside the classroom. Such experience
is unlikely available’in aftraditional clas_fsrq_om. Holden (1981) gives ideas about a
language learning situation which is trueieven at the present time. He remarks that
learners are often overpiotected in their language class. That is, students learn how
people communicate from textbooks which' do_ not well reflect the real world. People
in those textbooks do not normally do what people in the real world do such as
making grammatical, mistakes, Swear, talk nonsense hesitate, get interrupted, and lose
temper. Moreover, ili-real-life-people-speak-differentiy-11 order to ask for the same
desired reaction. Henee, students cannot tackle situations effectively when exposed to
the real world. In ofder to be able to communicate effectively in the real world,
students’ awareness, of these facts.should beraised, Holden insists that drama could

build a bridge between.the world in.a classr6om and.the outsidefworld.

2.1.4 Elements of drama
The elements of drama proposed by DiYanni (2000) consist of plot, character,
dialogue, staging, and theme. The details of each element are as follows:
Plot is defined as “the structure of a play’s action” (p. 21). Plot
involves the sequence of events as well as the arrangement and form of those events.
It is pointed out that suspense, laughter, anxiety, and surprise are all created through

the arrangement of series of incidents or events.
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Character is considered as a crucial center of plot. It is this drama
element which draws involvement and engagement from audience. As all aspects of
characters result from the imitation of human beings, the response from the audience
is like the response they give to the actual people. The audience’s ability to
understand the characters derives from their experience with human behavior in their
everyday life. The assessment of the characters’ motives and the evaluation of their

behaviors are made on the basis of psychological probability. DiYanni remarks that

Drama lives in the encounter of characters, for its action is interaction, Its
essence is humandelationships,|the things'men and women say to each other.
Dramatic charaecters eome together and affect each other, making things
happen by coming .into confliet. It is in conflict that characters reveal
themselves and advance, the plot (.19."23).
Therefore, character ig‘considered the mgst important element which makes things
happen in drama. & : .

Dialogue has three-major fﬁﬂqtjig)ns which consist of advancing the
plot, establishing setting, and reveéling charéf:tjé}. However, revealing the character is
regarded as its most, important function beé;ﬁé'é-t‘he nature-of the character revealed
through a dialogue dStermines-other-major-elements-of-draina such as plot and theme.

Stagihg involves the presentation of drama in performance. This
element includes whete the actors are on the stage, their gestures and movements, the
background of.the scene, the props,and costumes; lighting,.and.sound effects. It helps
establish context and atmosphere of.communication.between icharacters.

Theme is defined asi“a sense of the play’s meaning or significance”
(p- 27)! lt'can also be addressed to asia central idea of the play. Itiis noted that each
play can have more than one theme, and the theme can be best approached through
the dialogue of its characters.

It is noteworthy that drama is applied to serve pedagogical purposes, the
elements of drama are slightly different from the aforementioned. According to
Heining and Stillwell (1981), both formal drama and informal drama activities applied

for pedagogical purposes carry the following elements:
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Conflict

Conlflict in drama refers to “the struggle between the opposing forces”
(p- 12). It can be divided into three kinds, the struggle against nature, the fight against
each other, and the struggle against themselves of the characters. Conflict is the basic
element of drama, which can capture the audience’s attention and hold their interest
until the end of the story. Conflict creates suspense of drama. Thus, it can stimulate
the audience’s curiosity concerning the resolution of the problem in the story.

Characterization

In drama, a'plet;a set of an arranged'sequence of events, is created and
carried out by characters..Fhe ' made-up characters must be believable for audience in
order to draw their inyelvement and make them identify with the characters. Each
character carries his/hegmotivations an(i reasons behind the behaviors shown on the
stage. ' X

Action/Movement/Panton_;im_e

Action ¢an be considered :is_ the source of the events happening in the
story, movement is regarded ‘as the meaps for exploring and discovering, and
pantomime refers to the wuse of body sﬁch as facial expressions, postures, and

gestures to express ideas and feefings, and t(‘;clc)ffnmunicate. All of these contribute to

| o el

the characterization.
SenSory awareness -
Senséry awareness is important for all leérning, including drama.
Sensory experiences bring about the basic knowledge of the world. Heining and
Stillwell (1981) remark that
From! our Ivarious seénsory experiences, we.make observations, comparisons,
discriminations, and form¢ our concepts, about the nature of things.
Strengthening,sensory ‘lawareness leads to algreater-understanding of self and
the world in which we live (p. 13).
Verbal Interaction
Dialogue or verbal interaction is also a part of drama. It is needed for

the expression of ideas verbally and to listen to other people’s thought.
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2.1.5 Types of drama techniques

From the documents reviewed, it is found that drama techniques generally
used in a language class can be divided into seven types. Those are games, mime,
role-playing, improvisation, simulation, storytelling, and dramatization. Each type is
normally chosen to be used in each language class according to the level of learners
and the objectives of the lessons.

Games are considered activities which can be used to introduce drama
(Cottrell, 1987). In terms of language teaching, games play more important roles than
that. According to Wright; Betteridge, and BuCkby(1979), through games, the teacher
can create contexts wheresdanguage use becomes more meaningful. Moreover, they
add that games can facilitate Janguage practice in all skKills, they can give practice in
all the stages of the teaghingsand learnin'g sequence, and they can be applied to many
situations and types of communication.

Mime or pantomime refers to theiapplication of non-verbal language such as
gestures, facial expressions, or movemenis_ to represent ideas, thoughts, or feelings.
Holden (1981) states thag'the aim of. this dra}na type is to enrich the verbal aspects of
communication rather than'to replace it. Inib-nf:f, this type of drama helps reinforce
the meaning the verbal language aifns to corwey This drama type is generally used as
a warm-up activity because it is not difficu-ltf to *-p_rélctice. Maoreover, it makes students
feel comfortable to aCt-out-and-can-provide-them-with-enjoyment.

Role playing mvolves the activity that a student1s assigned to take different
characters’ role under the controlled situation. In order to take any characters’ role,
students are required.to interpret.the, situation, and ,characters’, feeling, thought, or
action in order to“take'théir rolelproperly. The! concept lofi réle play might not be
perceived identically by different people. An example of the concept of role play
which,is related ‘to foreign language teaching iis presented by Mugglestone (1977,
cited in Holden, 1981) who points out that the concept of role play implies the
activities in the context of teaching English as a foreign language which range from
students’ participation in everyday situations in which students act out how they will
react to a particular situation occurring in their everyday life to their participation in a
specific drama setting, playing the role of a certain character as assigned, and holding
particular ideas or attitudes according to the assigned roles. Role play is generally

used by language teachers because it enables students to learn language used in
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different situations, with different types of register and formality, for example. This
is what students need to know and be able to apply when they use the language in the
real world. In short, as role play can be either the activity that allows students to play
the role they usually do in various situations in their real life or the activity that
students play other people’s roles in drama settings.

Improvisation involves the activities which students are asked to perform
simultaneously, without rehearsal. Participants work in a group of more than three
members. It is considered as an exercise forsStudents to practice playing characters’
roles in a simple piece of interactionJ befotC.amvolving them in a more complex
interaction or situation in.which more people are participating.

Simulation is similar t0 improvisation. The difference is that stimulation is the
activity provided in a structured setting-'-while improvisation requires participants to
provide immediate responses. For simulétfbn, students act according to instructions.
The circumstance set for simulation gener_:;lly. represents real life.

Storytelling is referred to as:“a Jmmatic improvisation, a symbolism where
speakers and listeners constiict and occup): worlds of their own creation. Through
voice, eye, and gesture, the listener is dré#%ﬁ;ijt}to a story, woven into the tale as a
participant, to feel anger, fear, despair, anﬂ#j_;;&” (Corden, 2000: 147). Involved in
storytelling, learners, are provided with opp-dgffiifgﬁt‘ies to experience how the language
works in different Contexts;=with—different-purposes—aid | audiences, and how to
manipulate the langliage (o serve each of those conditions.

Dramatization, according to Collins and Cooper (1997), involves the process
of inviting students to.partiCipate in acting out the story.Cottrell.(1987) states that the
dramatization can'be done fin traditional ways, dramatizingl simple action stories. This
process might involve assigning rolés for studentssto play and dividing the plot into
scenes. The structure,of the dramatization includes'a beginning, middle, climax, and
ending: There will also be a conflict to be resolved in the stories. This structure is like
a play. Collins and Cooper (1997: 81-86) divide the process of dramatization into six
steps which represent an approach for sharing stories and making dramas in a
classroom as follows:

1. Pique: the step of arousing students’ curiosity. Photographs, discussion
questions, games, or songs are examples of the strategies suggested to be used to draw

students’ interest.
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2. Present: the step of presenting the story for students to explore.

3. Plan: the process of shifting students from listeners to doers, allowing
students to decide what part of the story they will act out, which characters appear in
this part of the story, what happens in this part of the story, what parts they would like
to play, and how they will transform the space.

4. Play: the process of playing in which clear beginning and ending point are
needed.

5. Ponder: the step of reflecting experienee, allowing students to discuss their
experience gained from the playing.

6. Punctuate: the last'process which aims to-relax students after their exciting
moment being involvedan thestory.

To conclude, drama techniques ¢an be mainly divided into seven types, each
of which has different eharacteristics and can serve different purposes. Hence, the
decision when selecting each type shoul-_& be made based on the objectives of the
instruction. As the aim of the present flls{udy was to enhance students’ speaking
achievement and critical thinking skill, drz{rﬁ;atai-zation was mainly applied. The reason
was that the processes of applying this teéfirﬁgye which include six steps as Collins
and Cooper (1997) propose facilifated the mrnof the study. It is worth noting that
mime and role playing were also emplc-)j;/-é_d*- to prepare-and to better students’

performance in draniatization-activities:

2.1.6 Application of drama to language teaching
Delivering, instruction, by, using drama, is ,different..from other teaching
techniques. Therefore,.thete are many significant/points toltake into consideration.
Maley and Duff (2005: 3-4) suggestifive important-points:
1./ Importanee of discussion
Drama activities generally involve pair working and group working.
Thus, discussion is an essential part of the activities.
2. Use of the mother tongue
It might be nonsense to use the mother tongue in a foreign language
class. Nevertheless, the mother tongue can be allowed in discussion at
first while the use of English is obligatory in the real activity.

3. Re-cycling of known language
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To offer the opportunity to use the previously learned language is the
aim of using drama techniques.

4. Teacher’s role

In order to be successful in using drama techniques, the teacher must
be confident and believe that the techniques will work.

5. How to do

Creating a relaxed atmosphere in which learners enjoy their experience
is needed.

This shows that suceess. of usin§ drama-ina language classroom depends on
many factors, the arrangement of the activity to-facilitate the discussion among
students, the balance ofsmother tongueiuse and the use of the second language, the
opportunities provided for students to pr;ctice the language they have learned, and the
teachers’ positive beliefsfabout what thegk are doing as well as their ability to create a
pleasant learning atmosphereThis is_becgusg these all factors will facilitate students’
learning and help themdearn more effecti{;.:a_ly through drama techniques.

The application of drama tééhniqﬂéglfz);r language lessons also involves many
essential components. Accordlng to Doug11f(“I987 28), the essential components of a

lesson using drama techniques are-as follows;—’

- . = i
ot o s

Table 2.1: The essetﬁral—eempeﬂeﬂts—ef—&rama—teehmqﬁes and reasons for inclusion of
the components (Douglll 1987: 28)

A. The components B. Reasons for inclusion
1. Mental andphysical,preparation Creating readiness for learning
2. Supply of background to situation Deepening perceptions

3. Questions on motive and emotions of | Creating empathy: linking up with

the characters students’ language

4. Improvisation/pantomime Tapping students’ existing language

5. Role play: ‘Get up and do it’ Providing consolidation; the fun of doing
6. Feedback Correcting mistakes

These components can be considered as guidelines for applying drama

techniques into language teaching. It can be concluded from the proposed
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components that the application of drama in teaching involves six crucial stages.
First, the students need to be prepared both psychologically and physically to engage
in the drama activities. Second, the teacher has to present the general background to
them to help them organize their ideas and make sense of the drama they are going to
engage in. Third, there must be discussion between the teacher and students
concerning each element of drama, especially its characters who make things happen,
for this not only deepens students’ understanding of drama, but also provides students
with opportunities to practice using the language: Fourth, the teacher has to draw out
the students’ existing language by haying them-perform some roles without any
preparation. Through this stage. students will become.aware of the language they have
already known and are_ able to'incorporate it with the new language being introduced
to them. Then, they canstise the languagé to involve in the activities more effectively.
Fifth, the incorporation of the existing léﬁguage and the new language is expressed
through the involvement in the wole play. -Th;ls stage provides them with opportunities
to experiment their knowledge of the 1ané§age. Finally, the feedback can be given in
order to remind the students of the _mistakés-?[héy did during their experiment with the
use of language. J— .

All these stages of uti]iziﬁg drama;-fo}r!_:language teaching show that drama
emphasizes the processes of learning, rzifii'-é_r'*- than.the products. Through drama
techniques, students-witi-become-active-learners-who-featin by doing or involving in
activities. '

In conclusion, as a genre of literature, drama can lend itself as a resource both
for language.learning and critical ,thinking .development., This is because drama
exhibits language ised-in Contexts..Learnifig language through'the work of art also
provides students with experiences of how meaning.is implicitly conveyed and how to
makerinferences. Moteover, as a work of ant; drama welcomes diverse interpretations.
These ‘characteristics of drama facilitate class discussion which allows students to
share their thoughts and exchange different viewpoints. This not only helps them
practice their speaking skill, but it also provides them with an opportunity to practice
their critical thinking skill. With this practice, students will develop strong
background and are ready to participate in drama activities in which they are required
to apply the language they have learned and to simultaneously think critically of how

to manipulate the language to successfully convey the intended meaning.
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2.2 Questioning

Questioning is one of the teaching techniques teachers use in their class.
Teachers always ask various questions in each lesson with different purposes.
Questioning plays a crucial role in stimulating thinking and directing teaching and
learning. That is, when questions are given, one has to formulate thoughts to respond.
More often that not, the questions are formed to draw or direct learners’ attention to
the main point of the issue being learned. Moore (2005) points out that questioning
plays a crucial role in the teaching and learning process. Questioning helps the teacher
formulate a structure to“examiine idzas and.anformation. Moreover, it provides
students with opportunities«to reflect on their understanding which, in turn, will bring
about changes and improvements in léarning, thinking, and teaching. Morgan and
Saxton (1991) add thateffective teachinlg is dependent on the teacher’s ability to ask
questions which generatg'different kinds of learning. This indicates that questioning is
one of the most impeftant€omponents in ?he,_process of teaching and learning because
it can help students learn through thinkinéa_processes. Questions stimulate students to
think and motivate them to find élnéwers ’f‘ﬁis{eventually brings them knowledge and
understanding. However, the questlon that canJ serve those objectives needs to be
well-planned. To formulate and utitize questfoils effectively, there are many crucial
factors of questioning that the teacher needs “[o ‘take into consideration. In other words,
not all kinds of questi(aﬂs—ean—he}p—eﬂhance students =thifiking and learning. Studies
revealed that high—bfder questions, the questions which reqﬁ:ire students’ ability in the
level higher than factual questions, help students attain their learning better than low
order questions. For example, Sahunun, (1995) found.from her study that students
taught by using coniceptual’questions (highorder questions) obtained higher reading
achievement than those taught by verbatim questions (low order questions). However,
it is found from studies that most questions English teachers jasked iwere factual
questions or display questions (York, 1982 cited in Rungrueng, 1995; Thongmark,
2001), which are considered low level questions. As this study aimed to enhance

students’ thinking skill, high order questions were mainly applied.
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2.2.1 Definitions and purposes of questioning

Hunkins (1995, cited in Walsh and Sattes, 2005) defines questions as the
instruments used to seek and process information. That is, questions help directing
one to the needed information and sorting relevant information from the irrelevant
one. In terms of teaching, Dillion (1988) defines questions as “pedagogical devices
the teacher use for planning and evaluating classroom processes as well as classroom
interaction” (p. 45). This is consistent with the definition proposed by Carin and Sund
(1971) who define questions as the teacher’s«crucial devices used to guide and
evaluate the progression of the student from one-evel of Bloom’s Cognitive Domain
to another. In addition, Berich (2004) states that questions function as the tool that
bridges the gap between the .feacher’s content presentation and the students’
understanding of the presented content.-'-Walsh and Sattes (2005) view questions as
processes. They use the term ‘questionin.g;"instead of ‘question’ and define it as one
of the three processes of ‘fquestioning, thfnkj_ng, understanding” (p. 1) which interact
dynamically to promote learning, perform;,x_lce, and achievement of the student.

From these views of questions, 1tc!an be concluded that questioning is the
teacher’s pedagogical instrument used to seJNe Xarious teaching functions, especially
advancing students’ achieverheni. As t}fe;fl&éfinitions imply, questioning is a
pedagogical technique or device utilized to-’éﬁféié ‘and evaluate learning processes. In
other words, questiciing-ts-used-to-guide-students-to-an cducational goal and at the
same time to evaluate whether the learning process continues as intended or not.
Simply put, questions are like learning outlines directing students to learning goals.
Moreover, Pratton and Hales (1986, cited in'Eggen, Paul, and.Kauchak, 1996) agree
that questioning hélps.the ‘teacher.draw more 'involvement froin the students which
consequently increases achievement;

Questioning is jused to serve various purposes. Hyman (1979), Kissock and
Lyortsuun (1982), Borich (2004), and Moore (2005) posit that questioning can serve
the following purposes:

1. to draw interest and motivate participation in a class,

2. to evaluate, diagnose, and check students’ preparation and understanding

of the material as well as the knowledge students bring into the class,

3. toreview and summarize the lessons students have already learned,
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4. to direct or lead students to consider new ideas and apply the new ideas

already learned,

5. to encourage students to express their thoughts or ideas as well as to help

them clarify their thoughts or ideas,

6. to develop thinking skills as well as to encourage high-level thought

processes or critical thinking, and

7. to assess students’ achievement based on the set objectives.

However, not all questions can sewerthese functions. Those functions need
effective or quality questions o serve. _Walsh and-Sattes (2005) propose that quality
questions have four charagcteristics: ‘(1) promoting ene or more carefully instructional
purposes, (2) focus omsfimpertant content, (3) facilitate thinking at a stipulated
cognitive level, and (4) communicate Iclearly what is being asked” (p. 23). This
indicates that asking preductive questio.ns"' need careful and thoughtful planning in

advance.

2.2.2 Categories of questions f

To serve different Jlearning purpdsi_i_i:_ Jt}le teacher need different levels of
questions. Moreover, the questionrs must bé;—zixg'}anged in meaningful sequences and
formulated at different levels of cognitive (fc;fﬁp'ié)iity (Borieh, 2004). One of the best
well-known scholdrs-who-propose-the-system-of-categorizing questions according to
the cognitive complexity is Bloom. His book entitled~*Taxonomy of Educational
Objectives: Cognitive Domain” and published in 1956 is widely referred to and
reviewed by educators. His, taxenomy,categories,are generally.used as a guideline in
formulating questions..to address'.various ‘educational purposes. Before discussing
Bloom’s cognitive domain, it should be noted that.Bloom divides /is taxonomy into
threegparts or domains which consist of cognitive, affective, and psyehomotor. The
affective domain involves the learning objective that focuses on the growth or change
of feelings or emotional areas such as interests, attitudes, and values. The
psychomotor domain refers to the development of the skill areas which can be
perceived through physical execution. As the objectives of this study were to enhance
students’ speaking and critical thinking which are in the cognitive domain and
Bloom’s taxonomy of this domain was applied as a guideline in formulating

questions, the discussion in this part focuses only on this cognitive domain.
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Originally, according to Bloom’s taxonomy, cognitive domain can be

classified into

six levels

which are arranged in a hierarchy: knowledge,

comprehension, application, analysis, synthesis, and evaluation (Bloom, 1956). The

definitions and examples of questions of each category are presented in the following

Table.

Table 2.2: Bloom’s taxonomy of question categories

Categories of Deﬁ_gitions Examples
questions
Knowledge Theability‘torecall specific fact or What are the
information in each particular ficld as well | sequences of events
asfiniversal facts, the recognltlon of in the first scene of
methods and processes, or the ability. to the play?
re€ognize a pattern; stil;tlcture or setting
J i
Comprehension | The ability/in using one’s own thoughts What is the main
and words torestate the main ideas. This | idea of the play?
cognitive division also=19c1udes
translation, mterpretaﬂon,ﬁn.d
extrapolatioi as the sub;:alc‘gbrles
Application The ab111ty o eXtend the comprehension What would you do
|-of facts or concepts to new or unfamlhar if you were the main
_situations though no guidelines or promp.ts character in this
afe prov1ded play?

Analysis A process of breaking down of a problem | What are the
intoits-ecomponentrelements, detecting the J-differences between
relationships|of those elements, and the two main
investigating how the elements are characters in this
organized play?

Synthesis A process-oficonsidering'elements’or parts | 'What should be
before putting them together to form a | improved about the
whole in a unique pattern or structure performance? Why?

Evaluation A process of making judgment about the | What is the best part
value by using internal or external criteria | of this performance?
and standards to assess the extent of Why do you think
accuracy, effectiveness, or satisfaction of | so?

the judgment
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This system of categorizing questions is widely adopted as a framework for
formulating questions by educators and scholars in the field of education. Many
scholars refer to this system when mentioning questioning in a classroom. For
example, Carin and Sund (1971) mention this system of categorizing questions in
Developing Questioning Techniques. Kissock and Lyortsuun (1982) use Bloom’s
taxonomy to suggest ways to formulate questions in their book entitled A Guide to
Questioning: Classroom Procedures for Teachers. Borich (2004) suggests Bloom’s
taxonomy as guidelines in formulating questionsdn Effective Teaching Methods.

However, questions can.be classJified by-using other different systems. Moore
(2005) suggests two diffesent Sysiems of categorizing questions: the classification of
questions as either comvergent. or divergent and the categorization of questions
according to mental operation. Converéent questions refer to questions which only
few right answers are allowed. DiVergeniL questions, on the other hand, allow various
responses. According to Freiberg, and D;isscoll (1992), convergent (one answer is
required) and divergent (several answers fa_re possible) questions are another type of
questions that can promote, higher leve-l_g:': of thinking. Convergent questions are
considered low level questions, whiie divérijg;_c—:r}tl_aquestions are regarded as high level.
Asking divergent questions te:ndsito prom&e_l.}.ligh level thinking, for this type of
questions demands more thought pfocesses fronT learners.

In terms of] mental-operation-system;-it-contains-fout categories consisting of
factual, empirical, broductive, and evaluative questions: Factual questions require
students to recall information learned through the method of repetition or rehearsal.
Empirical questions, involve questions.which” ask, students to analyze the information
given before! providing' “a‘single,.correct predictable answer’’/(Moore, 2005: 241).
Productive questions require students’ imagination-and creative thinking in answering
as well as'their deyvelopment of a unique idea. Productiverquestions are open-ended
questions. Therefore, there is no single correct answer, and the prediction of what the
answer will be might not be possible. Evaluative questions are also open-ended
questions that require students to make some kind of judgment based on internal or
external criteria. Although this system of categorizing questions is different from
Bloom’s categorization, it should be noted that this system is developed based on the

work of Guilford and Bloom by Moore in 2001. Moore (2005: 241) proposes the
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relationship between the mental operation system and those scholars’ systems as

follows:

Table 2.3: Categories of questions proposed by different scholars (Moore, 2005: 241)

Mental operation

questions

Guilford’s structure of

the intellect

Bloom’s Taxonomy

1. Factual
2. Empirical
3. Productive

4. Evaluative

Cognitive/memory:
Convergent thinkifig

Divergent thinking

Knowledge/comprehension
Application/analysis
Synthesis

Evaluation

Eyvaluative thinking

Although Bloom s categorization system is widely accepted, some scholars do
not agree that questions should follow tI-_,fe same hierarchical structure. Morgan and
Saxton (1991) insist that questions . do nci;x ﬁecessan'ly follow the same hierarchical
structure. The use of eacli cagegory of question depends on the teacher’s intentions or

£

objectives. He proposes that questions ca'r'lj_VT_)_‘é classified into three broad categories

e un Al

and each category has specific"inténtion. Those categories, according to Morgan and
Saxton (1991: 41), are as follows: - -

Category Arrefeis-to-those-guestions-which-aie-used to elicit information and
experience students have already learned or known. .

Category B intvolves questions which are used to help teachers shape students’
understanding,

Category @ includes questions which challenge | students’ intellectual and
emotional ability to express critical and creative thinking.

Fromn these! different Systems of categorizing| questions, it'can|be seen that
though' different systems are used and the terms used to address each category are
different, they all share the general concepts. That is, questions are classified
according to the level of cognitive domain complexity. However, some systems might
rely on the hierarchical structure, while others do not.

In the present study, although Bloom’s taxonomy was applied as guidelines in
formulating questions, it should be noted that the application of the questions did not

totally follow Bloom’s hierarchical structure. Rather, the application of each type of
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question depended on the objectives of each lesson as well as the situations in the
classroom such as students’ understanding of the lesson or their ability to respond to

each type of the questions.

2.2.3 Questioning strategies and tactics

As previously mentioned, questioning performs a significant role in a
classroom to serve various learning purposes. The success of using questioning
techniques depends on many factors. Because‘ofsthis, knowing only suitable levels or
categories of questions toseive certg}n putpeses is not enough. This aspect of
knowledge must be incosporated. with the ability..to apply effective questioning
strategies and tactics. Brownsand Wragg (1993) suggest seven tactics for practicing

effective questioning asdollows: )

1. Structuring A
Structuring refers to the léarn’iglg, direction or focus provided for students
in order toginform /them.of W‘i;at they are going to learn. It also guides
students to thg'answer the teacher expects from them.

2. Pitching and puttlng questlons Clé:itly
These tactics involve the Selectrair of appropriate types of questions and
words ox,phrases fo the group or leve‘l of the students.

3. Directing;andrdisfﬁbtt&ng—----- -
It is suggested that questions should be directed to a particular student and
distributed to all students in the class.

4. Pausing and pacing
Tobin (1987 cited in Brown and Wragg,1993) reveals that a short pause
after a question and annswer can epcourage more andrlonger answers
from the Students. This is because students need time to thmk before and
during answering. The more complex the question is, the longer pause the
students require.

5. Prompting and probing
These tactics involve the use of follow-up questions which include hints as
well as encouragement. They are used to clarify the first answer when it is
inappropriate.

6. Listening and responding
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There are four levels of listening: skim listening (used when an answer
is irrelevant), survey listening (applied to investigate students’ thoughts,
find the key point in their answer or their misunderstanding), searching
listening (used to find a specific answer), and studying listening (the
combination of search and survey listening). As the teacher cannot listen to
the students’ response all the time, it is important for the teacher to be
aware of levels of listening being applied. Responding refers to the
teacher’s reaction after the student has given an answer which can be in

the form of reinforcement agd provision of feedback. Responding plays a

crucial role in.sequéncing and structuring.a lesson. It is also important to

show interest” when .responding to the students’ response. The three
important ways to show: the }nterest consist of building on their answers,
referring to their previous answers and making a link to the current one,
and including their answer int(; the summary orreview of the lesson.

7. Sequencing/questions i’_

To use questions effectively, thea tcacher needs to have key questions in

mind and develop the series of qﬁe:su]?ns according to those core questions.

The tactics of using questions féfféétively are also proposed by Moore

(1992) ag follows: ~ s

1. Redirecting———

This taetic can be applied by directing a quesﬁon to various students in
light of the response previously given. The quéstions which are suitable for
thisstactic are those, allow, various responses,such. as.divergent, productive,
or evaluative questions.

2. Wait time

When'a question is|asked, students need time to think. Increasing wait
time can increase students’ involvement and can lead a typical question
and answer between the teacher and the students to the real discussion
where there are responses or comments among students themselves.
Eventually, it can draw real interest and involvement.

3. Halting time

Similar to wait time, this technique involves pausing during talk to let

the students think. It is particularly useful when complicated materials or
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directions are presented. It enables the teacher to check the students’

understanding of what he or she is presenting.

4. Listening

Listening to what the students say until they finish before asking

further questions is recommended. Moreover, developing silent time after the

students’ response and before the teacher continues is useful because it will

give time for other students to share their comments.

5. Reinforcement

Reinforcement iefers to the deacher’s reaction to the students’
responses. The.way the teacher reinforees.the students’ response can cause
great effects.on theddirection of the interaction in the classroom. It is noted
that too freguent applicatiorlr! of reinforcement can destroy its benefits.
Instead of peoviding the reinforcement for the initial response to the
question, ‘the teacher shoﬂld vaait,,?.for as many responses as possible from
the students: Afier that the reir;'!fi_)rcement can be given to them all for their
contributions to the C-.lasjs. Ther:_i;,d":ttfé- teacher can return to give comments
v ol o

on the best answer.
.J J

These are the tactics the teacher shca’[d apply when they utilize questioning

techniques in his -or her teachmg becausé ‘these tactics «influence the success of

instruction dehvery.-These—taeﬁes—eaﬂ—a}so—he}p—mefease Kthe students’ participation.

Although the questfons are well-designed, it can be useless if there is no response

from the students. Apart from these tactics, Moore (1992 243-244) also suggests 12

questioning guidelines,as follows:

1.

D A T S

Ask clear questions.

Ask the question before designating a respondent.
Ask|the questions that match thesset lesson objeetives.
Distribute questions about the class fairly.

Ask questions suited to all ability levels in the class.
Ask only one question at a time.

Avoid asking questions too soon.

Pause for at least three seconds following each question.

Use questions to help students modify their responses.
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10. Avoid too many questions that give away answers, and avoid one-word-

answer questions.

11. Reinforce student answer sparingly.

12. Listen carefully to student responses.

Owing to a great role questions play in learning and teaching, the application of
questioning must be carefully planned, or else it might destroy, rather than promoting,
the effectiveness of learning.

In conclusion, the use of questioning'techniques is crucial for learning and
teaching. Questioning techmiques can be designed and manipulated to serve various
learning purposes. However; it should be noted that questioning techniques include
both the questions as devicessand guestioning as tacties or strategies. This is because
the success of the application ,0f questioning techniques is dependent on both the
ability to design the questions which mateh instructional objectives and the ability to
employ questioning tactics tofacilitate the-_ qulivery of questions.

2.3 Theoretical Concepts Undei‘pinning Dfama and Questioning Techniques

Principally, teaching techniques afe_ Hederpinned by theoretical concepts,
especially learning theories. As téaching fécjl;iﬂiques, drama and questioning gain
strong support from.the two influential theo-riéEEJVygotsky’s social constructivism and

Piaget’s cognitive ¢onstructivism:

2.3.1 Social constructivism

The major, theme Of, Vygotsky’s social constructivism is-that social interaction
plays a fundamentalland Central ‘role in the 'development|oficognition. Vygotsky
believes in the influence of social and cultural facters in intellectual development. He
argues| that knowledge! is socially Jand/culturally|/constructeds’ The knowledge
construction of all individuals is mediated by social factors. In the process of
knowledge construction, individuals need models of what their constructions should
look like. Therefore, social environments where there are more knowledgeable social
agents such as teachers or peers can provide learners with sources for their models.
They can obtain the models through their active interaction with their social

environment in order to construct their own knowledge. Vygotsky remarks that in
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order for learning to take place learners have to assume active roles because
learning is self-regulated (Wadsworth, 1996).

Based on this concept, Vygotsky distinguishes between what he terms a “Zone
of Actual Development” and a “Zone of Proximal Development.” The Zone of Actual
Development is the level of development that learners can achieve independently,
while the Zone of Proximal Development refers to the level of development that
learners are capable of accomplishing under the guidance of teachers or through
collaboration with peers, and this is where learning takes place. As teachers are more
knowledgeable social agents; their centrill role’is-torinteract with learners in a way that
can extend and challenge. them in order to take them beyond the level they would be
capable of achieving indeépeadently. That is, teachers have to “scaffold a pupil to
competent in any skall” (Sutherland;'- 1992: 43). The theory also advocates
collaborative learning asithe Source of kﬁo’Wledge construction. Vygotsky claims that
diversity in terms of the' knowledge an?l experience individuals possess makes a
positive contribution (0 a leamlng group_ When they have an opportunity to work
collaboratively (Gokhale, 1995)" * ‘)

In terms of language development Vygotsky also insists that “language
develops entirely from social interaction ’—-thlghtbown and Spada, 2001: 23). He
clarifies that it is from the Cofversations whlch children have with adults and with
other children that both-language-and-thought-originate=HC points out that “by talking
to others a child develops awareness of the communicative functions of language”
(Sutherland, 1992: 46).

In conelusion, according to ,ViygotsKy:, social constructivism, learning takes
place through social linteraction. Learningfis 'selfzregulated! Llearners learn how to
construct knowledge and understanding through the interaction with social
environment. Working collaboratively with/peers and receiving guidanee or help from
teachers enables learners to enter the ‘“Zone of Proximal Development” where the

learning takes place.

2.3.2 Cognitive constructivism
Like Vygotsky, Piaget views cognitive development as the product of
interaction. However, it is worth noting that Piaget and Vygotsky see different roles

of social interaction. Vygotsky considers the social environment as “the source of
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models of what constructions should look like.” Piaget, on the other hand, views the
social interaction with peers and adults as “a source of necessary disequilibrium”
(Wadsworth, 1996: 12).

According to Piaget, learning occurs through the process of learners’
adaptation to the environment. The operation of this process requires what he terms
assimilation and accommodation, which are considered basic mechanisms in the
process. Assimilation refers to the learners’ jability to incorporate new stimulus events
into existing schemata or cognitive structutesy while accommodation is the process of
forming new schemata “or transforn;ing old-schemata. The balance between
assimilation and accommedation .is called equilibrium. Piaget explains that the
process of making assimila@ion” and accommodation balanced or equilibrated is
necessary, and this proeess ean/be activ-'ated by disequilibrium or cognitive conflict.
Cognitive conflict can gecup'when there-is a conflict between learners’ expectations
and their experience, and this t_riggers?an_. equilibrating function. Both of these
processes, assimilation®and accommodatii’o_n, are self-regulatory processes, vital for
cognitive growth and developmeht,-accordﬁ'g to Piaget (Wadsworth, 1996).

Piaget proposes four broadiy articuiift_f@ Jﬁactors that are related to all cognitive
development: maturation and . heredity, acuvle experience, social interaction, and
equilibrium. Active, experiences éngender-’géé'fihflation and accommodation; social
interaction brings in-disequilibrium;-which-1s-necessary 101 initiating the cognitive
movement towards équilibrium. In terms of language learﬁing, this theory suggests
that children acquire¢” language in an identical way that they acquire all other
knowledge. That.is, they construct the knowledge .through-the.interaction with their

social environment;'which provokes.adaptation processes (Wadsworth, 1996).

2.3.3 Implications of the. theories for the application of drama and
questioning techniques

The implications of these two theories for pedagogical practice underpin the
application of drama techniques in teaching. McGregor (1977) states that “drama
revolves around social interaction” (p. 24). Involvement in drama entails an
engagement in social interaction, which will allow learners to construct and
internalize knowledge. Active participation in drama provides learners with

opportunities to experience different kinds of interaction, such as those with parents,
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friends, and strangers. The knowledge they construct from each kind of interaction
can help them expand their cognitive structures. Furthermore, drama techniques
facilitate classroom interaction. Drama lays the ground for class discussion. Maley
and Duff (2005) consider discussion as an essential part of drama techniques. As a
work of art, drama welcomes diverse interpretation. This provides learners with
opportunities to express their thoughts and listen to and interact with their peers’ ideas
as each learner has different knowledge and experiences to contribute to the class. In
both Vygotsky’s and Piaget’s views, this eontribution facilitates the construction of
knowledge. In other words, the thought expiessed by peers can be a model for
learners’ construction of-knowledge. | At the same time, the different thoughts
proposed by peers can' lead /leatners to reconsider their own thoughts and
consequently to adjust.and modify them in order to construct a knowledge of their
own.

Drama techniques also support coﬁaborative learning. Working in pairs and in
groups are the major learning arrangemeil_ts of drama techniques (Maley and Duff,
2005). McCaslin (1974) adds that “draﬁizi' s a group art; it is composed of the
contribution of each individual -and everficbpjtgribution is important. As the group
plans together, each member is encourageﬂ?tj(!)_: express his own ideas and thereby
contribute to the whole” (p. 12). Drama teéﬂﬁiifﬁe‘s deal mainly with dialogue, which
represents the conveisation-between-different-characters: Therefore, the involvement
in drama requires interaction in either pairs or groups. tiearners need to work with
their partner or members in their group in examining what meaning each character is
trying to convey,.or, in planning, hew to.act out in.order to,convey that meaning by
exploring the knowledge and/experience of the! self and! othérs. Drama techniques
stimulate learners to work collaboratively to attain, this shared goals The success of
their gperformance vis“wviewed as the product of pair work ot group werk rather than
individuals’ work. The contribution each individual makes to the group’s work is
considered the reason for any success.

Moreover, their participation in drama as actors allows learners to face new
experiences which are considered crucial for disequilibrium to be triggered. Drama
techniques provide learners with opportunities to encounter events they might have
never experienced in their real life or to express feelings they have never expressed

before. That is, when involved in drama activities, learners are required to identify
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themselves with other characters. The ability to do so requires the understanding of
the character’ situations such as the events the characters are encountering and the
effect of those events on their life or their feelings. Hence, learners need to employ
their existing experience, knowledge, or imagination in order to play the role of the
characters. An attempt to combine their existing knowledge to understand unfamiliar
experiences can stimulate learners to operate the process of adaptation, which in turn
will result in learning attainment or cognifive development.

In addition, drama techniques provide‘lcarners with active experience, which
Piaget considers one of the four factorsJ relat€d-to all cognitive development. Drama
techniques require learners™ aciive involvement,.not only physically but also
intellectually and emotionally. “Hamilton and Mclead (1993) state that drama
involves the intellectual; physical, and émotional development of the individual. In
drama, learners are partigipants of the events occurring rather than observers. They do
not observe a feeling but/experiencing tﬁje feeling, nor do they observe how people
interact, but rather cargy out the interactior:i;_phemselves. It is this active experience that
leads them to gain insights into what they arq 1é'-aming, according to Piaget’s theory.

The implications for leamihg praéf{i'cé' drawn from social constructivist and
cognitive constructivist theories also support—the utilization of questioning techniques
in teaching. One of, the key concepts proposed*by Vygotsky is scaffolding which is
referred to as a suppert-provided-by-the-more-knowiedgeable others to help learners
construct and internalize knowledge. Scaffolding has rhany functions such as
recruiting learners’ interest, highlighting relevant features, and maintaining
motivation (Ko, Schallert,-and Walters, 2003)., According to Hyman (1979), Kissock
and Lyortsuun (1982),.Bofich’ (2004),fand IMoote [(2005),' questioning may not only
inspire interest and motivate participation in a class but also assistyin reviewing and
summarizing the lessons/learners have already learned; as well as helping them clarify
their thoughts and ideas. Regarding these functions questioning can perform,
questioning techniques can be considered a form of scaffolding teachers can employ
to help learners achieve the goal of their learning.

In addition, questioning techniques can generate a kind of teacher-learner
interaction when both the teacher and learners do questioning in the interaction. It can
be considered as the interaction between the more knowledgeable and the less

knowledgeable individuals. The teacher, the more knowledgeable figure in a class,
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can employ questions to draw learners’ focus to the main point of consideration of
the lesson. At the same time, learners can ask the teacher questions to examine what
the teacher think about concerning a certain issue of consideration. That is, both the
teacher and learners can utilize questions to discuss and exchange their thoughts. This
kind of interaction can consequently bring about the improvement of learners’
learning efficacy.

Questioning techniques also perform a vital role in activating cognitive
conflicts and producing disequilibrium. When‘a guestion is posed, it prompts learners
to explore their knowledge and experieJnce m-order to answer it. Here, they need to
both accommodate and_assimilate, which, in turn, will result in their cognitive
development. Bloom etwal. (1956) in their “Taxonomy of Educational Objectives:
Cognitive Domain” claim that question-sI may be divided into at least six levels. As
such, they provide teachers with* the ‘means to. both examine learners’ current
knowledge and to ‘design the questior;.;, which requires a higher level of the
knowledge in order to produce disequilibr{u_m, the stimuli of knowledge construction.

In conclusion, drama and (juestior-l_'ifi;gére the teaching techniques which are
underpinned by social constructiyism and C(-;g_I-HElJVe constructivism. Drama techniques
promote social interaction and éollaboration;tp;évide active experiences, and produce
disequilibrium, all-of which, 'éécbrding t(-)"gﬁié_fheories, are necessary factors for
cognitive growth. Questioning-techniques-supportiearming.in terms of scaffolding and

prompting cognitive: conflict, which can bring about adaptation processes.

2.3.4 Communicatiye.competence

Drama techniques are lalso.supportéd by Hymes’s theéry of communicative
competence. According to Hymesg “communicative competencegmust include not
only ithe linguisticiforms of al langhage but also a'knowledge of when, how and to
whom ‘it is appropriate to use these forms” (Paulston and Bruder, 1976: 55). It can be
said that this theory focuses more on the use of language in social context. Linguistic
knowledge is only a part of the communicative competence. Communicative
competence involves a combination of knowledge of linguistic features and
knowledge of social context. Drawing on Hymes’ communicative competence,
Canale and Swain (1980, cited in Richards and Rodgers, 2001) divide communicative

competence into four dimensions: grammatical competence (the knowledge of
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linguistic rules), sociolinguistic competence (the ability to use the language

appropriately to the social context where the communication takes place such as role
relationship and the purpose of the communication), discourse competence (the
ability to create the coherence of individual message elements, both in form and
thought, for the interpretation of the meaning of the whole text), and strategic
competence (the ability to utilize both verbal and nonverbal communication strategies
to accomplish the purposes of communication).

The implication of this language theory is that it is not only linguistic
knowledge that leads to sueeessful communication:“Actually, linguistic knowledge is
only one component of language knowledge. The success of communication depends
mainly on the knowledge of how the language is used in a social context. Hence, the
fundamental role of language teaching i to enhance learners’ ability to communicate
successfully in actual sogial gontexts. Laﬁgftiage learning should provide learners with
experiences in using the Janguage in me-g;nipgful communicative contexts to enable
them to acquire both' linguistic rules a:nd the rules of language use in actual
communicative setting. Moweover, with the; iinplication drawn from the theory of
communicative competence, the Comniﬁﬁicre]l.five Language Teaching approach
reflects the functions of language-as the tooi:o?f!féommunication or interaction and the
means for the expression of meaning (Richérhé’é'ihd Rodgers; 2001). In this aspect, the
theory strongly supports-the-apphcation-of drama-in-langudge teaching.

Drama involves the learning of language in a-meaningful communicative
context. According to" Mattevi (2005), the use of drama'in an English class enables
English teachers .to, delivet. the.English.language in, an, active,.communicative, and
contextualized way. This i$'also ‘pointed out by Martika-Discekici (1999) who claims
that drama is a beneficial classroomdtechnique because it enables language teachers to
create, realistic | situations in which students have a chance to|learn to use a target
language in context. Thornbury (2005) adds that drama lends itself as “a useful
springboard for real life language use” and that “drama provides learners with
opportunities to practice a wider range of registers than they can do in a normal
classroom talk” (p. 96). Moreover, an involvement in drama can establish learners’
awareness of the importance of communicative context and its effect on the
interpretation of meaning. The experience in drama can help learners to comprehend

that the same linguistic form can convey different meanings in different contexts.
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Esslin (1976) remarks that in drama the attention is not paid only to the character’s
linguistic forms but also the intended meaning of those forms. “It is not the words that
matter but the situation in which the words are uttered” (p. 40). Also, Smith (1984)
states that “actors learn about how people communicate as they search for ways to
communicate the message of the play to the audience” (p. 1). He adds that in order to
communicate, actors have to do three things: (1) to decide what they want to
communicate, i.e. what is appropriate for the given situation?, (2) to decide how to
communicate that message, and (3) to exercise the flexibility to implement their
decisions. This shows that'the actors’ cgmmunicative practice covers most, if not all,
components of communieative .competence. Hence, it can be claimed that the
involvement in drama as‘actors provides learners with a great opportunity to acquire
most, if not all, components /of comllnunicative competence, thus helping them
enhance their communicative competehéé. Furthermore, Wasanasomsithi (1998)
draws a conclusion from/heu review [of Elal;}y scholars’ view that “[dramas] readily
lend themselves as am ideal /medium fér the development of language learners’
communicative competence’} (p. 1'17). Th;s is because drama presents language in
use. To allow learners to become actors: prqv1des them with great opportunity to
acquire language in use which comequeﬁtly can develop and strengthen their
communicative competence. Vla S (]987) proposmon seems to provide the best
conclusion, stating -that="with—today s—focus—on—commiunicative competence and
interactive teaching,:drama seems to be a viable answer” (p. 7123).

It could be seén from the above discussion that oiily some particular concepts
of learning theories, were reviewed. ,This is.because only those.of social interaction,
collaboration, scaffolding,f/and | active experience..yield |empirical support to the
development of the model. In terms©f language theory, only the concepts of linguistic
rulespand 'social (rules: were drawn out! This is because~the selected |concepts, as
discussed above, underpin the application of drama and questioning techniques to

enhance speaking and critical thinking skill.

2.4 Speaking

Speaking skill can be considered the first skill most learners would like to

master and most teachers would like to introduce to learners as the first priority
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(Kulawanit et al, 2005). Similarly, Nunan (1991) points out that to master speaking

skill, for most people, is the most important aspect of their second or foreign language
learning. Speaking is placed in a more prominent place in present curricula in all
levels of second language learning (Ericsson, 1996). Moreover, research in second
language acquisition has revealed that an important factor in shaping the learners’

language development is oral interaction (O’Maggio Hadley, 2001).

2.4.1 Definitions of speaking
The ability to speak in a foreign language does not refer to such a simple

ability as uttering words-or- sentences. In-contrast, there are many components
speakers need to possess in order.to establish speaking ability.

Speaking ability, aecording to Il,ado (1961), can be presented through two
approaches: an approach througlh' situation ability of language and approach through
the elements of language. Speaking throujg,hl situation ability of language is defined as
“the ability to express oneself m life éjtdations, or the ability to report acts or
situations in precise words, or/the ability tzi'gogverse, or to express a sequence of idea
fluently” (p. 240). Through the elements oflégguage, however, speaking is referred to
as “the ability to use in eSsentially normal-—{'c-ggnmunication situations the signaling
systems of pronunciation, strg_ss_,rintonationil?_r:_e_ltl_lr‘natical structure, and vocabulary of
the foreign languagelat a norm-él rate of delivér;/ for native speakers of the language”
(p. 241). S~ ')

Harris (1969) points out that when referring to students’ speaking skill, a basic
concern is with “his 6r her ability to communicate infofmally on everyday subjects
with sufficient ease and fluency to hold the attention of his ot her listener” (p. 82). He
adds that whenjanalyzing the speech process, the five components that are generally
recognized-include, pronunciation,, grammar,.vocabulary,. fluency, and comprehension.

Luoma (2004 )"defines the ability to speak in a foreign language-as the ability
to reflect speakers’ personality, self-image, knowledge of the world, and the ability to
reason and express thought.

To sum up, speaking proficiency refers to the ability to express oneself in

communication situations which can be perceived through the ability to pronounce

words correctly and properly, the ability to use correct grammar and suitable
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vocabulary, the ability to deliver the message in a normal rate, and the ability to

make the message delivering understood.

2.4.2 Speaking processes
The ability to speak fluently depends on many elements. Harmer (2001)

presents two major elements of speaking: language features and mental/social
processing. In terms of language features, the necessary elements for speaking are
connected speech (the modification, omission, and addition of sound), expressive
device (the pitch, stress, volume, speed, and-physical and non-verbal means), lexis
and grammar (varieties of phrases for different funetions), and negotiation language.
With regard to mental/socialsprocessing, essential elements for speaking consist of
language processing (the ability o process language in one’s head and deliver in a
coherent order to create comprehension‘_ and convey 1ntended meaning), interacting
with others (having secialsskill and liIigllliStiC knowledge to participate in social
interaction), and (on-the-spot) informéi}io’h processing (the ability to process
information being delivered). = _

To conclude, the'ability to speak rdgyires two major elements, the knowledge
of the language and the mental ©i<Social prb',c':és"_sing. Speaking is in the processes of
communicating. Therefore, a speaker needgjg know the linguistic features of the
language to express the intendéd rﬁeaning thét can be understood. At the same time,
he or she needs to be éiliisﬂténgrj too. Because of this, the speéker needs to have mental
capacity to process the intended meaning or information delivered by others and
social skills which iﬁvolves the knowledge of how to respond to or interact with
others in the secial interaction:

According to Shumin (2003), speaking proficiency consists of four underlying
components; namely grammatical competence,.discourse competence,.sociolinguistic
competence, and!strategic Compétence. ' Grammatical competence .refers to the
knowledge of morphological and syntactical rules. It also includes vocabulary and
sound systems. Because of this competence, EFL students understand the language
structure and are able to apply it accurately. Apart from the competence in
grammatical application, the effective speaker also needs discourse competence which

involves “intersentential relationship” (p. 207) or the relationship between sentences.

This aspect of competence enables the speaker to maintain the communication to go
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smoothly and meaningfully. In communication, both the ability to perceive and to

process intersentential relationship is required. Those two competences must be
cooperated with sociolinguistic competence, the ability to use the language
appropriately to the social and cultural norms of the user of the target language. A
proficient speaker also needs to be equipped with strategic competence which is

concerned with “the ability to know when and how to take the floor, how to keep a

e, conversation, and how to clear up

l}&e sion problem” (p. 208). This
&? first three competences which
_

ifferent stages of speaking

conversation going, how to te
communication breakdown
competence can be appli

might not be perfect.

processes.

Rivers and Te 989: 61) divide processes
involved in the produ -,.? ~ e into two processes: skill
getting and skill using. ) he form of a diagram as
follows :
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Figure 2.1: The processes of the production of communicative language (Rivers

and Temperley, 1978)
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Qﬁﬂ/ﬁ ]rﬂ1ﬁlﬁﬁ iu ﬁ&c}sﬂ ﬁﬁércaargjction or the
production of communicative language. The first process is skill getting. This process
consists of two elements, cognition and production. Cognition refers to the knowledge
of linguistic forms of the language as well as the underlying rules. Production
involves the ability to articulate understandable sequences of sound and to formulate
communications. The second process is skill using. Included in this process is
interaction or real communication which contains two elements, reception and

expression. Reception refers to the ability to comprehend a received message while
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expression involves the ability to express the meaning intended to convey. The
operation of this process needs motivation to communicate. That is, in order for the
interaction to take place, there must be some motivations such as to exchange
information or to share experiences.

Levelt (1989, cited in Carter and Nunan, 2001) presents four major processes
of speech production: conceptualization, formulation, articulation, and self-
monitoring. Conceptualization is.the process of planning message content, which
needs to depend on background knowledges knowledge concerning the topic, the
speech situation, and the“patierns of giscourse. inthis process, the conceptualizer
checks everything such_as-expression, grammar, and pronunciation to ensure that
everything goes as planned.«Then. ‘the formulator starts its role by finding and
sequencing the wordsgor phrases to I&onvey the meaning. The next process is
articulation, which refeis to/the motor control of articulatory organs: lips, tongue,
teeth, alveolar palate, velumy glot_ﬁsj milth;cavity, and breath. The last process is
self-monitoring which.is about the self—cc;lnfected mistake. All of these processes take
place unconsciously during speal%irfg ; -

Bygate (1987, cited in Luoma 2004) Vl,ews speaking as a speaker’s internal
process. His model of oral skllls divides the:skllls into three processes consisting of
planning, selection,, and productlon. The dlgtlnctlon between knowledge and skill is
made. Knowledge eﬂab}es—}eamefs—to—wl-k,—wln}e—slﬂﬂ 1s considered the active
components playirig roles when learners are actively éHgaged in an interaction.
Though his emphasisis on skill practice, he recognizes that both are needed in the

production ofyspeaking. .The, following is’ the, summary., of- his speaking model

presented in Luoma (2004:1105):
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Figure 2.2: Model of oral skills (Bygate, 1987)
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Knowledge of the Management skills:
stage of the * agenda management
discourse * turn-taking
Selection
. ‘> . .
Lexis Negotiation of
Phrase meaning:

A

Grammar resources * explicitness skills

* procedural skills

Production

A 4

Production devices Production skills:

* facilitation
* compensation

A

Grammatical rules
Pronunciation rules

Accuracy skills

Expression

The explanation of the model is that the stage of planning involves the
knowledge. of .information routines such as. stori€s," descriptions, Or explanation and
interaction routines, which consist of different typeg of situation such as_job interview,
dinner party, or telephone conversations. To use this knowledge, speakers need to
hold message planning skills. Speakers can make a prediction of what might happen
based on their knowledge of routines. This enables them to plan how to interact
beforehand.

At the second stage, the selection stage, speakers’ knowledge of lexis, phrases,

and grammar will be used to choose how to say what they want to say. Here, the
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needed skill is negotiation of meaning. Speakers’ explicitness skills help them to
choose expressions according to their estimation of the hearer’s knowledge while
ensuring that understanding takes place due to their procedural skills such as
repetition and request for clarification.

Production is the final stage where speakers’ knowledge of articulation
together with grammatical and pronunciation rules is required. The skills involved in
this speaking stage include facilitation and compensation. Facilitation skill assists
speakers to see how the expressions cam .be.made easier for themselves, while
compensation involves the modificationJof the'expressions such as rephrasing.

From the processes-of Speaking |presented above, it can be seen that speaking
is a demanding skill to.master: When speaking is required, there are many processes
operating in students’ mind and.a lot of f'actors must be considered in order to produce
appropriate expressions.#The processes of ‘speaking clearly show that speaking does
not require only linguistic knowledge. 7\ proficiency speaker also needs to have
interaction skills. These skills are acquireil._through the experience as a participant in
the social interaction practice rather than}' ;fl'lreugh teaching. Therefore, in planning
instructional activities for speakmg development or assisting students to learn to
speak, what the teacher must keep in mlrrd‘ls that the language instruction must
provide students with both linguistic knowledge and experiences in using the
knowledge as the patiicipantin-the-social-mteraction-processes.

To bring students through those processes or o provide students with
experiences in using the linguistic knowledge can be catried out by applying drama
and questioning,, techniques.., Drama, techniques. can, provide students with an
opportunity ito acquire language..features. Moreover, lit! can involve them as
participants in the process of social interaction..This is becausegdrama is entirely
composed/ by using“dialogues.. When engaging in drama activitiesy students can
perceive the language in use; that is, the language which each character uses to
interact with each other in different contexts and for different purposes. At the same
time, through the application of drama techniques in teaching, students are required to
involve in drama activities. That is, they have to perform the role of some characters
and interact with other characters in given contexts which represent their real life.
Through this practice, they can go through the speaking processes which will result in

the development of their speaking ability. Besides this, questioning techniques can be
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incorporated with drama techniques to enable students to develop their speaking
more effectively. It is undeniable that questioning and responding are the crucial part
in real life communication or interaction. However, there must be issues or topics for
questioning and responding. Here, the teacher and students can employ drama as a
resource for their discussion in order to create students’ understanding about the
characters and situations in the drama before they arrange the performance. In short,
drama can be a language learning resource for students to develop their linguistic
competence, and it can create life-like interaction contexts which provide students
with opportunities to fully"engage in and learii-other speaking competence they need
to have in order to involve«in teal life communication such as discourse competence
and strategic competence:

2.4.3 Speaking assessment

Although speaking'is a productiveﬁdslgill which can be directly observed, there
are many factors involyed in agsessment p;gcesses. Hughes (2003: 113) suggests three
basic problems in assessig speaking: : .

1. the design of tasks as.a representéff_i_{@gample of the population of oral tasks
that the test-takers are expected to be able toérej&orm;

2. the effectiveness of the tasks to-éiiifi-t_ the test-takers’” behaviors reflecting
their actual speaking abthity;-and

3. the validify and reliability of the scoring procedures of the behaviors.

With regard to the first problem, Hughes (2003: 113) suggests that all possible
contents should be, specified., when, designing ,a representative, task. The specified
content involves lopetations which.include’(a) expressing: likes, dislikes, opinions,
attitudes, etc.; (b) directing: instructing, persuading, advising, andprioritizing; (c)
describing: | actions, “events, lobjects, etcs;| (d) elicitingr | inforthation, directions,
clarification, and help; (e) narration: sequence of events; and (f) reporting:
descriptions, comments, decisions, and choices. When setting tasks, a representative
sample from the specified content should be included.

As regards the second problem or elicitation techniques, Hughes presents three
formats consisting of interviews, interactions with fellow candidates, and responses to

audio- or video-recorded stimuli. He further recommends an application of variety of
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elicitation techniques in each format in order to increase the effectiveness in
eliciting the expected ability.

As for the wvalidity and reliability, Hughes recommends establishing
appropriate scoring scales. As the rating scale consists of holistic and analytic
components, the selection depends on the objective of the assessment as each of them
has different advantages and disadvantages. Other steps involve calibrating the scale
to be used, training raters, and following acceptable scoring procedures such as the
appropriateness of the environment in rating,sthe readiness of scorers’ state of mind,
and the statistic calculation of the inter-rater reliabulity.

A similar view_ise=proposed by Brown (2004) who points out that the
assessment of speaking®enceunters’ many challenges. The first challenge is the
influence of aural comprehension o spei':aking assessment which can affect the test-
takers’ actual speaking ability. The 'Secoﬁdrt:hallenge is the effectiveness in designing
tasks to elicit the expected ability. of the ’dtpist,—;takers. That'is, the designed task should
be able to elicit the ability tequired by theft.ask and at the same time be able to prevent
the test-taker from c1rcumvent1ng ‘to demonstrate the targeted ability the examiner
wants to assess. The vahdlty and rehablflty of the scoring procedure is another

£ .J
concern. Since speaking test tasks become more of an open-ended style, the

appropriateness of an applied scoring procedilre might be questioned about its validity
and reliability. Somé—tasks—yie}d—maﬂy—possible ways=to.respond, all of which are
equally accurate. Other scoring procedures might not be fair enough. However,
basically, Brown (2004: 141) presents five types of speaking test tasks as follows:

1. Imitative ,(a, test-type, designed to" assess, the,ability.to imitate a word or
phrase or a seéntenee, emphasizing pronunciation)

2. Intensive (an assessment task employed-to elicit test-takers’ competence in
a nartow band of Such language elements as intonation, stress, or thythm)

3. Responsive (a test task which involves an interaction and comprehension,
limiting to very short conversation or interaction such as greeting or small talk)

4. Interactive (a similar task to respond but containing greater length and
complexity)

5. Extensive (monologue) (a test type which includes such tasks as speeches,

oral presentations, and story-telling)
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The selection of each type of these speaking performance tasks is dependent
on the objectives of the test whether its aim is to measure microskills (a speaker’s
ability to produce the small elements of the language) or macroskills (a speaker’s
ability to produce the larger language elements). As the focus of the speaking test in
the present study was on macroskills, the test type selected was in an interactive

category.

2.4.4 Speaking elements

After going through the speaking processes, which are internal processes
functioning based on students” knowledge of the language and their skills in using the
language, the speaker’seleévelsof speaking proficiency can be perceived through the
speaking elements in their expression.

How to measures$peaking proficiérii:y has been widely discussed. In so doing,
various elements of speaking are propgsqd. Harris (1969: 81) divides speaking
elements into four aspe€ts as follows: i_

1. Pronunciation (including the segfﬂénjtél features—vowels and consonants—

and the stress and intonation patterﬂ§_f 71,

2. Grammar 7 T

3. Vocabulary i

4. Fluency (the case-and speed of the flow-of speech)

5. Comprehehsion

According to Harris, speaking proficiency can be perceived through the
speaker’s ability to pronounce, the.sound based on the sound system of the language,
the ability tol formia statemient by'using lcotrect linguistic rules; the ability to choose
correct word choices of the language to express meaning, and the ability to deliver the
speedysmoothly and ‘continuously: Moreover, the speaker-must be'able to make the
meaning being delivered comprehensible to listeners.

Linder (1977: 6) proposes four integral elements of communication. The
elements proposed are generally similar to Harris’, but some are addressed with
different terms. Those elements are as follows:

1. Fluency (overall smoothness, continuity, and naturalness of the student’s

speech, as opposed to pauses for rephrasing sentences, groping for words, and

so forth)
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2. Comprehensibility (the ability of the student to make himself understood-

-to convey meaning)

3. Amount of communication (the quantity of information relevant to the

communicative situation the student is able to convey)

4. Quality of communication (the grammatical correctness of the student’s

statements).

Linder refers to the speaker’s ability, to use correct grammar as quality of
communication. However, it 18 worth noting.that she does not include vocabulary in
the speaking elements. Instead, the focus shifts io-the quantity of information relevant
to the communicative situation:

Another reseatcher who proposes some additional speaking components is
Underhill. According te" Undeshill (1987: 96), speaking components consist of the

]

followings -

1. Grammar
2. Vocabulary :_
3. Pronunciation, intonation, and stre§s
4. Style and fluency, J— 0
5. Content T

Underhill’s .speaking components -séz-é_'rﬁ-_tb result from the combination of
Harris’ and Linder’s:=Fhat-1s;-they-include—grammar; vocabulary, pronunciation,
fluency, and content-or amount of information as proposed by Harris and Linder.
Therefore, it can be concluded that the speaking components which are generally used
to evaluate thesstudents; knowledge of the language are,linguistic components which
involve grammar,*vocabulary; expressing Components which finclude pronunciation
and fluency, and communicative component which.is comprehensibility or the ability

to make the'listener understand the meaning being conveyed.

2.4.5 Teaching of English speaking

Because of the complicated processes the students have to go through in order
to be able to speak English proficiently, the teaching of this skill is seen as a
demanding task for teachers. There are various views concerning how to help students
develop this skill. The procedures and techniques for teaching speaking are

extensively proposed by experts and educators in the field. Richards (1990), one of
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the key experts in the field, proposes two approaches to the teaching of
conversation. Those include the indirect approach and the direct approach. The
indirect approach considers the conversational competence as “the product of
engaging learners in conversational interaction” (pp. 77-78). According to this
approach, the oral interaction competence can be developed by providing students
with opportunity to engage in conversational interaction. The method of teaching
conversation based on this approach is through interactive tasks. Richards makes a
claim based on second language acquisition.research that “in using conversation to
interact with others, learners graduallz acquire~the competence that underlies the
ability to use language” (p=77).-He concludes that the language classroom should
therefore arrange language léaming activities and tasks in which students have
opportunities to engagesin conversationzgl interaction. For pedagogical practice, those
activities or tasks can be pair-work ande group-work that involve students into the
interaction among themselves: In terms ofT the direct approach, it involves the teaching
of “strategies for casual conversation su(;'h_ as turn-taking, topic control, and repair;
conversational routines; fluencyi pfonunci}&joﬁ; and differences between formal and
casual conversational styles” (p. 79). Thé{ﬁge}{lgement of the program to develop
these speaking micro skills starts from thefpr;ﬁaration of goals such as how to use
conversation in different setti}igsrahd for difféféﬁi kinds of secial encounter. Later, the
more detailed description—of-the-goals-can-be-given-and applied according to the
learners’ level of lahguage proficiency and their needs. Richards maintains that the
balanced application of these approaches can be considered the most appropriate
methodological option, for.the teaching,of conversation.

Byrne (1976) land Baker and Westrup (2003) propose that the procedures of
teaching speaking consists of three major stages orphases: presentation, practice, and
production;. The/‘presentation stage _involyes the teacher’s présentation of new
language features or new materials in a meaningful and memorable way for students.
In this stage, the teacher plays the predominant role in the class as an informant. After
the new language is presented, the lesson moves to the practice stage, where students
take their turn to play the important role. Here, the teacher has to perform as a
conductor, providing students with as many chances as possible to participate in
meaningful and memorable activities. Baker and Westrup suggest that at the

beginning of this stage, the activities organized should be very controlled to ensure
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the accuracy of the students’ reproduction of the language they have just learned.
Later the less controlled activities can be introduced. This will enable the students to
work by themselves in the production stage, which provides the students with
opportunities to use the language they have just learned, including any language
previously exists in their repertoire by themselves, freely. Byrne indicates that the
opportunities to apply the language to serve their own wish will make the students
aware that what they learn is useful to them, and this in turn will encourage them to
continue learning. Baker and Westrup propesc«four categories of activities for the
production phase, consisting of sharing jnformation, solving problems, doing projects
and presentations, and role-playing.

In terms of teaehingstechniques, Bygate (2005) recommends constructive
repetition as the pedagegical activities f'o enhance oral language. He claims that the
frequent change of tasks tends {0 focus students’ attention more on the tools to
complete the tasks.“When the tasks keéi) changing, many of the tools which are
applied to complete the tagsks need.to bei’x_:hanged from task to task. This makes it
harder for students to master each tool. Beqause of this, he proposes the use of oral
task repetition. To support his claim; he c1ths— d}? study conducted by Neisser (1976)
which reports that a newly born ;:hild’s Vl'S[l‘é.l perception of her parents gradually
improves through the repétition bf encou-ﬁgt-é_ﬁ'!rig and the-study by Bruner (1983)
which reveals thatl children-pick-up-more-and-more-concepts from the repetition of
discourse they receive in the family context. Based on such evidence, he concludes
that students can gainl benefits from the repeated use of tasks or activities. To make
his conclusignseyen more-conyineing, he.tréviews.a, number .of studies. Those also
include the study résults ofthis case.study conducted.in 1996/which showed that there
was more accuracy in terms of vocabulary and grammar in studentsjstorytelling when
they were asked toirepeat the task two dayslater. His second study'conducted in 2001
revealed that students were able to talk more fluently, accurately, and complicatedly
about familiar stories presented to them ten weeks earlier than they were when talking
about an unfamiliar story. Because of the support from such empirical evidence, the
notion of constructive repetition is strongly recommended.

Furthermore, Brown (2001: 275-276) proposes seven principles for applying

speaking techniques as follows:
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1. Use techniques that cover the spectrum of learner needs, from language-
based focus on accuracy to message-based focus on interaction, meaning, and fluency.

2. Provide intrinsically motivating techniques.

3. Encourage the use of authentic language in meaningful contexts.

4. Provide appropriate feedback and correction.

5. Capitalize on the natural link between speaking and listening.

6. Give students opportunities to initiate oral communication.

7. Encourage the development of speaking strategies.

In sum, these principles signifz that“the-arrangement of language teaching
activities must provide students with well-rounded experiences as language learners in
order to prepare them fortealdife exposure. That is, inlearning the language, learners
need to master the whole range’ of langﬁage practice which includes accurate use of
the language form, the ability to deliver and receive meaning according to the pattern
of interaction, including the strategies to (;;)pg with any obstacles that occur during the
communication. In order tojachieve that, tflf_: language learning activities must provide
students with experiences'in using the langﬁégé in meaningful contexts where the real
world contexts are linked into thezlearninéjé_égixities, where the students can see the
connection between what they have learnedfﬁoilr_‘l. the provided activities and the actual
use of what they have learned. T additidﬁg,-'-:_éfgééting students’ motivation must be
considered when |dCsigning—activities—because—only=thc full engagement in the
activities can help students acquire those language elements. Finally, students need
appropriate feedback and correction which can help themn become aware of what is
required in the.actual use of the language.

Teaching speaking)according to Paulstonl.and Bruder’(1976), involves the
development of communicative cofmpetence. Based on their teagching experiences,
they propose that'communicative competence can be developed by four basic types of
communicative interaction activities which consist of “social formulas and dialogues,
community-oriented tasks, problem-solving activities, and role-plays” (p. 60).

Social formulas and dialogues consist of the activities which will help students
develop their ability to establish as well as maintain social relations such as greeting,
complaining, or apologizing. As for community-oriented tasks, they include activities
which require students to perform real interaction with native speakers in the real

community context such as at the bank or supermarket. With regard to problem-
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solving activities, students are required to solve presented problems by choosing
one solution from some solution choices provided. These activities allow students to
talk freely. The writers claim that these activities are “communicative performance
exercises for developing linguistic competence” (p. 68). In terms of role play, it
includes the activities that students have to take fictitious roles as assigned and
improvise some kinds of behavior of such characters. The use of role play needs to
rely on three basic parts of its pattern which include the situation (the part which sets
the scene and plot), the roles (the section’ whieh provides lists of characters), and
useful expressions (the part-which carries linguistie patterns). It is noted that the role
play in this context is limited'to only improvisation-and fictitious roles. The acting out
of set dialogues or of thesdialogues written by the students is not included.

What can be ceficluded from-these speaking development procedures and
techniques is that speaking is a skilk It-cannot be taught, but it can be developed
through practice. Therefore,/ the proceci-ilrcs of teaching mean different steps of
providing learners with opportunities. to fllp_ractice speaking in order to develop the
skill. The arrangement of language learniﬁg activities should therefore capitalize on
the provision of experiences in, using the léﬁgq?ge for various different purposes and

in different communication contexts. — 4

2.4.6 Related research

Due to its prbminent role in social interaction in the present world, speaking is
considered the most important skill among ESL and EFL learners. For this reason,
there is a greatzattempt among, educators,and teachers to,find techniques and methods
to develop this skill: Many Studies'have been conducted in lan atfempt to find effective
techniques to enhance the speakinggskill. The follewings are somegxamples of those
studies.

Wongsuriya (2003) examined the effect of real life situations on students’
English speaking and listening development. The experiment was conducted with
seven students who were on first-year higher certificate level. In this experiment, the
teacher allowed the students to learn both in class and outside class. That is, the
students were provided with English communicative lessons in class. After that, they
were assigned to practice what they had learned from the class with other teachers or

staff who could speak English in the school. Later in their class, students discussed
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the problems of using language in real life situations as well as presenting methods
to solve the problems. The result of the experiment revealed that experience of
applying English in real life situations helped develop students’ speaking and
listening. The implication of this study is that the experience in real life situations
plays a significant role in the development of students’ speaking proficiency.

Arumporn (2004) applied different techniques to develop students’ speaking
skill, but the study also yielded the same results. She examined the effect of using
task-based activities to develop English speaking ability of Matthayom Suksa IV
students in Pranakornsriayuthaya province. The participants in the study included 40
students who were randomly assigned|into the experimental group and the control
group. The treatment fowthe experimental group was task-based learning in which the
teaching procedures were divided into three phases: pre-task (preparing students for
working on task), during task (working on task by focusing on meaning rather than
form to achieve theset goal), and post—{ésl; (reporting and evaluating the result of
working on task). With'regard to the cont;x_)l group, the treatment given was the 3 Ps
model which included Présentation, Practiéé;,' e{ﬁd Production. The results showed that
the English speaking ability of the experirﬁé_iﬁg{_ group taught by using the task-based
approach was significantly higher: than the;lifff;:glish speaking ability of the control
group. Such finding led to a conclusion tha{tffﬁé*- achievement of speaking proficiency
can be obtained thioligh-the-processes-of-working-on-tasks-and an attempt to complete
the tasks. '

An explorationl of an effective technique to enharice speaking proficiency was
also carried out by Loylib.(2004), who.inspected the effect of a.simulation strategy on
communicative ordl English proficiency! of'Mattayomsuksa ifive students. The study
was also aimed to investigate studénts’ opinions=on the use of this strategy in the
classtoomy The simulation strategy was applied to serve six soeial-functions: (1)
greeting, parting, and introducing, (2) asking and giving directions, (3) buying and
selling, (4) giving and receiving apologies, (5) making permission, and (6) giving and
receiving invitation. The 30 subjects were selected by means of simple random
sampling. The design of the study was a one-group pretest-posttest design. The results
showed that the students’ communicative oral English proficiency improved after the
treatment and the students’ opinions towards the learning experience through this

strategy were positive.
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Similarly, Tulananda (2004) investigated the effect of a training program

which focused on simulation on cabin attendants’ speaking skill. The participants
were 29 cabin attendants who had one to two years experience working for Thai
Airways International Public Company Limited and were assigned by the company to
attend providing descriptions, instruction, and directions program, which was held
once a month. The first 13 trainees were treated as the control group. The unadjusted
program was used to train this group. The other 16 trainees were treated as the
experimental group and taught by using/simulation. The language focus of the
training program was giving descriptigns, mstruetions, and directions. Each group
was trained for three days«The results revealed that.the experiment group taught by
the training program foeusing on simulation had their speaking abilities in terms of
pronunciation, fluency,svocabulany, graf'nmar, and appropriateness higher than those
of the control group. Howeyer, there was 1o significant difference between the two
groups in terms of the ability to cor_nmunigate_. in English as'a whole.

The two studies conducted by: Loyii_b (2004) and Tulananda (2004) reflect the
importance of bringing the social ihteractié-r;'}' context into a language class to provide
students with an experience of using 1an§t{é§§]_}o serve different purposes in social
interaction. — Tl

Role play is.another téb‘ﬁhique Whic-hf -i'g'ééflerally used for the enhancement of
speaking skill. ForZinstance;=Smiapasart—(2004)=studied the effect of role play
activities on the de\;el'opment of 34 Mattayom Suksa 1V students’ English speaking
ability. The procedures of employing role play activities were divided into two major
stages: the preparation stage and performance.stage which-invelved a preparation of
learners in termslof languéage; the.selection of characters, rehearsal, the training of
observers, the arrangement of the scenes and pesformance, and thesevaluation. The
studyzfound that there, was improvement of students’ English speaking ability after the
experiment. It can be seen that the main emphasis of the activities arranged in this
study was on the processes of learning. Students were required to work and engage in
all steps of learning activities, which were arranged to help them learn and practice
speaking ability. This implies that the acquisition of students’ speaking skill can be
brought about by active involvement in learning activities.

However, some studies were conducted based on different perspectives

concerning the speaking enhancement. Those studies placed the emphasis on teaching
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strategies. For example, Laipraditwong (2005) examined the effect of achievement
strategies on the improvement of English speaking skill of Mathayom Suksa II
students at Phraharuthai Donmuang School. The experiment applied five achievement
strategies: circumlocution strategy (description, exemplification), approximation
strategy, word-coinage strategy, appeal for help strategy (explicit, implicit), and non-
linguistic strategy (mime, gesture, and sound initiation). The sample included 37
students selected by means of simple random sampling. The research design was
randomized one-group pretest-posttest. ‘The' findings revealed that the students’
speaking skills after the“experiment §ignificantly improved. The strategies most
frequently applied by the.studenis were non-linguistic ones and the less frequently
applied was the approxamatien strategy. This study implies that the success of the
interaction depends on_the ability to appl-S/ speaking strategies.

Sharing a similar view, Rattanépf{akdhada (2000) explored the effects of
teaching interaction strategies on Englishf..(é)ra_l communicative proficiency and the use
of interaction strategies of Mathayom Sukf’sa V students. The sample of the study was
30 students of Mathayom Suksa V selecié:t;'i by means of purposive sampling. The
sample was randomly assigned, to :t'he expélfidrfiental group and the control group. The
former was taught by using interaction strategles while the latter was taught with a
conventional method. The study found that the ‘experimental group obtained higher
scores of English ordl-communicative-proficiency-than-the control group.

While some consider speaking strategies vital for speaking attainment, others
regard interacting experiences as a productive practice. Phuphanpet (2004) conducted
the study entitled, “The,Efféct of Using, Oral Communication-Activities to Develop
English Speaking“Ability ‘of 'the \First-Year Certificate Vocational Students.” The
experiment was conducted with 20sstudents whoswere selected by, means of simple
randem sampling.yThe oral communication activities employed in this experiment
were information gap, mapped dialogues, role play, spot the differences, and jigsaw.
The activities were designed to activate conversation and to facilitate students’ oral
interaction. The findings after the implementation of these activities showed that the
students’ speaking posttest scores significantly increased.

In a different context, Cohen, Weaven, and Li (1996) investigated “The
Impact of Strategies-Based Instruction on Speaking a Foreign Language.” The sample

of the study was 55 students at Minnesota University. Among those 55 students, 32 of



58

them were assigned to an experimental group, while the remaining 23 were in a
comparison group. Students’ background characteristics such as previous language
study, visits to the target culture, or grades in previous courses in the target language
were claimed to be similar as revealed by specifically designed background
questionnaire. The students in the experiment group received strategies-based
instruction from three teachers who were specially trained how to deliver strategies-
based instruction, whereas the three teachers who taught the comparison group did not
receive the training. The experiment lasted fensweeks. Findings demonstrated that
strategies-based instruction caused favorable=effects on students’ speaking
performance.

Through a diffesent technique ftom the previous studies, Luchini (2004) also
found similar results when! combining fluency- with accuracy-focused tasks to
develop oral skill. The sample included 268 Chinese third-year college students from
different majors excluding English. The-_dp;ocedure of the instruction started from
presenting students comprehensible inpu'IIL of target forms through such means as
reading material, videoftape, and, tape recordmg, assigning them to work on
collaborative tasks in pairs oOr in thelr leCd groups to complete the tasks as guided by
the given input, and asking them-to perform in an output session. The researcher
utilized students’ self-report and questlonnalre {0 collect data. From their self-report,
most of the students claimed-that-the-mstruction-significantly helped them improve
their oral skills. The data elicited by the questionnaire yietded a consistent finding.

With the share goal to develop students’ speaking ability, Tsou (2005)
conducted a_study,te. determine .whether-.an, instructional, treatment, participation
instruction, could-increase’students’ oral participation in classtand whether it could
lead to the improvement of students’ speakingsproficiency. The study set two
hypotheses. Fitst; ‘patticipation instruction /(PI)  would' increase Taiwanese students’
oral participation in class. Second, PI would lead to the improvement of Taiwanese
students’ speaking proficiency. The subjects of the study were 70 freshmen in two
classes (35 per class) in the Department of Early Childhood Education.
Questionnaires, tests, and observations were employed to collect quantitative data,
while passive participant observation, survey responses, and an interview with the
EFL teacher were used to gather qualitative data. Each student was assessed on four

measures in order to examine the differences between the experimental and control
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groups before beginning the experiment. The experiment lasted one semester of 18

weeks (two hours per week). After the experiment, the result showed that PI helped
raise students’ learning motivation and SPEAK (The Speaking Proficiency English
Assessment Kit) scores but did not significantly help increase oral classroom
participation. The results from the t-test, multiple regression, and stepwise regression
strongly supported the second hypothesis. That is, PI could lead to a significant gain
in students’ speaking proficiency. For the first hypothesis, which the result did not
support, the research claimed that it was because«of the short experimental period and
the large class size. However, it was supportCd-by using the qualitative data, which
were collected through siudents’. self-evaluations..of their own improvement in
participation and speaking proficiency, students” evaluations of the PI course, and an
end-of-course interviewsWwith'the feacher. The qualitative data collected did support
the first hypothesis that RI'inereased Taiwanese students’ oral participation in class.

From all reviewed studies, it canfbe{. seen that despite the differences in the
techniques the researchers employed:in thi:_ir experiments, most of them shared some
similarities in that all teghnigues e_mployéai;éri'éourage active involvement on part of
the learners. Apart from those Englisﬁf_fsg_?aking teaching techniques, many
researchers are interested in the rbles of drama on students’ learning enhancement.
Thus, they conducted classroom research t(-)'; defermine. the particular effects of using
drama on their students*—language-iearning=—Generally; positive results have been
reported. Examples of some of those studies are discussed-below.

Miccoli (2003) investigated the effectiveness of using drama in a Brazilian
University classroom., fot-0ral. skills. development., She .used. portfolio to collect
learners’ reflection’on.theflesson..The lesson was.divided linto three major stages:
preliminary, intermediate, and production. In the first stage, thes activities were
designed /t0 promote| a climate| of 'trust that encouraged risk' taking. For the
intermediate stage, students learned about acting and content. In the last stage,
students were allowed to select a preferable play for their own group and to decide on
the casting by themselves. Six weeks later students gave presentation of the plays.
The study revealed positive effects on students’ oral skills development. In this study,
Miccoli claimed that drama does not only provide a reason to use the language, but it
also brought motivation and enjoyment to the classroom. Drama also made language

in an oral skill development class alive and realistic, for it could help students learn
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that speaking did not mean only words, structure, and pronunciation, but it also
included feelings, motivations, and meanings.

The advantage of implementing drama in a language class is also found in the
study conducted by Motos Teruel (1992). Motos Teruel applied drama activities to the
teaching of Spanish grammar and literature. He found that the activities provoked
changes of attitude in the students. His study showed that games, sensitivity activities,
sound, dramatization, and role playing were'the most practical drama activities for the
teaching of language and literature. With tespect to oral expression, the study found
that dramatic activities ‘stimulated verbal fluency. The activities also caused
improvement, amusementyand pleasure in communication and interaction among the
participants.

In the study conducted' by Makita-Discekici (1999), drama was found to
promote cooperative learning, oral skills;;éé well as writing ability. In this study, the
researcher used creative /8kitS in her Ja-i)anese classes. The activities emphasized
cooperation to achieve'the shared goal. Tizv_o creative skit projects per semester were
assigned to students, who'were divided int-é)i;a'l I<Jg',-roup of four or five. Each of the group
had to create its own script. Students’ peﬁﬁrﬁ}??ce was evaluated in terms of group
cooperation and of individual oral Vand writtéir i!ainguage skills. The study showed that
students’ responses-to the activities were mc-);;t-l_)}*-;_)dsitive.

El-Nady (2000)-studied-the-effectiveness-of dramaas a teaching technique. In
the study, the researcher divided students into two groups and designed two lesson
plans for teaching. The first lesson plan did not allow students to develop and perform
a play, while-the, second, did., After; a week of the treatment..the researcher tested
students’ vocabulaty retention and.speaking ability..It was fodnd that students who
were taught by the second lesson plan gained higher scores than the group which was
taught, 'by using ithe“first lesson plan. This indicates' the-opporttnityto involve in
drama‘activities helps increase students’ language learning achievement.

The positive results of using drama in a language class are also confirmed by
Mattevi’s doctoral dissertation. Mattevi is a teacher of Italian language in the
European Language Department of Stony Brook University. In the study, she used
theater as a teaching tool in the Italian classroom which was the second language
acquisition classroom. She utilized many techniques and strategies, claiming that all

the techniques she tried were successful. Because of this, Mattevi considered theater
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as one of the most complete teaching instruments in second language acquisition
enhancement. She remarked that the use of drama in the language classroom enabled
language teachers to present the target language in an active, communicative, and
contextualized way. Moreover, dramatization can assist language teachers to address
the four skills of language learning.

The advantages of drama for language learning development gain additional
support from the study conducted by Doyum and Ozturk (2006). They introduced
‘Romeo and Juliet’ in their class of first-yeatstudents who were pre-service teachers,
fairly proficient in written"English, butJtheir Oralrcompetence was not yet sufficient.
The activity was also_used with the fourth-year students, senior teacher trainees,
whose written and oral*English skills had been developed but who lacked self-
confidence and oral presentation skills: -The objectives of this study were to develop
cognitive skills, to impreve students’ knevfl'ledge of second language vocabulary and
pronunciation, and ‘t0 enhance the per_gon_al skills  of "cooperative learning, oral
participation, and the affective variables é)f motivation, confidence, and self-esteem.
The activity included five steps: _diétributieﬁ"o}; scripts, assignment of roles, rehearsal
of the play, performance of the play, and: evaluatlon of the performance. The study
found that throughout six years that this actwrty was used, it always gained positive
responses from students. Although the researcher does not state clearly the
improvement of stiidents™oral-competence-after-participaling in drama activities, to
claim that the activify always gained positive responses does imply it.

From these studies, it can be seen that drama is widely utilized in other
different countries to.develop,students’ Janguage skillss, especially speaking skill. In
Thailand, there is“Some reSearch lconcerning the use ofi dramd’to develop students’
language as well.

Praphruitkit (1984) compared English speaking achievement of*English major
teacher! education students who learned through dramatic activities and pattern
practice. After six weeks, 24 hours of the experiments, she found that students who
learned through dramatic activities gained higher achievement in terms of fluency,
comprehensibility, amount of communication, and effort to communicate than those
learned through pattern practice. However, there was no difference in terms of quality
of communication between the two groups. Reflected through this study results were

the benefits of dramatic activities to many aspects of students’ speaking ability.
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The similar technique was utilized by Hemchua (1991), who examined the
effect of the English co-curricular activities using drama techniques for upper
secondary students in Sainoi school. She developed ten drama activities and
experimented with 38 upper secondary students. The result showed that drama
techniques had positive effects on students’ language development. The students’
opinion investigation also revealed positive results. Students agreed that the English
activities using drama techniques provided were suitable.

The positive outcomes of employing drama techniques were also displayed in
the study conducted by Tawisuwan (2993) wherinvestigated the effects of drama
technique activities on English speaking for commuaication for Mathayom Suksa IV
students in Panyaworakan school. The experiment was conducted with 33 students
using ten drama techniquessactiyities: Students were pre-tested and post-tested by
using the interview before and/after the.!e%'periment. The results showed that drama
techniques activities*had positive effectsf.;)n,_.English speaking for communication as
the students’ mean posttest score was:si gnif_icantly higher than the mean pretest score.

These studies show that drama caﬁ })e ‘used in language classes with a main
aim mainly to enhance students’ oral profi&ﬁje‘ir}cj;r. The results from these studies lead
to a conclusion that drama is an éffective f&:ﬁﬁique in this aspect. Apart from that,
drama also helps develop:—'s"'tudents’ sd'(;i-ﬁl*! skills, help them learn to work
cooperatively, as wcli~as-help-create-their-confidence-and self-esteem. However, it
should be noted that most of these studies applied only drama techniques. Drama as a
resource of language Was not included.

In tewms ,of, the Vvalue .of.questioning stechniques-on.speaking proficiency
enhancement, no Istudy- was found..From the review ofl questioning techniques, the
research which is related to questioning techniques-in the field of language learning is
mostly, if/not all;sconcerned with the effects of questioning techniques on reading
achievement.

For example, Sahunun (1995) conducted the research entitled “Effects of
Using Verbatim and Conceptual Questions on Comprehension and Recall of Reading
English Language of Mathayom Suksa III Students.” Students from two out of seven
classes were purposively selected based on the equivalency of the mean scores and
standard deviation they obtained from an English course. Each class consisted of 40

students. They were randomly assigned to an experimental group and a control group.
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The experimental group was taught by using the Conceptual Questions, while the
controlled group learned through the Verbatim Questions. The study found that after
the experiment, the scores of the students in the experimental group which was taught
by using the Conceptual Questions were significantly higher than those of the control
group at the significance level of 0.05. These findings suggest that reading
achievement can be obtained by the utilization of questions which require in-depth
thought rather than the questions asking for the answer available in the reading
passage.

A similar study was eairied out by Somsuwanchai (1996), who conducted
experimental research inwerder .to examine the effect of using the Predict-Test-
Conclude (PTC) questioning . strategy  on students’ prose fiction reading
comprehension of MattayomySuksa/ [V students at Ladplakaopittayakom School. The
subjects consisted of 36" students who were assigned equally to the experimental
group and the control group according Tdto{.their reading achievement grades. The
students in the experimental group.were fllte_lught by using PTC questioning strategy,
while the students in the control group v&zere taught by using reading translation
method. When comparing the mean scoreé{?cﬁ:_fhe posttest to the mean scores of the
pretest, it was found that the resulf was sigﬁfﬁg:!é:ntly in favor of the group which was
taught by using the PCT questioning strateg-;.-'-;'*- a

The value 0f questroning-on-reading-also-recerves support from the findings
revealed by Chanklin’s study. In her study, Chanklin (2001) compared the differences
between the English Teading comprehension ability of the students taught by using
self-questioning and thosé-taught by using-note-taking.strategies. The subjects were
89 Mathayom Suksa ILstudents 'who were purposively selected) These subjects were
randomly assigned to two experiméntal groups, 41 in the experimental group with
self-questioning sfrategies; the other 48 students were sent-to the €xperimental group
taught by note-taking strategies. The experiment lasted nine weeks. The result showed
that the students taught by self-questioning strategies achieved higher English reading
comprehension ability than those taught by note-taking strategies.

These studies have revealed that questioning can lead students to better
achievement in their language skill in terms of reading comprehension ability. This
could be because questions help direct students to the main focus of what they are

reading. In addition, the questions that encourage students to think beyond the text
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help the students gain insights into what they read, which subsequently, improve
their reading. Based on this, the effects of questioning on learners’ achievement in
other skills, especially speaking is worth further exploring, as none of the studies in

this particular field has been found conducted.

2.5 Critical Thinking

The ability to think critically ‘'has an enormous influence on one’s life.
Therefore, it becomes one of the educational geals to educate people to become a
critical thinker. However, the concept of Critical thinking is varied. In order to

develop critical thinking skill; the clarification of its.coneept is needed.

2.5.1 Definitions of critical thini(ing

Because of its great yalue on human life, critical thinking has a predominant
role in many educational curricula, inaiud_ing the language teaching curriculum.
Critical thinking is conceptualized as “anj’i.ntel]ectual ability” (Brookfield, 1991: 12).
It involves complicated! mental processési'; Scholars: in different fields define it
differently according to their viewpoints td.\)i&;_?a}__cllsa intellectual disposition and purposes
to develop and employ that iﬁtell;;ctual ab‘lht;/ Young (1980) suggests that critical
thinking is viewed differently by philosopﬁgé'-r:_s',*! psychologists, and educators due to
different purposes and-approaches-they-hold=Whiie-philosophers focus on identifying
methods such as cbmparison, classification, inference; ahd deduction, which are
needed for solving abstract and practical problems in life, psychologists view critical
thinking in terms,of, cognitive structure, and-activities of-mind. Educators, on the other
hand, put the emphasis on' the lobjectives ‘of formal educatiofi and then define the
educational goals in the domain of Critical thinkipg. Bloom’s taxonomy of cognitive
goalsaconsisting Of knowledge, comprehension, analysis, synthesis, and evaluation,
directs'the ways to achieve the goals.

As mentioned above, the definitions of critical thinking are varied according to
purposes and approaches each individual relies on. Some definitions are quite broad,
while others are quite specific. The following are examples of definitions of critical
thinking given by different scholars.

According to Yinger (1980: 14) critical thinking can be regarded as “the

cognitive activity associated with the evaluation of products of thought.” He adds that
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this cognitive activity “is an essential element of problem solving, decision making,
and creative production.” Critical thinking from this view, therefore, mainly involves
problem solving, decision making, and evaluating. From a different angle, Fisher
(1990) characterizes critical thinking through the processes of learning. He points out
that critical thinking involves learning how and when to question and what questions
to ask and learning about the application of reasoning. Quite similar to Fisher,
Brookfield (1991) remarks that critical thinking involves the recognition of the
assumptions underlying one’s beliefs and behaviors. That is, it involves the ability to
justify or give justification for.one’s idjeas and-actions. What these two views share
concerning the concept oferitical.thinking is the ability to reason.

However, critical'thinking from/the perspective of Adams and Hamm (1994)
involves the construction of meaning'- through the interpretation, analysis, and
manipulation of information in re'spon.se"'to a problem or question that requires
divergent responses’ rather than  a diré;:t cand one right answer obtained from
previously learned knowledge. i’_

Nekamanurak (1996) ini/es;tigated-_'; -(:?'eﬁnitions of critical thinking given by
various scholars and concluded that criticaijfhﬁglllfing refers to the processes of careful
consideration of information or sitﬁations Gccﬁmng by applying knowledge, thought
and personal experiences to :é)'(p'lorre evideﬁgzé_'ééfefully in.order to make reasonable

conclusions. This 1§ Guite-simitar-to-whatis-defined-by-Bassham et al. (2005):

Critical thinkifig means thinking clearly and intelligently. More precisely,
critical,thinking ,is.the.general. term-given to a wide,range of cognitive skills
and intellectual’ diSpositions needéd to! effectively identify, analyze, and
evaluate arguments and truth claims; to=discover and oyvercome personal
prejudices and biases; to formuldte and present convincing teasons in support
of conclusions; and to make reasonable, intelligent decisions about what to

believe and what to do (p. 1).

Verlinden (2005) explores definitions of critical thinking given by scholars in

different periods of time and presents the definition of critical thinking as follows:
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Critical thinking is the active application of principles of reasoning to your
own ideas and those of others to make judgments about communication and
reasoning, to analyze arguments, to expose underlying assumptions, to achieve

better understanding, and to approach the truth (p. 19).

Although the definitions of critical thinking are varied as shown above, the
core concept can be observed. The key words used in each definition consist of
interpretation, analysis, evaluation, judgment, justification, and reasoning. In this
study, it is concluded that eritical thinlging refers to the ability to apply knowledge,
thoughts, and personal experiences to interpret,-analyze, and evaluate any ideas,
actions, or situations inserder£0 make reasonable judgment or conclusion for making
decision about what to _belieye or what t(; do.

From these definifions of ‘critical thinking, it can be seen that the ability to
think critically is developed through mang complicated processes. It is the ability that
cannot be taught in the sense of transrriif[ting information. Like speaking, critical
thinking is a skill whose development can-_'B:é: éiécomplished by practicing. Moore and
Parker (1986) insist that “criticaf ’thinking'{_‘sfgfkiu that you simply cannot become
good at without practicing” (p. 5).7Thereforrre-;—_tlﬂe development of this skill needs the
activities which proyide learnérs with opp-c;ﬁ:iiﬂi_ﬁes to practice using the skill. The
integration of dramd-and-questioning-techniques-can-help develop this skill in the
following ways. : 7

First, drama provides life-like situations for students to think about, while
questioning techniques can.be,used to.encourage,students to, think beyond the text as
well as to link the'drama events with'the real world situations.

Second, questioning techniques promote=class discussion sand interaction
which,are erucialifactors|of critical thinking development.

Third, when engaging in drama activities, students need to play other people’s
roles. This will enable them to gain insights into other people’s thought and perceive
various ways of thinking. Moreover, in order to play other people’s roles, they need to
understand why those people behave or do in a certain way in each situation. This

understanding requires processes of critical thinking.
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In short, drama and questioning techniques provide students with
opportunities to practice interpreting, analyzing, evaluating, and making judgment

based on reasons and evidence which are all considered critical thinking skill.

2.5.2 Elements of critical thinking and critical thinking standards

People always involve in thinking practice in their real life. However, Fisher
(1998: 38) contends that the everyday thinking contains different elements from
critical thinking. He presents a distinction between everyday thinking and critical

thinking as follows:

Table 2.4: A distinction” between everyday thinking and critical thinking (Fisher,
1998: 38)

Elements of thinking
Everyday thinking e Critical thinking
Guessing biiaoldd Estimating
Preferring 7 —’ Evaluating

. : ' = . .
Assuming F =, Justifying

# ,'J_.-

Associating/listing F Classifying
Accepting o Hypothesizing
Judging — Analyzing
Inferring Reasoning

Fisher~(1998)nillustrates, that sthe damproyement, in~thinking from everyday
thinking to critical*thinking, as ‘shewn, is like thesmovement from “unconscious to
conscious thought, from the surface of things tosthe structure of things, from what
Socrates calls ‘unconsidered life’. toa considered view which backs ‘claims to opinions
with reéason” (p. 39). This indicates that critical thinking is operated based on
evidence rather than feeling like everyday thinking. It can be said that the operation of
critical thinking displays concrete and systematic processes, while everyday thinking
does not.

Nosich (2001) proposes different elements of critical thinking. He calls them
“elements of reasoning” (p. 87). According to Nosich, “for thinking to be critical

thinking, it must be reasonable thinking” (p. 4). He proposes 8+ elements arranged in
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a circle without numbers, for there is no required order for them. The order to be
applied depends on the questions being addressed. He claims that the ability to think
critically is the ability to apply these elements as tools in thinking. The eight plus
elements consist of purpose, question at issue, assumptions, implications and
consequences, information, concepts, conclusions, interpretations, and point of view,
each of which can be described as follows:

Purpose involves objectives; goals, desired outcome, and function. Identifying
a purpose and keeping it firmly in mind are required before reasoning.

Question at issue refeis to problem,iopic, and the point. In any act of
reasoning, the questions.of what the | question at.issue and what problem being
addressed are should be.asked:

Assumptions inelude backgroun'd theory, what is given or taken for granted.
The assumptions include everything taken  for granted when reasoning through

something. They underlie feasoning.

Implications and consequences flgr_nean what follows, costs, and benefits.
Identifying implications and con-sequences-i 1§ similar to asking what follows from the
reasoning. e 0

Information consists of data, eviderrée,? !eind observation. When reasoning, it is
important to consider what information is aV;fféf)ié and what.is not, but needed.

Concepts refer—to—orgamzing-ideas—and—categotics. Reasoning needs the
understanding of the 1deas or concepts being addressed.

Conclusions and interpretations include inferences, solutions, and decisions
arrived at. Ciitical, thinKing .requires, the-ability ~to .distinguish information from
someone’s interpretation fof I that./information! [It- alsol invdlves the ability to
contextualize interpretations because context determines the distinction between
information and interpretation.

Point of view involves frame of reference and perspective. Reasoning is done
within some point of view. Approaching problems or questions from different points
of view can create different sets of purposes and other elements. The ability to
evaluate points of view is a major critical thinking skill.

The additional two elements of reasoning or critical thinking are alternatives

and context. Alternatives mean other possibilities, options, and choices, while context

refers to setting and background where reasoning takes place.
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The main idea of Nosich is that thinking must be reflective so that it is
considered critical thinking. That is, it must be thinking about one’s thinking. These
elements are proposed as tools for exploring or rechecking the thinking. The thinking,
according to Nosich, also has to meet high standards of thinking in order to be
considered critical thinking. Those standards include clearness (the thinking is clear
and easy to understand), accuracy (the thinking and the words used to express it are
accurate), importance/relevance (the thinking is directly relevant to the issue or
problem being addressed), sufficiency (thethinking about a question or issue is
enough and thorough), depth and breadth (the-thinking takes adequate account of
underlying explanation and-ether.related issues), and precision (the thinking about an
issue is specific and detailed)«The standards of critical thinking are also proposed by
Bassham et al. (2003)¢ who ¢laims-that critical thinking is governed by clear
intellectual standards which €onsist of clarity, precision, accuracy, relevance,
consistency, logic, correctness, completeﬂéss, and fairness. Although some terms are
different, the overall concepts are the samé;_

Elements of criti¢al thinking and -isf:e'lrf('-iards of critical thinking can be both
tools and criteria to make thinking critical-tiﬁfill?ing. They are considered the primary
ingredients of critical thinking. These eleﬁ.réli!tg and standards can also be used to

determine whether the thinking is critical thinking of not.

2.5.3 Critical thinking processes

In order to be able to think critically, it is also important to know and
understand critical thinking processes.

When the term.thinKing or critical thinking is.addressed,’Bloom’s taxonomy of
cognitive goals is always introduced. Fisher (1990) and McWhorter (2003) use
Bloom’s |/taxonomy™, which 'demonstrates | hierarchy |of- |thinking rstarting from
knowledge (remembering and retaining), comprehension (interpreting and
understanding), application (making use of), analysis (taking apart), synthesis
(bringing each part together into a whole), and evaluation (judging and assessing) to
identify processes of critical thinking. Fisher (1990) claims that Bloom and his
associates consider critical thinking as the synonym of evaluation, while McWhorter

(2003) asserts that the last four levels are critical thinking processes.
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Shurter and Pierce (1966) propose that a three-part process is the basis of an

attempt to think critically. The three-part process consists of the following:

1. the process of clarifying the problem and the ground for a rational choice
by a reader or a listener, as well as the exclusion of anything that seems
irrelevant or prejudicial;

2. the examination of the claims of each alternative to determine whether the
statements are true; and,

3. the weighing of the claims on bothssides to make final judgment.

Nosich (2001) proposes criticalJthinking processes both in terms of the core
process and processes built-from.the elements and standards of critical thinking. The
core process of critical.thinking consists of addressing a question or problem, using
the elements of reasoning tosthink it thf'ough and monitoring their thinking by using
the critical thinking standapdss As for .gé'neral processes, they include analyzing,
synthesizing, comparing and contr_asting,?evgluating, applying, making decision, and
taking action. i’_

It can be seen thag critical thmkmg processes cited above are generally similar.
As suggested by Nosich, critical thlnkmg processes involve interpreting, analyzing,
synthesizing, applying, and evaluatmg Some even extend the processes of critical

thinking to making judgments or making de01s1on and taking action.

254 Teachihg of critical thinking

The value of “critical thinking on life is unquestionable. Because of this,
education prowision,is.being challenged by.students’ requirement to possess this skill
in order to advance their life in both the academic.context!and to handle the more
problematic and complex world. Therefore, methods and techniques;to foster this skill
havebeen widely proposed.

Bailin (1998) argues against the prevalent view which considers critical
thinking as a generic skill and the application of this skill can be carried out in any
context regardless of background knowledge. He insists that “background knowledge
in the particular area is a precondition for critical thinking to take place” (p. 147).
Under this conception, he divides critical thinking into three dimensions:

(a) critical challenge—the tasks, questions, or problems that provide the

impetus and context for critical thinking;
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(b) intellectual resource—the background knowledge and critical attributes

that are drawn upon when responding to particular challenges; and

(c) critically thoughtful responses—responses which embody the appropriate

resources evidenced in response to particular challenges (pp. 147-148).

The pedagogical implication of this conception of critical thinking is that, in
order for critical thinking to occur, there must be context, particular tasks or critical
topic for a thinker to work on. In addition, in selecting the tasks or topics to stimulate
thinking, the teacher must be aware of the thinker’s background knowledge and
critical attributes. The challenges shou}d be Carefully and thoughtfully arranged in
order to provide studentsewith opportunities to practice drawing their intellectual
resources to formulate the response. Finally, students should be encouraged to assess
or evaluate the responses whether the res'ponse is formulated appropriately in order to
deal with a particular challenge.

Bailin’s arguments in harmony \;llth McPeck (1981, cited in Meyers, 1987).
According to Meyers/(1987); “McPeck fllwisely argues that critical thinking must
necessarily vary among disciplines becaus-}:i:tﬁ'e- core ingredient of critical thinking is
the foundational, or epistemic, knowledge}(—ff a, given discipline” (p. 6). Simply put,
the ability to think critically is depéndent oﬁ;tlié.’basic knowledge one has concerning
a certain discipline..As Bailin argues, criticéli-fhi;riking is not-a generic skill which can
be applied across diSeiphnes=—instead;-it-1s-a-skali-which-fieeds to be nurtured within
each particular diécipline. Because of this, Meyers~ (1987) claims that it is
unsurprising that a vatiety of approaches to the teaching of critical thinking have been
found. Meyers; points, out-that .critical ;thinKing ,in, each discipline is different. For
instance, critical Ithinking fin literature is different.in crucialfaspects from critical
thinking in other disciplines, like physics or history. He also adds that the teaching of
critical thinking din literature ‘can be carried out in differént manners by different
teachers who use different approaches. One teacher might focus on the analysis of
character or plot development, while another teacher might apply historical approach
to the literature in their teaching of critical thinking skill.

This indicates that the concepts of critical thinking vary according to the
approach each individual applies. The teaching of critical thinking is, therefore,
adjusted according to the approach being applied. However, there are generally shared

techniques for fostering critical thinking.
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Meyers (1987) proposes that in order to promote critical thought, there

should be balance between content and process in each period of instruction. This can
be arranged by setting the intended outcome of the course before designing a
necessary input. Moreover, the balance between lecture and interaction is also needed.
He explains that in the processes of thinking, students have to construct their mental
structure for critical thinking. This construction process can be facilitated by such
kinds of interaction as debate, questioning, and other forms of interaction which are
meaningful. Meyers extends Piaget’s learning theory in terms of its emphasis on the
importance of interaction” which is c;ucial for~the development of new mental
structures and that cognitiverdévelopment can be beiter stimulated by interaction than
lecture. Also, Meyers suggests'the generating of classroom discussion. The discussion
can be stimulated by beginning the preé'entation or the lecture with a question and a
short period of discussion. To raise the Quéstion at the beginning of the presentation
will enable students to peiceive the focus_.éf the lecture they are going to receive. This
technique will also create/the atmosphe:;f_: that encourages thinking. It will make
students less hesitant to @ngage in the disé'ifélsi)t-)n Moreover, he notes that “questions
that generate real discussion pose problems and encourage students in the formulation
of judgment” (p. 60). The additional suggestron is that the questions the students raise
should be thrown back to the questloner or other students to answer in order to give
the students opportufiities-to-develop-their-ernitical-thinking skill on their own.

Young (1980) suggests that the courses which aim to foster critical thinking
needs to put the emphasis on practical problems which involve general problems or
situations that.ean be encountered in, the.real contexts. In additions, he points out that
critical thinking asSociates‘with ‘active: processes, the method of teaching thinking to
foster those processes, therefore, it requires thesactivity which students can fully
involye invas an active participant, He insists that “full; varied, andiactive experience,
in contact with the reality of the world, provides elements for guiding the processes of
thinking” (p. 95).

Beyer (1997) maintains that there are a number of ways to initiate higher order
thinking or critical thinking. Utilizing questions is one way. However, he notes that
the questions that can serve this function must be thoughtful questions, the questions
which stimulate the thought in the higher level than recall or translation, or the

“questions that inspire—or require—complex thinking” (p. 32). Moreover, he points
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out that in order to help students improve thinking, the classroom conditions must
be arranged to encourage student thinking, which should be as follows:

1. Classroom arrangements that facilitate student interaction

2. Time for students to think

3. Use, by students as well as by the teacher, of the language of thinking

4. Sustained attention to what is going on in the classroom

5. Minimization of the negative risks of engaging in thinking

6. Continued modeling of the skills'‘and. dispositions of good thinking (p. 64)

Beyer states that interaction has enormous advantages on the development and
improvement of higher orderthinking. The interaction can be arranged in the form of
discussion, inquiry, argumentation, and debate. These kinds of interaction provide
students with chances to formaulate, ex-'press, and stimulate thoughts and facilitate
knowledge production. In additions; {o involve in. the thinking tasks, students need
time to operate thinking processes. He re?lla,l_cks that good thinking can be stimulated
by using clear and precise language. adiling that the kinds of thinking should be
specified clearly in ordeg'to facilitate studéfi:ts;: cognitive operation. For example, the
words ‘believe’, ‘decide’, or ‘predict’ shé.)ﬂ_ia;‘f)ae used instead of ‘think’ which has
broad meaning when aiming to aék studeﬁté‘_l‘cl(_‘.) express different kinds of thought.
Moreover, students’ attenti{/é"'éohcentrati-(;r-l'-:_'é:ﬁ& active .participation need to be
sustained in order fo-help-them-gam-fuli-benefits-from-what is going on in the class.
Also, he notes that ‘engaging in high order thinking is risky. Therefore, the
establishment of the atmosphere which makes students fe€l comfortable and confident
to engage in thinking, tasks"is necessary. Finally, he suggests-that the teacher be a
good modellor example for 'students byshowing. how! good thinking should be
exhibited such as waiting before responding, taking time to reflecty or always giving
reasons and evidenceito support conclusions.

In conclusion, critical thinking is the cognitive or intellectual process. The
definitions of critical thinking are varied according to disciplines as well as the
purpose of employment, and it cannot be applied across disciplines. In many
disciplines, including in this study, critical thinking skill involves the ability to
interpret, analyze, and evaluate any ideas, actions, or situations in order to make
reasonable judgment or conclusion for making decision about what to believe or what

to do. In order to express critical thought, there must be a topic to think about,



74

background knowledge to organize and formulate thinking, and criteria to evaluate

the thought. The teaching of critical thinking can be carried out by arranging activities
for students to interact with the teacher or peers based on the background knowledge
they have to practice thinking and create comfortable atmosphere for students to share
their thought. Therefore, the utilization of drama to enhance critical thinking should
gain fruitful consequences because drama can lend itself as a topic to think about and
to initiate discussion as well as interaction between the students and their teacher or

peers.

2.5.5 Related research

Apart from beingsbeneficial to language learning, many educators propose that
drama, as one form of Jiferastire; is/a valuable tool to develop critical thinking. They
suggest the ideas of applying drama te enhance critical thinking. In an article entitled
“Using Drama to Improye Critical Thirf_l%igg,” Borgia, Horack, and Owles (2004)
suggest that drama can be linked to critié':'sl_l thinking in a classroom. Renzulli (1998,
cited in Borgia, Horack, and Owles, 2004)J ﬁroposes that there are three stages of
learning obtained from linking -drama wi-tii?l_fg{itical analysis: exploratory learning,
higher-level thinking, and applicaﬁon that eﬁc&irages the reader to explore a topic in
greater depth. Bailin (1998) maintains ;[f!.l-zﬁ'*-dr‘ama brings about problems that
challenge students to-solve=in-order-to-do-so;-they-have-t0 think deeply or critically.
Wasanasomsithi (2001) promises the value of literature on critical thinking
enhancement. She states that “owing to its complex nature and subtle characteristics,
literature can.be, beneficially, employed to-foster, students’ critical thinking skills
through the linterpretation)’ analysis, Synthesis, land' evaluation” (p. 15). She also
suggests six classroom activities t@ foster criticalsthinking whichginclude character
identification, | group | discussion,! meaning | guessing, - analySi§ practice, and
interpretation. However, it is noteworthy that although the value of critical thinking is
widely acknowledged, the research on the effects of drama on critical thinking cannot
be found.

In terms of questioning, it is generally used to enhance general learning
achievement, such as reading achievement, as previously presented. For the utilization
of questioning techniques to foster critical thinking specifically, no study was found

as well. However, a large number of studies concerning the development of critical
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thinking using other different techniques and methods do exist. Some examples are
discussed below.

Nekamanurak (1996) studied theories and principles concerning critical
thinking and critical thinking development. She developed a critical thinking
developing model for teachers of college students. The model consisted of three main
steps including presenting problems, practicing thinking, and evaluating thinking
processes. In the step of practicing thinking, students were allowed to practice both
individually and in group and were asked tospresent their thoughts to the class. The
researcher compared the eritical thinkiyg skill-of“the students who were taught by
using the developed model to the critical thinking skill of the students who were
taught with a conventional method. The study found that the mean scores of critical
thinking of the students*whe were taug&ﬁ by using the critical thinking developing
model were higher thanthe erigical 'thinksiﬁ"g scores of those who were taught with a
conventional method. The /critical thi?lkil_.lg developing model, in this study,
emphasized thinking practice /both indef;’e_nden‘dy and dependently. However, it is
worth noting that because of its high rédﬁifément in terms of students’ level of
cognitive functioning, this model seem% to bc more appropriate for adult learners.

With regard to young learners, Rawd;somjlt (1999) used a different approach
for the development, She deveIoped a program*to enhance,critical thinking ability of
Prathom Suksa VI students-by-using-De-Bono s-six-thinking hats approach with each
hat representing different colors and signifying different inds of thinking. The results
showed that the developed program can develop studeiits’ critical thinking ability.
Although this-program was developed. to foster, eritical.thinking of the students in a
primary schoolllevel, L.t shared similarity with the critical thinKing developing model
proposed by Nekamanurak (1996) in that both, of them provide students with
opportuniti¢s to practice thinking|in different ways and allow different divisions of
their cognitive complexity to be activated.

Suwancharas (2000) investigated the effects of mind mapping technique
training on critical thinking development of Mathayom Suksa II students at Bodin
Decha (Sing Singhaseni School). The study was conducted with 116 students who
were randomly assigned into an experimental group and a control group. Students in
the experimental group were trained by using ten activities using the mind mapping

techniques, while those in the control group learned through general activities. The
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findings showed that this technique yielded positive effects on the students’ critical
thinking development, leading to a conclusion that systematic thinking brings about
critical thinking.

To enhance students’ critical thinking, some researchers selected technology
as a tool. Likhasith (2005) proposed a web-based instructional model based on 4
MAT Activities for critical thinking development of undergraduate students in
Physical Sciences and Technology, Chulalongorn University. The implementation of
this model included three major steps: ansintroduction step (giving unit orientation
and the pre-test); instructional. step (crg:ating an-experience, analyzing/reflecting an
experience, integrating reflective experience into-concepts, developing concepts,
practicing based on coneepts,€reating an assignment, analyzing an assignment and its
application, and sharing'experiences); a}ld the evaluation step (giving the post-test).
This study found that the application-of the model had a positive effect on students’
critical thinking development. _é ;

The positive results of applying ie_,chnology to help students develop their
critical thinking were also reported in Khﬁf'{'lriiksa’s study. In the study, Khumruksa
(2005) proposed a web-based instfﬁctionafﬁﬁ__dgl using the CIPPA model to develop
critical thinking skills of Social éciences ﬁﬁc_iéfgraduate students at Chulalongkorn
University. There -were llszOCédural sfébé';fﬁ the. model consisting of giving
orientation on the Wob;-presenting-the-pretest;-examiming past experiences, acquiring
new knowledge, stlidying new information and creating self understanding, sharing
knowledge and ideas, summarizing, organizing and analyzing learning, presenting
knowledge/assignment, ,implementing, knowledge (clarifying problems, considering
the validity of! informatiofi; performing! deductive.reasoning, “performing inductive
reasoning, judging the value, translating the meaning, proposingsthe hypothesis,
solving problems), “giving the post-test, and Summarizing ‘fesults. After the
experiment, the comparison between the pretest and posttest mean scores indicated
positive results of the study.

Moreover, from the review of related literature, it was found that studies
concerning critical thinking were generally conducted in the scientific field such as
medicine or nursing. However, this does not mean that critical thinking is not
necessary in other fields. Indeed, critical thinking should be integrated in all fields of

study, for the ability to think critically will not only enable one to live his/her life in
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this complicated world more properly and successfully but also promote his/her
academic success.

Additionally, to help learners develop their critical thought is considered one
of the educational goals. In the field of language teaching, critical thinking should
also be integrated. As previously mentioned, language and thought are
interdependent. Thought development is dependent upon language development
(Foley and Thompson, 2003). That is, the more one’s language is developed, the
better he/she can formulate thought. For this réason, a language class has a significant
role in helping learners develop their language. The perceptions of information or
inputs through their receptive skills are vital for the formulation and expression of the
learner’s thought. Theseforeyit-is necessary for the learners to learn to receive
information thoughtfully. Equally impd'rtant is the ability to express their thought
clearly, systematically, and seffectively. This skill alse needs formal practice. The
language class is considered the most appfopr_.iate context that can provide the learners
with opportunities to simultaneously. practic_e and acquire these two skills.

g '

2.6. Instructional Model Develop@ent =

After reviewing the doéuménts congéi‘xiihg an instructional model, it is found
that there are different instrﬁb‘ﬁbﬁal mode-l’;;'-:_ééfch of .which is designed to achieve
different educationdl—goals:—However;~this—study—aimmed to develop an English
instructional model to' enhance students’ speaking proficiéncy and critical thinking
ability. Therefore, the focus is placed only on the instructional models which are
particularly designed to dévelop.thinking skills.and oral.interactions in order to form a
framework for the‘developmiient oflan English instructional'model as proposed. Before

presenting each of those instructional models, the,eoncepts of instructional model are

worthufirsily explored.

2.6.1 Concepts of an instructional model

According to Weil and Joyce (1987), a model of teaching or an instructional
model is “a plan or pattern that can be used to shape curriculum, to design
instructional materials, and to guide instruction in the classroom and other settings”

(p- 2). It provides the teachers with guidelines of how to design educational activities
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and environments. Moreover, ways of teaching and learning in order to attain
intended goals are specified in each instructional model.

Gunter, Estes, and Schwab (1995) propose that instructional models are like
“patterns or blueprints or recipes, presenting the steps necessary for a desired
outcome” (p. 73). They state that the intended outcome or objective of the instruction
is what the teachers have to rely on when selecting any specific instructional models.
This is because “an instructional model 'is a, step-by-step procedure that leads to a
specific learning outcome” (p. 73). One instructional model which is effective when
used to teach the recall of fact might be ineffective for teaching thinking skills, for
example. They remark that-effeciive instructional'meodels should encourage students
to become active participants‘in'the: process of learning, bringing students through
specific sequences. Also, the proposed instructional models should reflect research
concerning thinking, leamning, and behavior:

Eggen and Kauchaks (1996) usg the terms tcaching models instead of
instructional models. They define teachinédmodels as “prescriptive teaching strategies
designed to accomplish jparticular instru(-f;t-i:(')r{él goals” (p. 11). For this reason, in
selecting any model, the specification of fflé Rrecise learner outcomes is required.
They also point out that a teaching rmodel wrtknot only be designed to provide ways to
attain a certain end, but.also will determin-e'!.;[-fié actions the- teachers have to take in
order to achieve the iiitended-end:

According to Lasley II, Matczynski, and Rowiey (2002), an instructional
model can be defined as “a pattern, blueprint, or outline” (p. 74) utilized to achieve
the desired endss, They, also .refer, to.the Adnstructional, model.as “the instructional
procedures forlteaching a Concepts-acadeniic content, and/or an academic or social
skill” (p. 74). The design of procedtire is dependent on the outcomesthe students are
expected o obtaini fromi the chosen instructional model. Fhey add' that instructional
models! carry various purposes. While some are designed to organize information or
formulated to develop critical thinking skills, other instructional models are set to
enable students to work collaboratively. They point out that “the appropriate teacher
instructional model will be determined based upon the student instructional objectives
the teacher seeks to develop” (p. 75). That is, in order to select an appropriate
instructional model, the teachers need to consider what skills they aim to help students

develop.
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To conclude from these views, an instructional model is like an outline
showing the procedures of instructional activities and strategies designed to lead

students to obtain an intended outcome.

2.6.2 Types of instructional models

The study of learning and teaching seems to have no ending. Hence, research
on the models of teaching is in a continual change either through refining the exiting
one or creating the new ones. This brings about various teaching models, each of
which serves different learning goals.

Joyce and Weil (1996) divide téaching models into four distinct families: the
social family, the infermation-processing family, the personal family, and the
behavioral systems family. Contained iﬂ each of these families are teaching models
which share the similar conceptiof teachiﬁg and learning and instructional goals.

2.6.2.1 The social family i’-

The emphasis of the social-_';i:érﬁily or the social models is on human
social nature: how they acquire-social beﬁéﬁp}r‘ and how academic learning can be
promoted through social intefécti;)n. Mos&hi%féntors of these models believe that
“cooperative enterprise inheféﬁ'trlyr'enhancésf “our quality of.life, bringing joy and a
sense of verve and bemhomie-to-us-and-reducing-ahienation and unproductive social
conflict” (p. 63). Tﬁey also believe that cooperative behavior stimulates both social

and intellectual development.

2.6:2.2 The information-processing family

The basic concept ofithe models in=this family is learning to think by
thinking. /[nventors “of these|models! center the study on human ;thought. They
emphasize that the intellect cultivation must be “comfortably woven with the study of

values, the mastery of information, and training in the basic subjects” (p. 141).

2.6.2.3 The personal family
The main purposes that the personal models of teaching share consist
of the development of self-confidence and self-identity and the establishment of

sympathetic reactions to other in order to create greater mental and emotional health
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on students, the increasing of the proportion of education that take students’ needs
and inspirations into consideration, and the development of specific kinds of

qualitative thinking.

2.6.2.4 The behavioral systems family

The basic concept of the teaching models in this family is that
“behavior is lawful and subject to wariablgs in the environment” (p. 321). In other
words, variables in the environment influence people’s behaviors. Their forces
stimulate people’s engagement i or avgidance of-eertain behaviors. These models are
developed based on behavior theory. Therefore, the key concept is central on the
stimulus-response-reinforcement pattern.

It can be seen that each of these -families or models of teaching have different
beliefs in terms of teachingsand learning, “and they capitalize different instructional
objectives. _é ;

Lasley II, Matezynski, and Rowlgy_ (2002) classify instructional models into
four categories according to/thé range of-_';i-:'r:lté-llectual skills students are required to
display in order to experience sucecess in sc1360¥§ Those categories include reasoning
category, reorganizing category, re;nemberiﬁé‘;leitegory, and relating category.

Reasoning category Cofisists of the-rfr-l'-c:_)d:él‘s that foster reasoning skills. What
these models provide=students—are—opportunities—to—iedini concepts from various
disciplines and the skills related to critical thinking and problem solving. The models
categorized in this cat€gory include Concept Attainment and Inquiry model.

Reorganizing category. includes ;the.models, which treorganizing skills. These
models enable students to perform.the reexamination of what they have acquired or
have understood, and to apply thos¢ to new situations. Contained gnrthis category is
Concept Formation'and Synectics model.

Remembering category contains the instructional models which foster
remembering skills. These models apply practice, drill, and memorization as the
means to help students acquire information and develop skills. Mnemonics and Direct
Instruction are the models in this category.

Relating category includes those teaching models which foster relating skills.
The models in this category which consist of Cooperative Learning and Oral

Discussion emphasize enhancing interpersonal communication and group process
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approaches in order to help students understand themselves and others. The
development of a positive self-concept, communication skills enhancement, team-
oriented skills development, and knowledge acquisition are the main concern of the
models in this category.

Though addressed with different terms, it can be seen that the models
classified into various families as proposed by Joyce and Weil or divided into
categories as Lasley II, Matczynski, and Rowley have proposed are generally similar.
For example, reasoning category is considered similar to the information processing
family. They both emphasize thinkigg skill..development. Relating category is
considered similar to the seeial family in that they both focus on social relation in the
process of academic leaining,

The review of literature/in this ;'r,ection will focus on teaching phases of the
three models in two categories, reasﬁmingc’étegory and relating category, proposed by
Lasley II, Matczynski, and Rowley.iThi’sj is because those instructional models are
designed to develop thinking skills and‘;c_)ral interactions. They can be applied to
formulate a framework in develiop_ing anEPghSh instructional model in this study.

Those three models are Concept Attainment, Inguiry, and Oral Discussion.
¢ - oo Ad

bl

Table 2.5: Teaching phases _O’f'C-'oncept Atféiifllhient, Inquiry, and Oral Discussion

(Lasley II, Matczynski,—and—Rey}ey,—ZQ%)--- :

Teaching models Objectives . Teaching phases
Concept Attainment To foster reasoning skills 1. identifying the concept
(pp- 117-121) 2. 1dentifying the exemplar
3. setting the hypotheses
4 reviewing the lesson
5..applying the knowledge of the concept

(pp. 148-154) . stimulating questioning and data gathering
. testing and generating hypotheses
. closing and formulating the hypotheses

. analyzing data

[ LY, B S VS N )

. extending thinking

Inquiry (guided) To foster reasoning skills 1. presenting an inconsistent event and problem
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Inquiry (unguided) To foster reasoning skills | 1. presenting data

(pp- 154-158) 2. observing and asking questions

3. creating generalization

4. following up: defending a generalization and

predicting alternatives

Oral Discussion To foster relating skills 1. identifying the focus for discussion
(pp- 345-350) 2. posing the question for discussion
3. fostering participation

4. summarizing the students’ positions

These models show the steps of procedures of teaching with the aim to foster
students’ thinking skills, oral interaction, as well as social interaction. The general
steps of the teaching models which intenfl to foster thinking skills can be concluded as
follows: / 3 &

1. presenting the data or identifyin;gi problems

2. asking questions and gathering data

3. setting and testing the hypothesi;'.;__- "

S

4. analyzing the data TN

5. creating generalization: _l“

6. applying knowledge or extendingipl_linking

In terms of the‘models of teaching which aim tofoster relating skills, the main
steps involve deteﬁnining the topic for discussion, stimulating discussion and
participation, and giving feedback on students’ idea presentation. It should be noted
that the oral discussion model aim to develop students’ speaking expression as well as
critical thinking skill.

From the review of documents concerning concepts of instructional models,
and typeg of instouctional models;yiti canjbe coneludedithatian instroctional model is a
pattern. of instructional procedures” designed according to*an 'intended outcome or
learning objective the students are expected to attain. Different learning objectives
need different kinds of model. Therefore, learning objectives need to be precisely
specified in designing a model. Moreover, an instructional model has to exhibit the
role of students and the teacher in the learning activities, activities which students can
participate to practice and acquire the skills, and the procedures of practicing. Simply

put, an instructional model is a plan designed to demonstrate how to teach in order to



83

lead students to the set objective. It is noted that the design of the model needs to
rely on learning theories or research concerning thinking, learning, and behavior.

In conclusion, while students need to develop their English speaking in order
to effectively survive in the present world where English has been employed as a tool
for international contact, they are also required to acquire critical thinking which is
considered a key indicator of their academic and professional success. Drama and
questioning techniques are believed by scholars as well as educators to play promising
roles to help enhance the two skills. In addition, the benefits of the two techniques are
supported by two influential-learning thf:ories, social constructivism and cognitivism,
as well as a language leamning theory of communieative competence. However, from
the review of related researchy‘itwas found that there were very few, if any, existing
bodies of knowledge concerning the exé'mination of the effects of the two techniques
on speaking and critical thinking.” Thise opened the gap for the present study to
investigate and gain'moze iusSights into T.fhe,_. effectiveness of the two techniques to

/
enhance speaking and eritical thinking, the'two crucial skills in an educational field.

' I
o ol i

2.7 Summary =7/,

This section has reviewéd related litf;}"_ature which covers six topics consisting
of drama, questioning, theér&ibal concel-jis-' i;ﬁcierpinning drama and questioning
techniques, speaking; crifical thinking; and instructional 'mQ:dels. Drama as a kind of
literature is considére'd a valuable resource for language learning. As events and
actions occur in dramﬁ are regarded as the reflection of the real world, drama can be
effectively used as a resourceifor critical) thinking skill-development as well. In terms
of drama techniques which"are drawn'from drama“pedagogy, they can be applied to
arrange activities which offer chances for studentsito practice the skills.

Questioning 1s/an instructional.tool most teachers use for different learning
purposes. Different purposes require different levels of questions. Questions are
classified according to the cognitive complexity. The system of question classification
widely used in education is proposed by Bloom (1956). This system divides questions
into six levels: knowledge, comprehension, application, analysis, synthesis, and

evaluation. The success of these techniques depends on both the appropriate design of

questions and the ability to apply questioning strategies and tactics.
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The theories underpinning drama and questioning techniques consist of
social constructivism, cognitive constructivism, and communicative competence. The
implications of these theories support the application of drama and questioning
techniques to enhance speaking and critical thinking.

Speaking skill involves grammatical competence, discourse competence,
sociolinguistic competence, and strategic competence. It can be perceived through
speaking elements which consist of grammar, vocabulary, pronunciation, fluency and
comprehensibility. The teaching of speaking emphasizes the arrangement of activities
for students to practice the skill.in a meaningful-eontext to prepare them for real life
communication.

Critical thinkinganvolves the ability to apply knowledge to interpret, analyze,
evaluate, and give reasons./Critical thinkjng in different fields is conceptualized
differently. This study isselated to critical thinking in literature, specifically in drama.
In terms of teaching; the/emphasis is al-s_b put on the arrangement of activities for
students to practice thinking because c;i_tical thinking is a skill which must be
developed through practigings =~ : .

Instructional model is regarded as-g__-t?eiching outline designed according to
learning outcomes the students afe expectéﬂfi[;) attain. There are various different
instructional models, each of “Wwhich beloﬁ!é-s_'*-t(_)‘different families and categories.
Moreover, each nmiodel-1s-designed-to-serve-different-ledrning ends. With different
learning objectives, instructional model has different destgns.

In this study, an English instructional model is"developed with the aim to
enhance students’, speaking achievement and.critical thinking.skill. To develop the
model, the researcher. ha§ reviewed theories ‘of.learning and language, related
literature, and related research. From the review of related literatuzey it is found that
the value /of drama“and questioning techniques on language land critical thinking
enhancement are promised by scholars. However, related research reviewed indicates
that the two techniques were generally applied separately to enhance different skills.
For example, drama techniques were widely applied to enhance speaking, while
questioning techniques were mainly employed to foster the reading skill. It is also
worth noting that research on the effects of drama and questioning techniques on
development of critical thinking was not found. This leaves a gap for this study in that

the two techniques have not been utilized to enhance critical thinking skill, which is a
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crucial skill for all fields of education, including language classes. To fill the gap,
the two techniques have been integrated and applied to enhance two vital skills,

speaking and critical thinking in this study.

2.8. Conceptual Framework of the Study

In order to present a clear coherent picture of the study, the conceptual

framework was designed as follow:

Pedagogical techniques

Theoretical key.concepts
Social Constructivism'(Vygotsky) |:>

Social interaction

Questioning techniques

Drama techniques

- collaborative leagning

L1

. An English instructional model to
enhance students’ speaking
| achievement and critical thinking

- scaffolding

Cognitive constructivism (Piaget) '

Social interaction skl
- processes of adaptation: y Sl = L L
assimilation and accommodation Verifiealion of the English

instructional model by experts
LL

Communicative Competence (Hymes) Pilot of the English instructional
model

- active experience

- linguistic rules

- social rules Q

Evaluation of the effectiveness of the <:| Implementation of the English
English instructional model instructional model

Figure 2.4: Conceptual Framework of the study

Shown in the figure are the steps of how the study was carried out. As drama

and questioning techniques were applied to enhance students’ speaking achievement
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and critical thinking skill in this study, learning and language theories were

reviewed, analyzed and synthesized to draw out the key concepts which underpinned
the application of the two selected pedagogical techniques. Then, different features of
drama and questioning techniques which were supported by those theoretical concepts
were integrated into an English instructional model. The model was verified by a

panel of experts and piloted and subsequently, the actual implementation was

AULINENINYINS
AN TUNNINGA Y



CHAPTER 3

RESEARCH METHODOLOGY

This research was quasi-experimental research conducted with the aim to
develop an English instructional model to enhance students’ speaking achievement
and critical thinking skill, to evaluate the effectiveness of the model to enhance
students’ speaking achievement and critical/thinking skill, and to investigate students’
attitudes towards the developed English, instrtiCional model. In this chapter, research
design, population, reseatchssubjeets, data collection.procedures, and data analysis are

detailed.

3.1 Research Design

As the main reseapch gbjective wag to evaluate the difference the treatment, an
English instructional model; made on one :!g_roup of subjects before and after exposure
to it, the design of the research was one—gf(;ﬁlif) pretest-posttest design. According to
Issac and Michael (1981: 64),, the procedﬁ-l_'rés_ Jgf this design can be represented as

follows: =
Table 3.1: /One=group-pretest-posttest research design

Pretest treatment Posttest

T X Ty

From this table, T: represents the pretest, X stands for thegtreatment, and T
represents;the posttest. The proceduresiof this research design are the administering of
the pretest, exposing subjects to the treatment, and administering the posttest,
respectively. Finally, T: or the pretest, is compared with T: or the posttest, to
determine an effect caused by the exposure to the treatment.

In this study, the T1 was the speaking and critical thinking achievement tests,
the X represented an English instructional model using the integration of drama and
questioning techniques, and the T2 represented the speaking and critical thinking

achievement posttests. To explain further, before the selected subjects were exposed
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to the treatment, which is the English instructional model in the present study, the
speaking and critical thinking achievement pretests were administered. Then, they
were exposed to the English instructional model using the integration of drama and
questioning techniques for a six-week semester. After that, the speaking and critical
thinking achievement posttests were administered. Finally, the gained score the
subjects obtained from the pretests and posttests were compared to measure the
effects believed to be caused by the treatment, The results obtained were employed to
determine the effectiveness of the implementedstreatment. Here, it should be noted
that the determination of theeffectiveness of the-English instructional model were not
carried out by exploiting enly those of quantitative-measures. Instead, qualitative data
were also applied. Qualitativesdata were collected by means of students’ journals and
the teacher’s journals_Students’ journals were utilized to elicit their thoughts and
teacher’s journals were designed to fecord Students? thinking skill as reflected through
their performance in"the class. Students’fattitudes towards the English instructional
model were also investigated by employirillg_ students’ journals, teacher’s journals, and
specifically-designed attitude quéstionna-{;if;és?— Details concerning each of these

instruments will be discussed later in detail, =
- L ;!J-JJ

Population B
The population-of-this-study-included-second=;=third-, and fourth-year non-
English majored undergraduate students who were enrolled in an elective course,
English through Drama, at Prince of Songkla University, Surat Thani Campus in the

third semester.of the academic,year 2008,

Subjects

The subjeCt selected was an intact group consistedof 18 students, 13 females
and five males. Of these, there were two second-year, 15 third-year, and one fourth-
year students. However, one of them dropped out later on, while the other two
students missed more than half of the entire time of the course. Then, the data
obtained from them were excluded from a group of the participant. Finally, there were
only 15 participants, consisting of 12 female and three male. All of them had passed
two Foundation English courses required by the university. In the third semester of

the academic year 2008, apart from the English through Drama Course, they did not
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attend any other English courses. For this reason, extraneous variables in terms of

exposure to other English input were deemed controllable. In addition, other courses
they attended in this semester were Mathematics and Social Organization whose
nature of the subject was different from the way they were taught in English through
Drama course, and the Thai language was used as the medium of instruction. For this
reason, the control of students’ exposure to other identical contexts of critical thinking

enhancement could be claimed.

3.2 Research Procedures

The research procedures.of this study were.divided into three phases: The
development of the English instructional model using the integration of drama and
questioning techniquesythe implementation of the English instructional model using
the integration of drama and questioninlg techniques, and the evaluation of the
effectiveness of the English instructionafmgdel using the integration of drama and
questioning techniques: Each phase contaiilc_&:d different stages as follows:
Phase I: Development of the English insti‘;iléi:ional model using the integration of

drama and questioning technigues 71,
Stage 1: Reviewing related issues =

Stage 2: Analyzing-and synthesizing the leai‘éﬁiié andlanguage theories

Stage 3: Developing-principies-of-the-Enghsh-instruetional-model

Stage 4: Determining-teaching steps based on the principles obtained

Phase II: Implementation of the English instructional model using the
integration of. drama.and-questioning techniques

Stage 1: Validating'the.English instructionallmodel/by a panel of'experts

Stage 2: Planning for the implementation of the English instructional model

Stagen3: Conducting the main study and collecting data

Phase "III: Evaluation of the effectiveness of the English instructional model
using the integration of drama and questioning techniques

Stage 1: Analyzing quantitative measures

Stage 2: Analyzing qualitative data

The following figure is a summary of the three phases of the research

procedures of this study.
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Phase I: Development of the English instructional model

Stage 1: Reviewing related Stage 2: Analyzing and

. synthesizing the learning
issues .
and language theories
1. Instructional model

2. Drama and questioning Stage 3: Developing principles
techniques of an English instructional

3. Social constructivism model
4. Cognitivism

5. Communicative competence

Stage 4: Determining teaching

steps

= =

Phase II: Implementationof the English instructional medel

Stage 1: Validating the Stage2: Planning for the

English instructional implementation of the English
model by a panel of instructional model
experts : -

I Developing the instruments
1.1 Instructional instrument
1114 Lesson plans
1.2 Research instruments
1.2.1'Speaking achievement
Pocr, =g
1.2.2 Critical thinking test
1. 2.3 Attitude qge@tliﬁ)nnaire
1:2.4-Students’ journals
1-2:5-Feacher’s journals
2:Validating and piloting the

Stage3: Conducting the main
study and collecting data

1. Administering the pretests
- speaking achievement
test
- critical thinking test
2. Implementing the
treatment
- the instructional delivery
based on the developed
English instructional
model
- teacher’s journals

instruments - students’ journals
W — “3. Administering the posttest
- speaking achievement
test
- critical thinking posttest
4. Distributing the
attitude questionnaires
55 QAL
Phase I1I: Evaluation of the'effectiveness of the English instructional model
Stage 1: Analyzing students’ achievement Stage 2: Analyzing students’ attitudes towards
from quantitative and qualitative measures the English instructional model
1. Attitude questionnaires
1. Speaking achievement tests - Descriptive|statistics (percentage, means, cv,
- Paired samples t-test and SD)
- Hedges’g effect sizes - Content analysis
2. Critical thinking tests 2. Students’ journals (part I)
- Paired samples t-test - Content analysis
- Hedges’g effect sizes 3. Teacher’s journals (part I)
3. Teacher’s journals (part II) - Content analysis

- Content analysis
4. Students’ journals (part II)
- Content analysis
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Figure 3.1: A summary of research procedures
As mentioned above, the research procedures in this study were taken to
accomplish the set research objectives. Each phase of the research procedures was
designed to meet certain objectives. The first phase was carried out to meet the first
objective, while the second and the third phases were applied to obtain the remaining
three objectives. Details of the procedures in each phase will be presented phase by

phase as shown in the figure above.

3.2.1 Phase I: Developiiient of, the English instructional model using the

integration of drama and guestioning technigues

In order to deyelop the English instructional model using the integration of
drama and questioningstechnigues to ]enhance speaking achievement and critical
thinking skill, the reseaicher followed four main stages. The results obtained from
these four stages were applied 0 answerf.;he_. first research question: How can drama
and questioning technigues be integrated ii;_the developed model to enhance students’
speaking achievement and crifical thinking_';sil;dfl-?

Stage 1: Reviewing refated 1stlies“

The researcher réviewed %ci_gf.cuments concerning concepts of
instructional models, related —Iitérétture anc-i’f-r-:él"él_téd research concerning drama and
questioning techniques;-and-learnmg-and-language-theorics underpinning drama and
questioning techniqlies in order to formulate ideas conceming a model development.

Stage 2: Analyzing and synthesizing the learning and language theories

The learning ‘and,language th€ories swere, analyzed and synthesized to
draw out the ' key' concepts, which! underpinned.'the wutilization of drama and
questioning techniques to enhance speaking and critical thinking.

Stage'3: Developing principles of the English instructional model

Based on the key concepts obtained from the analysis and synthesis of
the theories and the study of drama and questioning techniques, principles of the
English instructional model were formulated.

Stage 4: Determining teaching steps

After examining the principles of the English instructional model, four

teaching steps were determined accordingly.
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3.2.2 Phase II: Implementation of the English instructional model using

the integration of drama and questioning techniques

After the English instructional model had been developed, the model
implementation was carried out according to the three major stages.

Stage 1: Validating the English instructional model by a panel of

experts

In order to ensure the quality of the English instructional model, the
researcher invited three university English'teachers as experts to verify the model.
Two of them held doctoral degree in EIL ficld-and one in reading education. Their
teaching experience in _the-field of EFL} exceeded five years. The experts were asked
to rate their evaluation im'a povided Research Instrument Evaluation form. The form
was divided into two parts. In the first i'aart, the experts were asked to indicate what
they thought about thedmodel by ratiﬁé" appropriate. (+1), not sure (0), or not
appropriate (-1) for each of the items pro_gfidc_:d. There were five items altogether. As
for the second part, which was open—enii_ed, the experts were asked to give their
additional comments andSuggestions for t}-_ié':irﬁprovement of the model.

The experts’ respoﬁSe@ m tﬁé—:_first part of the evaluation form were
calculated using IOC (Item- Objectlve Congﬁ;rence Index) to determine the validity of
the model. Tirakanon (2003) Suggests that acceptable value of IOC for each item
should not be lower than-0:5;-otherwise-the-item-needs-to-be tevised.

Validation results yielded the IOC value of 0.86 and two out of three
experts agreed on each item. Based on this, the model was considered acceptable.
Hence, the model.was.applicd.without.any modification.

Stage 2:/Plainning for the'iniplementation of thé'English instructional

model

This stage concerned the preparation of thé implementation of the

developed model. The preparation was executed in two major steps.

1. Developing the instruments
The instruments employed in this study consisted of the instructional
instrument and research instruments.
1.1 Instruction instruments

1.1.1 Lesson plans
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Lesson plans were designed based on the developed model,
which covered all four steps of instruction. Drama and questioning techniques were
integrated in the lesson plans to promote students’ speaking achievement and critical
thinking skill. The lesson plans were divided into two main parts. The first five lesson
plans focused on two pieces of drama material, “The Now” and “The Devil and Tom
Walker.” The selection of these texts was carried out by considering the length of the
script which was manageable in an available classroom period, the language which
was accessible by second or foreign langtiage learners, and the suitable acting skills
for amateur actors required by the plays (Ryan-Seheutz and Colangelo, 2004; Smith,
1984). For the last five lesson plans, students were.asked to write their own drama
scripts. In these ten lesson plans; the teacher posed questions for students to discuss
about situations, actions, and character]s’ behaviors perceived from each piece of
drama in order to assist stiidents to gain iﬂsi"ghts into ideas being conveyed. Moreover,
activities were arranged for students to beT fully and actively engaged in. For example,
students were asked toplaysthe role of the fc_haracters and acted out the role.

1.2 Research i-nst-rument-_'; ! .
Research instruments i‘n(fluﬁled the pre-test and post-test of

speaking achievement and critical thinking skiﬁ,_‘.teacher’s journals, students’ journals,

..'—l

and attitude questionnaires.
.~ —1.2:1 Speaking achievement test
~The development of the speaking achievement test was carried

out in the following st€ps:

I, Determining the. objectives of the test based on the
objectives ofithe instructiodal model

2. Studying the construct of speaking gtests and scoring
criteria from documents and research concerning speaking test development

3. Designing two parts of speaking tests as follows:

(1) Questions on a single picture: The test was carried
out by an examiner and a student. Before the test began, six pictures selected by the
teacher were given to a student. As regards the selection criterion, the pictures were
selected primarily based on the story they portrayed and how they were relevant to the
themes of the play which was relationships and conflicts in a family and morality. The

student was asked to choose one picture from those six pictures and then he/she had
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three minutes to study the picture. Then, the examiner asked the student questions
which he/she was required to demonstrate their ability to describe situations or events,
express feelings and opinions, and give reasons to support their views. This test took
approximately 13 minutes including the time for preparation.

This test task was selected due to two main reasons.
First, by using a picture, factors such as aural comprehension or reading proficiency
which affected the test-takers’ actual speaking ability could be prevented. Second, the
picture welcomed responses with diverse ddeasy opinions, and feelings. Hence, the
students were likely to feel more comf{qrtable torexpress their thoughts and feelings
which subsequently reflected their speaking ability as.the task required.

(2) Guided role play: The situation and a cued card were
given to the student. The student had thi'-ee minutes to study the situation and a cued
card and prepared his/her role. Then, the student participated in the conversation with
the examiner accordifig tofthe'sifuation aI’{d the role given. The examiner took a fixed
role, while the student responded as perpted. This test took approximately eight
minutes including the time for prépfélration.: ; .

In order-to en:s{ifé; ;Pe reliability of the test in eliciting
students’ speaking ability, twcr);test tasks Wéi#_gaesigned. As Hughes (2003) states, a
test taker may be good at méﬁﬁgiﬁ’g one ta-silf{'-'_bﬁf bad at others. The guided role play
task was selected fo-meet-the-need-of-some-students-who were more comfortable in
demonstrating their ébility when explicit guidelines were gi;en.
4. Setting scoring criteria: The Scoring criteria for both
sets of the tests swere, analytic .scoring .adopted ,from JLinder’s..(1977). The scoring
criteria were 'based'..on {four! aspects: Hluency,...comprehefsibility, amount of
communication, and quality of cemmunication A total score @fssix points was
allocated for eachaspect of the criteria. These criteria met the test'objectives in that
they were developed for scoring communication ability according to the concept of
communicative competence theory.
1.2.2 Ceritical thinking test
In developing critical thinking test, the following steps were
taken:
1. Setting the objectives of the test based on the objectives

of the instructional model
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2. Studying the construct of critical thinking skill tests

and scoring criteria from documents and research concerning critical thinking test
development
3. Designing the critical thinking test using Bloom’s
taxonomy (1956) as a blueprint. The test was in a form of controlled essay writing to
allow students to take time to think and express their thoughts. An essay is considered
useful in assessing students’ thoughts. Hannah and Michaelis (1977) state that “Essay
items are useful in assessing higher-level objectives that involve such processes as
analyzing, synthesizing, predicting, and evaltaing™ (p. 60). This is consistent with
most, if not all, of the objectives of the critical thinking test used in this research
which was mainly designed to measure students’ ability to interpret, apply, analyze,
synthesize, and evaluate: The test was ai'so employed to measure the students’ ability
to justify their thoughts and proyide reasons and evidence, as the critical thinking skill
was defined. In order to complete the tgst,,_.students were allowed to give answers
using L1 in order to make sure that thei;-_critical thinking skill was not affected by
their lack of language proficiency. : .
4. Semng the sconng criteria: The scoring criteria for the
test of critical thinking were developed and zrdapted from Facione and Facione (1994),
which is a holistic scoring descriptor, consmtmg of four bands. Each band considered
critical thinking skill-in-terms-of-the-abihity-to-interpret;-apply, analyze, synthesize,
evaluate, including the ability of justification and reasoning.r
1.2.3 Attitude questionnaires
Attitude, .questionnait€s,, were, used-to~investigate learners’
attitudes towards the developed model! Thelattitude.questionnaites were arranged in a
five-point Likert scale. The five alternatives comprised (1) strongly disagree, (2)
disagree, (3) undecided, (4) agree, and (5) strongly agree. Fhey were divided into two
parts. ‘The first part was used to elicit data regarding students’ demographic
characteristics. The other part included 26 questions. The first 13 questions were used
to investigate students’ attitudes towards instructional activities provided in the
lessons, while the remaining 13 questions were used to confirm the reliability of their
responses. That is, those who rated agree in the first 13 questions should consistently
rated disagree in the remaining 13 questions. A space for additional comments about

the lessons was also provided. The questions was formed by using L1 to ensure that
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students clearly understood the questions given and did not have language barriers
when trying to respond to the questions.
1.2.4 Students’ journals
Students’ journals were divided into two parts. In the first part,
students was asked to write a journal for ten minutes at the end of each class by using
L1 to indicate what they thought about each teaching step they were involved in. In
the second part, students were asked to reflect on what they had learned in each
lesson. This was assigned as homework for students to take their time to think.
Guidelines for both parts of the jourr}al, set.based on the aim of the instrument
development, were provided-(telling them what kind.of topics they needed to include
in their journals).
1275 Teacher's jOI-'irnals
Teacher’s joumals;vfl'ere divided into two parts. The first part
was used to record students’ participatio?l in each lesson to examine their attitudes
towards the teaching model. The secondi"_part was used to record the result of the
observation of students’ /thinking skill as-; }':eﬂ-ected through their performance in a
class. The scope of the journal was set acéér_?&__igg to the objectives of the instrument
development. i Tl
2. Validating and pﬂoting e mmstraments
In validating-each—of-the-mstruments;=eXperts were provided with
evaluation forms to rate their thoughts about the instruments as appropriate (+1), not
sure (0), or not appropriate, based on points for consideration provided. Each
evaluation form for,each instrument alse, provided a space . where the experts can add
their comments and/.suggestions...Each instrtument was modified and/or revised
according to the experts’ commentsi@nd suggestions before employing in the pilot and
the main study.
2.1 Lesson plans
After ten lesson plans were developed based on the model, all of
them obtained a validation to mainly ensure their appropriateness in terms of
objectives, materials and tasks used, pedagogical procedures, language used, and the
consistency of procedures in the lesson plan with the model by the same panel of

experts who validated the model.
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The results of the validation revealed the grand mean of 10C
value at 0.88 as shown in appendix N and two out of three experts agreed on each
item. Therefore, it could be claimed that the experts promised the lesson plans’
quality. However, some wordings and objectives in the lesson plans were revised
based on experts’ suggestions in order to make them more practical. The experts also
suggested the utilization of authentic materials or real world objects in the lessons.

The instruments were trevised and modified according to the
experts’ suggestions before piloting in ordewtosexamine the problems which might
occur in the main study and {0 reducg untoreseen flaws of the lesson plans. The
participants in the pilot study Wwere ten non-English.majored undergraduate students
who had passed two Eaglish.foundation courses required by the university and they
were not the participants‘in the main study.

As the pilot participaﬂt’s' needed to be similar to the main study
participants in order to enable’ the rese_.zjlrcher to predict the similar problems or
situations they might encounter in the mai’il_l study, the same criteria were applied for
the selection of both groups of pairti-cipants; :1:‘1’15'[ 1s, the participants of the both groups
must be non-English majored undér"gradua‘t.é_'s?cggents who had passed two Foundation
English courses required by the uniiversity. Tl

2.1 A:—r'époﬁ of feioNis HORiEa pilot study

| =~The-pilot-study-was-conducted-oiicc a week for the whole
second semester, the-academic year 2008. The participants consisted of ten students.
Three students were €nrolled for credit and four for audit. The other three students
were not entelled in.the .course. They.said that they-only, wanted to practice and
improve their English..They did not want to be Wworried about'the grade they would
have obtained. Although they were mot enrolled in=the course, theygattended the class
regularly and they'missed only a few classes. Among these ten students, five of them
were second-year students, and the other five students were fourth-year students.

In terms of their level of English speaking proficiency, only
three students were able to participate in English with comprehensible and acceptable
expressions. Four of them could generally express words in segments, and most of
their expressions were ungrammatical. They had listening and reading problems due
to the lack of knowledge of vocabulary. The teacher needed to repeat and simplify

expressions to help the students understand them. However, most of them attended the
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class with strong intention to develop their English speaking skill. Because of this,
they enthusiastically and actively involved in classroom activities. The other two
students were even poorer. They hardly understood what the teacher said and were
hardly able to respond in English. They needed a tremendous amount of help from the
teacher and their peers. One of the students in this group missed four classes though
he was enrolled for credit. His English was quite poor, too, but he was confident to
speak or answer the teacher’s questions in the,class. The teacher asked him to see her
after class to discuss his problems and reminded him of the necessity to attend the
class. He never missed the'class. after thgt.

The.desson-plans designed according to the developed English
instructional model wese'divided into two parts. In the first part which consisted of
five lesson plans, the students were allov-é'ed to work on play scripts selected for them.
For the second part, students were allowed (o write a play script on their own. The
pilot study of the lesson planswas conduc_fed,_.to answer the following questions:

1. Are ithe play scriixts selected and the materials designed
appropiiate for studf-;'ﬁ't;s “levels of English proficiency?
2. Are the pumbers of :ajgr_‘;ﬁylifies set in each step appropriate with
the time? : Tl _
3., Have téﬁéhihg proced{ifééi and teaching activities appropriately
| ~-been-designed—to-encourage-and-cnhance students’ speaking
“—and critical thinking skill? 7

4."What are students’ responses to each of the teaching steps?

The fanswers.obtained from Ithe pilot study were beneficial to
the improvement of the lesson plans which weresemployed in the main study. The
pilotistudy, of theé“lesson plans also enabled the researcher to be ‘better prepared to
handle“the problems or obstacles which might occur during the experiment and to
improve the quality of the instrument.

From the pilot study, it was found that the play scripts selected
were quite difficult compared to the level of most students’ language proficiency,
especially reading proficiency. The students required more time to internalize the
plays and also needed more help from the teacher when trying to make sense of the

plays. Without the teacher’s help, students did not understand the play and could not
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discuss the play according to the questions posed. Therefore, more time should be
provided for students to study each scene of the given plays, and more help from the
teacher must be provided. In addition, ten weeks or 30 hours for ten lesson plans were
not sufficient because some lessons could not be completed within three hours. Two
or three more weeks were needed.

In terms of the material designed for the course, many parts did
not effectively stimulate interactions. The students tended to work on the assigned
tasks independently. This can put the students whose English is poor under pressure.
In addition, some parts of the material confused the students. The instruction and
examples given were unclear: Therefore, the tasks-were revised to make them more
interactive and clearer.

Lafterms of jthe apiaropriateness of the number of activities and
time, it was found that there were too fnéhy activities in some teaching steps. The
students seemed to be rushed to finish eaé_il activity. Hence, the students did not have
enough time to practice and acquire-the lailguage skill intended through each activity.
Moreover, being asked /to do too man)}i i’écﬁvities within limited time made the
students confused. Therefore, some activitié?sfy&icfre deleted, and others were adjusted
in order to provide the students with more tmleto practice and consequently acquire
the target skills. In.addition, the proposed-f;(-)'-ﬁ'r*- teaching steps could not be covered
within three hours as planned=As-previousiy-mentioned;-Siudents required more time
to handle each acti(zity provided in each step, especialty the first and second steps
which required more time than the other two steps. The Teason was that the students
had reading .problems,, $0, the, teacher, needed, to ,take Jong. time to help them
understand each partlof the scripts and' the characters they were assigned to play.
Furthermore, each activity required students to practice both speaking and critical
thinking skills. This ‘made the|questions posed for the discussion Complicated for the
students. They needed time to think and to prepare themselves before responding.
This was another crucial reason which suggested that the number of activities should
be decreased and more time should be provided for each activity and each teaching
step.

With regard to teaching procedures and teaching activities, it
was found from the pilot study that the introduction of the play to the students and the

discussion of the play must be carried out carefully and step by step. As previously
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mentioned, most of the students had low English proficiency. Accordingly, there
should be introductory activities which can help the students prepare themselves both
in terms of language and acting skills. In addition, the pilot study results suggested
that the move from one activity to another was quite abrupt. This, many times,
confused the students. As the students were not familiar with the teaching techniques
being applied, especially drama techniques, they seemed to need more time to get
used to the techniques. From the' observation, the students looked confused and
uncomfortable during the first few weeks. They.were reluctant and unconfident when
they were assigned to do"given activigies. Theyralways turned around to ask their
friends who also looked cenfused. However, after this was observed, the delivering of
the instruction was slowed dewn: After that, students reflected in their journals that
they felt more comfortable and learned-'- better after the class continued at a slower
pace and they had moreime to completé the assigned activities. For this reason, the
procedures and activities in the first threg lesson plans were adjusted and rearranged
in order to familiarize/the students with it"h_e new techniques such as adopting video
clips of movie or soap opera for them to W%it-:&;:'h::discuss, and imitate the acting.

From the wé{y the sfdﬂ“énts acted out the assigned roles in the
class, it could be seen that the students alway:srforgot how they communicated in their
real life. They hardly used body language when commumcatmg They tended to focus
only on what they had-to-say-rather-than-how-they-wouid 5ay it in their real life. This
might be caused b}; two factors, the students’ poor acting ability or their lack of
understanding of the plays and the characters. Therefore, an application of video clips
can exemplifysreal, life communication and.the .use.of .movements, tones, facial
expression, or gestures.whén communicating. The ability!to use'body languages when
playing a character’s role is crucialibecause the bedy languages they use can reflect
their tunderstanding ‘of the plays. Without their facial expressions, movements, or
gestures when playing characters’ roles, it is hard to evaluate if the students
understand what they are saying or not.

The last question the pilot study aimed to find out was the
students’ responses to each of the teaching steps. The developed teaching model
contained four teaching steps consisting of working on a play script, drama rehearsal,
drama production, and drama evaluation. The students responded to each of these

teaching steps differently.
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The first step, working on a drama script, whose emphasis
was on the discussion of the background of the selected play in order to create
students’ understanding of the play, did not usually gain active involvement from the
students. One main reason was the students’ reading problem. They did not
understand the play so that it was difficult for them to discuss the play according to
the questions posed. In addition, the questions posed seemed to be too many. As a
result, the focus of the play was lost. 'The, questions applied should focus on a
particular topic in each lesson. Too many/questions tended to confuse the students
rather than help them develop their __tlhinking. Another crucial problem was the
students’ language barriciThe students had difficulty in expressing their thought in
English. Hence, the seope .of .the language needed for the discussion and the
expression of thoughts needed to be/set ciearly.

The second ‘step; .r—(fr'ama rehearsal, allowed the students to
practice playing a play charagter’s, role. ﬁ%wing a chance to examine each line of the
play closely and to act out'the play charggter’s role in this step helped the students
understand the play better. The st-udents’-i };ééf)onses to this step were quite active.
They seemed to enjoy partiCipating in thiéi:?sfelz_; However, they complained that the
time provided for them to practicé their roté;—vgzgés too limited. It was not enough for
them to practice. The teacher also needed rﬁ(;fé'fiiﬁe to.monitor the students closely in
order to help them internahze-the-assigned-role="TFherefore, more time was needed for
this step. '

‘What the students liked most was the third step, drama
production. When more, time was given to_the students.to rehearse, their performance
in the third step became béiter. They looked mote lconfident'thén the first few weeks
when the time given was limited. ¥An attempt to-finish the four steps within three
hoursytended to deerease the effectiveness of the lessons. The students looked
unconfident and uncomfortable to perform in the drama production step.

Drama evaluation, the fourth step, was another step whose the
plan needed to be well prepared, and the scope of the language needed for the
discussion must be determined. The students could not express their evaluation
according to the questions given as guidelines. The teacher needed to give them
examples of the language. Still, they needed many times of practice in order to

acquire the language. Although the students’ participation in this step was not very
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active, the teacher needed to stimulate each of them to respond. They later on
reflected in their journals that they liked this step because they had a chance to see
and evaluate their performance so that they knew what they should improve, however.

All problems and weaknesses of the lesson plans found from
the pilot study were used as guidelines in improving and revising the lesson for actual
implementation in the main study.

2.1.2 The proposed changes after the pilot study

After the pilot study, ehanges of some aspects of the lesson
plans were proposed. The changes main‘IJy included time, numbers of activities, and an
application of questions. ‘The'time for implementing the model was increased from 30
hours to 40 hours as the'tesuits from the pilot study revealed that the previous time
was insufficient to completerall lesson f')lans. In addition, the students needed more
time to finish each assigned activity: X

In erms of activitigs of each lesson plan, some activities were
deleted as there were t00 many to comp]ei;;e_: within a limited time. Too many and too
various activities not only confused studef_ii-;s;' but also interfered with the focus of the
students as well as their ability to acquifg_fipg skill each activity emphasized on.
However, some activities were ad&ed to prepa:re the students for a later performance
such as pantomime;.role play, or video clips-:f—'-:_'*! a

| ~~A-number-of-questions-applied-werc dlso decreased in order to
draw students’ focusto a particular topic each lesson reqﬁired. The questions were
also given to studentS approximately five minutes in advance to allow them to take
their time to think before a-discussion session.

2.2/Speaking achievement test

After two parts¢of the speaking achievementgtest and scoring
criteria were developed based on the objectives of the instructional :model and the
English through Drama course, they were sent to three experts for a validation to
ensure their validity. The invited experts were English teachers from three different
universities. The first expert is an assistant professor who obtained her master degree
in English. The second expert who is also an assistant professor held educational
degree of doctor in applied linguistics, while the third expert held a doctoral degree in
EIL. Their English teaching experience in EFL field exceeded 15, ten and five years,

respectively. For the first round of validation, one of the experts considered the test
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inappropriate in terms of the pictures chosen and some questions used in the first
part of the test, questions on a single picture. For the second part, two experts
considered it appropriate, while one of the experts suggested that it should be deleted
because the first part of the test had already covered all objectives. In terms of the
scoring criteria, all experts rated it appropriate for the speaking test.

The first part of the test was revised and sent back to the expert.
The test was approved resulting in high IOC value at 0.90 as shown in Appendix N.
However, the experts suggested an amendment and rearrangement of some questions
in the test. For the second part of the test, it was-kept for piloting and the decision to
delete or to keep any of the«dtems-would be made after the pilot. After the amendment
was carried out according torthe .experts’ suggestions, it was piloted with the ten
students who were enrolled in the Englis-h through Drama course. The pilot of the test
was conducted to examine the quality-of the test and the scoring criteria. The test was
rated by the researcher and: another EITgli,_sh teacher who held master degree in
English. Her experience in EFL field exceiaded five years. She has been teaching both
general English and English for specific purposes for both English majored and non-
English majored undergraduate students. Tﬁé;??—rater was trained before the rating

started. The scores given by the two raters Wéfefthen computed to find the correlation

| o el

coefficient.

Fiom—the-pilot-study-of-the-speaking achievement test and the
scoring criteria, it was found that some questions in the first part of the test were
unclear to the students. That is, it made the students misufiderstand and give irrelevant
answers. In addition, from. the informal, int€rview.with, the students concerning the
test, they commefited.'on the Itest that Some' pictures! provided were not very
stimulating. Some pictures did notthave enough.details and the situations in some
pictures were not'clear for them to describe. Hence, the picture which none of the
students chose was deleted, and two more pictures were added to provide students
with more choices.

For the second part, students were confused with the instruction.
Therefore, additional explanations and examples were given. After the pilot-test, the
researcher decided to keep the second part to balance the students’ preferred styles.
That is, some students preferred to speak freely, without any guidelines. They could

do well on the first part of the test, questions on a single picture. Meanwhile, others
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students preferred guidelines stating what they had to speak. Then, they could do

well in the second part of the test which was a guided role play. It was shown from
the pilot of the test that some students could do well in the first part while the second
part seemed to be too difficult for them and vice versa.

In terms of the scoring criteria, they were clear for both raters. For
this reason, the statistic calculation using Pearson’s correlation coefficient revealed
that inter-rater reliability was 0.87 at the significant level of 0.01. This indicated that
the score obtained from the test given by twe taters had high correlation. Therefore,
the test was considered reliable for the u}ilization n‘the main study.

2.3 Critieal'thinking test

Aftersthe critical thinking test was written, it was primarily piloted
with 40 second- and _fourth-year non-ﬁnglish majored. undergraduate students at
Prince of Songkla University, Surat Thani Campus in the first semester of an
academic year 2008.“From the pilot, it wa_; found that some questions of the test were
not clear so that students misunderstooél._ and gave irrelevant answers. Then, the
researcher revised the questions and senf; Ehe test and scoring criteria which were
developed and adapted from Facione and Facforhe (1994) to the same panel of experts
who validated the speaking test. 7 Tl

Both the testand the scoi‘{ﬁé'f:ifteria were. considered acceptable as
the calculation of the-expertsresponses-to-ati-items=by imeans of IOC yielded the
value at 0.85 as shown in Appendix N and two out of the three experts agreed on all
items. However, the Suggestion for the adjustment of the scoring criteria, to make
some words qmore specific, was given..One of the experts also suggested that the
students should betallowed to use.a dictionary ‘and’'the meanings of some difficult
words should be provided because their understanding of the reading passage would
havethe effects ‘on“their ability to0 express their critical thinking. The researcher
agreed with this view because from the primary pilot, it was found that the students
had difficulty in their reading of drama extract written in English. Then, the scoring
criteria were adjusted according to the suggestions of the experts and lists of
vocabulary were compiled before piloting the test with ten students who were
participating in the pilot study. The students were also allowed to use the bilingual
dictionary while doing the test. After that, another English teacher who had

experience in the field of literature was invited to be a co-rater to ensure the reliability
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of the rating. The co-rater had studied about literature and was knowledgeable
about analyzing elements of drama and able to reliably evaluate analytical expressions

about those elements. For this reason, she was considered qualified to be a co-rater of
critical thinking test.

From the pilot of the test and scoring criteria, it was found that the
test instructions and questions in the test were clear for the students. For scoring
criteria, they were clear for both raters iresulting in high coefficient at 0.88 at
significant level of 0.01, as calculated by+using Pearson’s correlation coefficient
formula. This indicated that the scores given by the two raters were reliable.
Therefore, the test was.qualified for the utilization in'the main study.

3.4 A1t tude questio_nnaires, students’ journals, and teacher’s
journals. I‘

The research insfrumgifs for collecting qualitative data in this
study consisted of attitude questionnaire;} students’ journals, and teacher’s journals.
Before being employed to collect data, these instruments were validated by three
experts who hold doctoral degree in: the fie,ld of EFL, reading education, and ESL.
The three experts approved the appropnate;legsqu the three instruments both in terms
of their content and the langudge used. No suggestlon for the amendment of the
students’ journal and -the questlonnalre was given However, there were some
suggestions for the adjustment of the feacher’s journal: One of the experts suggested
that there should be :an' open-ended section in the second part of the journal so that the
teacher could record the teaching experience freely. Another expert questioned the
relevance of thé last item an, thersecond part-ofithe teacher’sjournal, which was about
students’ ability, to Wwrite a drama seript. She'rated ‘not sure’ about the appropriateness
of this item. Therefore, the last item in the secondspart of the teaChér’s journal was
changed to be an-ppen-ended-item.for the teacher to describe general impressions of
the class.

Posterior to receiving the validation, the instruments were piloted
with ten students who participated in the pilot study. It was found that the instruments
were generally appropriate. The Cronbach’s Alpha coefficient showed that reliability
of the questionnaire was 0.80 at significant level of 0.01. Therefore, no item was

modified or deleted. The problems were found only in the second part of the students’
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journal. This part was used to elicit the students’ expressions of their critical
thinking. However, students’ responses in this part only reflected their attitudes
toward the class rather than actually showing their critical thinking. Moreover, the
students gave their responses to the questions in the form of words or phrases, so the
data obtained could not be used to analyze the progress of their critical thinking skill.
Therefore, this part was revised. Most questions were changed. Instead of asking the
students to express their thoughts concerning what they gained from each lesson, they
were asked to reflect their experience as a/play.character. The form of this part was
also changed to be in a paragraph writin; form..After that, this part of the journal was
tested with the students.again. It was found that the revised version could elicit
students’ thought as ewvidenced by their expression of more thoughts with better
organized. Therefore, the new version ngs used to collect data in the main study.

Stage 3: Gonducging the main study and collecting data

The main study was condtTcte_d with an intact group of 15 students in
the third semester (a summer course) of tlie academic year 2008 at Prince of Songkla
University, Surat Thani €ampus. Althoug_ﬁ:':tlfi-s semester had only seven weeks, the
teaching hours were equivalent to reguiﬁ%_ﬁﬁ{nester. The implementation of the
English instruction model was céu‘ried oﬁ&_ﬁfﬁur times a week from Monday to
Thursday during 10,30 A:M. t01.00 P.M. Tcifglry, there were 40 hours.

Thej first-week-was-devoted-to-admimisteriiig of speaking achievement
and critical thinking: pretests to measure students’ speakingrand critical thinking skill
before providing the treatment. The critical thinking prétest was administered in a
classroom, while the ,speaking .achievement, ,pretest, was -implemented in the
researcher’s office:lAlsmall'talk iwas made before starting the test in order to create a
relaxing atmosphere and ensure familiarity between students and the researcher who
they had never met before. During the test/administration,~students’ responses to the
test were videotaped for rating. In the following six weeks, students received the
treatments.

The implementation of the English instructional model started in the
second week of the third semester, Monday to Thursday, 10.30 A.M. to 1.00 P.M. as
an English through Drama Course. Originally, the timetable for the course set by the
registration office was from 10.00 A.M. to 12.00. However, two hours for each period

was not enough to cover the four teaching steps. In addition, some students who
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would like to be enrolled could not finish their Mathematic class until 10.30 A.M.

and had to start another Mathematic class at 1.00 P.M. In order to solve these
problems, a discussion with the students and the Mathematic teacher was organized
and it was finally agreed that the duration of the English through Drama course was
10.30 A.M to 1.00 P.M. whereas the Mathematic class started at 1.30 P.M., giving
half an hour lunch break for the students.

The course was always executed in the same room where 15 seats were
arranged in a semi-circle shape to make it comfortable, not only for the teacher to
interact with all students but-also for the studentsto interact among themselves. It
would also be easy to reamrange the seats when group. work was required. A rectangle
wooden box was placed insfront of the class as a stage. All required teaching
equipment such as a cemputersand a p'rojector was provided. The first period was
spent on introducing thesstudents ito' the édilrse, creating their familiarity with drama
techniques, and doing ice-breaking activit-_ides,r. That is, the students were informed that
each lesson comprised.of four teaching ste'i;_s, what they were required to do in each of
those steps, and how their perfo-rm-ance woqld be evaluated. Also, the students were
asked to participate in acting activities eithie-?rfirr}gpair or in group in order them to be
familiar with drama activities and ét the sanféti;fle to create a relaxing atmosphere.

The actualifmplémentation offt-ﬁé*-Ehglish instructional model started in
the second period.  As-always;-the-teacher-went-to-the-elass half an hour before the
class started in order-to prepare and set up all teaching-equipments. The instruction
was carried out according to the lesson plans designed according to the English
instructional model; Each.lesson plan.censisted, of four.teaching steps. The first step
called ‘working on‘a dramd’script’™.involved'a discussion'of a sélected drama script as
well as the drama script written by the students themselves. Thediscussion started
fromithe overall picture jof the play! Then, a focus was shifted to’an important scene
such as the scene which clearly reflected characters’ natures and was later was
extracted for a performance. Here, the students were asked to form a group and to act
as an assigned character’s role. The second step, drama rehearsal, was introduced. In
this step, the students were allowed to rehearse their role. Each group moved to
different corners of the room to rehearse their role while the teacher walked around to
monitor their rehearsal. Once, they were ready, the instruction moved to the third step

which was named drama production. Their drama production or a performance was
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held on the provided stage. The students had to prepare props necessary for each
scene themselves. Their performance was videotaped for an evaluation which left to
fourth teaching step, drama evaluation, where they exchanged their opinions
concerning the performance.

With regard to the grouping of students, the students were arbitrarily
allowed to form a group and to stay in the same group throughout the course. This is
because the course was aimed to enhance both speaking and critical thinking. Most
activities required the students to share thetwtheughts. Working with someone they
were familiar with could make them fe_i:l mote.relaxed and more confident to speak,
hence more chances that they'would share their thoughts openly. It is noteworthy that
the students in this studysactually formed mixed ability groups. From the observation,
there were two or thregsStudents in eacﬂ group who were more fluent than the other
members in their group' and played-a .sléilding role when trying to complete the
assigned tasks. Therefore sthe avail_ability;)f scaffolding could be expected.

In terms of the arrangeme;li_ of time, in order to provide the students
with more time to practice their script aﬂd';'réhearse their role, the third and fourth
teaching steps of each lesson plan were opéféfgglJ in different period from the first two
teaching steps. That is, the first '[V;IO steps Uf—fhe lesson plan were carried out in the
prior period and the, later period started Wit-hf the third-and the fourth step of the plan.
Upon the completion-of-the-fourth-step;-the-first-and-the second step of the next
teaching plan were introduced in order to pre-arrange students for the following class.
This same management was applied throughout the coufse. Each lesson plan lasted
approximately.2.30, hours.-However; it should be noted that the time spent on each
lesson was flexible., Some flessons.needed longer time than othérs, depending on the
situations in the class such as the quality of students’ performanceyon each assigned
taskstor their ability to understand the play/script. The' class took aishorter time if the
students performed well on the tasks or understood the script they were working on
well. More time would be spent if the students showed their lack of understanding of
the scripts or had difficulty in handling the tasks.

In the middle and at the end of the course, the students were assigned
to present a full-scale drama production called a mini project and a final project. Here,
they set up scenes, prepared props and costumes and wore make-up. For the mini

project, the students performed the last scene of the play entitled “The Devil and Tom
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Walker.” As for the final project, the students dramatized the play written on their
own by writing a drama script and determining all components of a play such as title,
theme, plot, or characters. Assistance was only provided when the students had
problems concerning vocabularies or sentence structures.

After finishing each lesson plan, the students were asked to write a
journal to reflect what they thought about the lesson in the first part of their journal.
They were also asked to express their thoughts on the second part of the journal as
homework after they finished each piece ofsthe'play. The researcher also recorded
problems, students’ participation in eagh classywand classroom atmosphere in each
class in the teacher’s jousnals: In the last period of.the course, questionnaires were
distributed to investigaterStudents’ atitudes towards the English instructional model
implemented throughout'the ¢ourse. -

The following week after the implementation of the treatment was
completed, critical thinking and speaking_:pq_sttests were administered to measure the
level of improvement of students’ speak{ng achievement and critical thinking skill.
Then, students’ responses to both pretest anq p;é)sttests were rated by two teachers, the

researcher and another English teacher.

S

3.2.3 Phase III: Evaluafion of the effectiveness of the English instructional
model I
The determination of the effectiveness of the develdped English instructional
model in this study was fulfilled by exploiting both quantitative and qualitative data
gathered from.the, students., The.results @btained from the research procedures in this
phase were employed.to answerl.the 'second 'to the fourth' résearch questions. An
analysis of both measures was divided into two stages.
Stage™.1: | Analyzing students’ achievement from\ quantitative and
qualitative measures.
The analysis of the two measures was carried out to answer the second
and the third research questions.
1. Speaking achievement
In order to evaluate the effectiveness of the developed model on the
students’ speaking achievement, the dependent t-test was used to compare the mean

scores of the speaking achievement pre-test and posttests. Moreover, Hedges’g effect
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size was also employed to measure the size of the effect caused by the
experimental treatment. This is because effect size measurements reveal “the relative
magnitude of the experimental treatment” (Thalheimer and Cook, 2002: 2). In other
words, the measurements of the effect size show the size of the effect caused by the
experimental treatment. The application of effect sizes in this study was to obtain the
information to determine the effectiveness of the English instructional model in
enhancing the students’ English speaking, particularly to find out whether the size of
the effect was large enough to use as the indieation of the effectiveness of the English
instructional model. 2

As the piesent study | was one - gioup pretest-posttest designed,
Hedges’g effect size was'utilized: The value of effect size which is represented by g
can be obtained by diyadingsthe differe;'qces between the mean score of the posttest
and the mean score of pretest’by thepoolécf ‘standard deviation. The computation of its
pooled standard deviation‘is only _slightl}’r.j different from Cohen’s d. Hence, Cohen’s
standard can be applied as/suggestion co‘;lgerning the size of the effect. That is, the
effect sizes of .20 are small, 50 are meqlum, and .80 or above are large. This
suggestion can be employed as the benéh}na}rks to compare to the size of the
experimental effects (Thalheirﬂér and Cook?—_zb__(;fZ).

2. Crijical thiflkiRg il I ,

In order to evaluate the effectiveness of the developed model on the
students’ critical thfnking skill, both qualitative measure; critical thinking tests and
quantitative data, teacher’s and students’ journals were collected

2.1.Critical.thinking, tests

The.dependent [t-test was used to.compare the mean score of the
critical thinking pretest and posttests. Then, Hedges g effect sizerwas applied to
meastre the size of\the effect caused by /the experimental treatment for the same
reasons as mentioned above.

2.2 Teacher’s journals

The second part of teacher’s journals which recorded teacher’s
observation of students’ improvement throughout the course was analyzed using

content analysis to examine their improvement in terms of critical thinking skill.
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2.3 Students’ journals
Students’ responses based on the prompts provided in the second
part of their journals were divided into five critical thinking categories of interpret,
analyze, apply, synthesize, and evaluate which were based on the keywords of each
category. The obtained data were, then, analyzed using content analysis to find the
effectiveness of the developed English instructional model for the enhancement of
students’ critical thinking.
Stage 2: Analyzing students /aititudes towards the English instructional
model 2
Apart fromethose aforementioned measures, the effectiveness of the
English instructional medel was also determined by the results of the investigation of
students’ attitudes towards the model: étudies indicated that students’ attitude have
significant influence ongtheir learning attainment:. As'Brown (2000) states, second
language learners whose attitudes, tofwara:s the target language or the culture of the
target language are positive become mori;_ successful in their language learning. In
addition, Naimon (1978, cited in Krashelf,- } 681) reports the result from their study
that students’ attitudes towards language léglfifi}lgi situation were “the best predictor of
success” (p.33). For this reasdﬁ, students’ aﬁirt__litdes towards the English instructional
model were employed to evaluate i et onessiofibe maedel.
The students’ attitudes were myestigated by using attitude
questionnaires, students’ journals, and teacher’s journals.—
1. Attitude questionnaires
The data,collected by, means.of, attitude.questionnaires were analyzed
using descriptive Istatisticstof [percentage, tnean, c¢vs and ISD. {Content analysis was
applied for the open-ended part.
2. Students’ journals
Students’ responses to the first part of the students’ journal were
classified into three categories as (a) positive, (b) neutral, and (c) negative. Another
rater was asked to check the categories before the obtained data were analyzed using

content analysis.



112

3. Teacher’s journals

The first part of teacher’s journals was analyzed using content analysis.
The data obtained from these instruments, then, were triangulated to make the
interpretation of the results more reliable.

To conclude, this chapter described research procedures employed

throughout the study. In conducting this study, three major phases of research

model, the implementation o’ he English instruetional model, and the evaluation of

h A The first phase involves the
processes of the mode ] ile the ccond phase is the description of the
model implementatio 7 ncerns the evaluation of the
effectiveness of the E  the analysis of study results

obtained from both qua i 3 WA

AULINENTNEINS
RINNIUUNIININY



CHAPTER 4

RESEARCH FINDINGS

This research was conducted with an attempt to answer four research
questions: (1) How can drama and questioning techniques be integrated in the
developed English instructional model, to enhance students’ speaking achievement
and critical thinking skill?, (2) To what extent can the developed English instructional
model enhance students’ speaking achievement?, (3) To what extent can the
developed English instruetional model*enhance students’ critical thinking skill?, and
(4) what are students’ attitudes.towards the developed English instructional model?
Therefore, in this chapter, ihe findings from data analysis will be reported sequentially

according to the research guestions: . &

Research question 1: How/can drama and questioning techniques be integrated
in the developed English instructionélj'.:model to enhance students’ speaking
achievement and critical thinking skill?* |

4.1 The Results of the Development of the:iﬁngli‘sh Instructional Model

With an atteﬁ1£t ig)id;;i;)bmther English instructioﬁal model, the key concepts
of learning and lang@age theories underpinning drama and questioning techniques
were analyzed and synthesized. In the gsame fashion, drama and questioning
techniques were closely studied to examine the key conceptsjand to establish the
principles of the instructional model using the integration of the two techniques to
enhanee speaking-andscritical-thinking. ‘Theyresults, of, thesdeyvelopment jof the model
are demonstrated“in Figures 4.1'and 4.27 Later, the-processes of how each step of the

English instructional was implemented are shown in Table 4.1.



Key theoretical concepts
Social Constructivism
social interaction

- collaboration

Cognitivism

social interaction

- the processes of adaptation:
assimilation and accommodation

- active experience

Communicative Competence
- linguistic rules and social rules

!

Drama techniques

1. Drama revolves around social interaction. The
involvement in drama is the involvement in social
interaction, a crucial factor of learning.

\ 4

Principles of the instructional model

17 The diversity of interpietation typical of drama
provides a ground'for discussion, expression, and
exchangeof thoughts and feelings:Questions
function'asa guidance for learning and stimulate
leasnersexploration of their knowledge as well as
their peers thoughts. The interaction of a diverse
range of knowledge and experience helps learners
¢onstruct their own knowledge.

a

2. Drama facilitates classroom interaction by laying
the ground for class discussion which allows learners
to contribute knowledge and experience.

\ 4

3. Drama techniques support collaboration, which
allows learners to help each other to learn.

4. Drama techniques provide learners with
opportunities to encounter new or unfamiliar
experiences which is necessary for activating the
adaptation processes.

5. Drama techniques provide learners with active
experience which helps them internalize knowledge.

2. Experiencing different kinds of interaction in
different social contexts by acting various character
roles provides learners with an opportunity to
internalize the'knowledge, especially the
communicative function of the langnage. An
understanding of a charaeter’s role, which will
make the dramatic intéraction more meaningful, can
be obtained-through the guidance provided and by
the interaction with more _kflgwledgeable agents in
the learners” social environment.
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Key theoretical concepts
Social Constructivism
social interaction

- scaffolding

Cognitivism

Social interaction

- the processes of adaptation:
assimilation and accommodation

A

Questioning techniques

1. Questioning techniques are a form of
scaffolding which can be employed to help
learners better their learning.

3. Opportunities to work collaboratively towards
shared goals with peers who have different levels of
competence improve the learners’ ability to learn.

A

2. Questioning techniques can be utilized
to initiate and maintain class discussion or
interaction between the teacher (more
knowledgeable other) and learners (less
knowledgeable individuals).

6. Drama involves the learning of language in
meaningful communicative contexts, which allows
learners to learn both linguistic rules and the rulessof

how language is used in each particular social context.

\
L2’

4i-Active involvementin'drama, providing learners
with neW or unfamiliar experiences) togéther‘with
the assistance provided by teachers to help them
make sense of those experiences, facilitates
learners’ internalization of the.knowledge.

3. Questioning techniques can be
employed to introduce a cognitive conflict
within the learner and to prompt the
adaptation mechanisms (assimilation and
accommodation) to function.

a

a

Figure: 4.1: Conceptual framework for the development of an English instructional model




Principles of the instructional model

1. The diversity of interpretation typical of
drama provides a ground for discussion,
expression, and exchange of thoughts and
feelings. Questions function as a guidance
for learning and stimulate learners’
exploration of their knowledge as well as
their peers’ thoughts. The interaction of a
diverse range of knowledge and experience
helps learners construct their own
knowledge.
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A 4

Teaching steps

1. Working on a Script

Drama: studying drama elements such as
theme, plot, and characters

Questioning: discussing drama elements
through questions to create background
knowledge

2. Experiencing different kinds of interaction
in different social contexts by acting various
character roles provides learners with an
opportunity to internalize the.knowledge,
especially the communicative funetion’of the.
language. An understanding’of a gharacter’s

role, which will make the dramatic
interaction more meaningful, can'be obtained

through the guidance provided'andiby,the *

interaction with more knowledggable agents_
in the learners’ social environment.

T

2. Drama Rehearsal
Drama: assuming a character’s role
Questioning: explaining the “what, why, and

v _ ¥y

3. Opportunities to work ceﬁaboratively .
towards shared goals with peers who have +
different levels of competence improve ther
learners’ ability to learn.

o & ol

F

4. Active involvement in drama, pro(iiaiﬂg
learners with new or unfamiliar expetiences,
together with the assistance provided by -
teachers to help them make sense of those

how” behind the role they play

3vDrama Production

Drama: dramatizing a play

Questioning: outlining steps of summarizing a
play through answering questions

4. Drama Evaluation

Drama: watching a performance
Questioning: asking questions and discussing
experiences gained from the performance and
evaluating the performance A

1= Objectives

I

The evaluation of the model
Speaking achievement and critical
thinking tests and students’ attitudes

!

To enhanée students’ speaking

experiences, facilitates fe;arners
internalization of the Knowledge

achievement and critical thinking skill

Content: Plays

Selected plays present.the themes concerning relationships and

conflicts in a family as well as issue concerning morality.

Languagefocuss, deseribing eventssfeelings spersenalities;
exprefsing opinionsy giving reasonsj and expressing dgreement
and disagréement through drama and questioning t€chniqties

Figure 4.2: An English instructional model using the integration of drama and

questioning techniques to enhance speaking achievement and critical thinking skill




Table 4.1: A summary of the implementation processes of the English instructional model
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Objectives of each step

Drama and questioning
techniques

Procedures
-

Roles of the teacher (T) and
students (Ss)

Speaking and critical
thinking enhancement

1. Working on a drama script

To help students gain insight into each
drama element and create background
knowledge about the drama before
working on it

Drama: studying drama
elements such as theme, plot,
and characters

Questioning: discussing
drama elements through
questions to create
background knowledge

1. T.assigns students to read.a drama
script/ansextracted scene or.see (a)
videorclip(s).

28T asks'each group of students to
summarize the as]}i gned scene.

3.T asks students questions concerning
dramalelements or.events occurring in
GACHBCANE. et

T: asking questions to
stimulate students to express
their thoughts

Ss: expressing their opinions
as asked

Speaking: learning language
in use from scripts and
practice speaking through
discussion

Critical thinking: practicing
thinking through discussion
of a play according to the
teacher’s questions

2. Drama rehearsal

To provide students with opportunities
to practice what they have learned and
help them internalize the role they are

going to play

Drama: assuming a
character’s role

Questioning: explaining on
“what, why, and how” behind
the role they play

1. Ss make lists of theirroles

24Ss dssumeicharaeters’ roles

3. T monitors student’s rehearsal and
asks questions to guide them as well as
corrects their pronunciations

v ol o

T: monitoring and giving help
when needed

Ss: playing an active role in
practicing what they have
learned

Speaking: practicing using
language in meaningful
contexts

Critical thinking: practicing
thinking when examining
characters and planing to
reflect their thought through a
performance

3. Drama production

To provide students with opportunities
to arrange a performance to reflect
their understanding of a play

Drama: dramatizing a play

Questioning: outlining steps

1. T gives questions a?guidelines for
students-to-summarize a play/an
extracted scene they are going to

peLlorm =
s

of summarizing a play threugh
answering questions

2. Ss perform the assigned roles.

T: using questions to help
students clarify their thought
about the play/an extracted

“scene
_/Ss: performing according to

their understanding and their
plan

Speaking: practicing
speaking through oral
interaction in a performance
Critical thinking: practicing
thinking when reconsidering
their thoughts about the play

4. drama evaluation

To provide students with opportunities
to reflect on their experience from a
performance and to evaluate their own
performance as well as their peers’

Drama: watching a
performance

Questioning: asking questions
and discussing experiences
gained from the performance
and evaluating the
performance

1. T gives questions as guidelines for
students to evaluatega sperformance of
theirjownsand their peersy

2! Ss kexpress their thoughtsiaccording|to
the questions provided.

3. T gives feedback.

T: using questions to
stimulate students to evaluate
a performance and to give
feedback at the end
Ss:'expressing their opinions
about a performance,
strengths.and weakness as
well as.suggesting ways to
improyethé performance

Speaking: evaluation
carrying out in English,
allowing students to practice
speaking

Critical thinking: practicing
thinking through thought
expression when evaluating a
performance
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Table 4.1 displays a summary of how the model was implemented in order to
enhance speaking and critical thinking. This was used as guidelines in designing

lesson plans for an instruction in the pilot and the main study.
4.2 The Results of the Implementation of the English Instructional Model

The effectiveness of the developed model was determined by considering the
findings from students’ speaking achievementscritical thinking improvement, and
attitudes. The findings revealed that the modCl.was effective in enhancing students’
speaking achievement as.it~could be pperceived through the significant difference
between the mean scores of the pretest and posttest. The developed model was also
found effective in enhancing students’ critical thinking skill. The results from the
critical thinking test, students’ journal.s,"' and the teacher’s journal revealed the
students’ improvement after the implemeﬁta;ion of the developed model. In addition,
the findings of students” attitudes exhibitéd that students expressed positive attitudes

towards the model so that'its effectiveness could be claimed.
#
o

Research question 2: To what extent cair;tiie developed English instructional

model enhance students’ speaking achievement?
4.3 Findings of Students’ Speaking Improvement

Findings tegarding. students’ .speaking ,improvement .are presented in two
sections. The firstisectionfinvolves' the!fifidings from the spéaking test, while the
second section presents the findings from students’ performanee recorded in a

videatape as wellias from class observations.

4.3.1 Students’ speaking improvement as perceived through the speaking

test results

Posteriori to the implementation of the English instructional model, the
effectiveness of the model to enhance students’ speaking achievement was inspected

by considering students’ gained scores from the speaking pretest and posttest. As the
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scores they obtained were normally distributed, paired samples t-test could be

employed to compare the mean scores of the pretest and posttest. Before calculating
the t-test value, the pretest and posttest scores given by two raters were computed to
find inter-rater reliability using Pearson’s correlation coefficient. The correlation
value of the tests was 0.894 and 0.87, respectively, with significance level of 0.01 (2-
tailed). The correlation is considered strong or high so that the scores were employed

to find the t-test value. The results of the t-tgst are presented in the following table.

Table 4.2: Comparison of'speaking pretest and pesttest scores using paired samples t-

test
Std.
N Mean Deviation | t-statistic | sig. (2-tailed)
Pretest 15 12-400 4._&00_ 61870k 0.000
Posttest 15 22.96 7484

** is significant at the 0.01 level (2-tailed)

As shown in the table, the ‘' mean sc'd:;'e; of the speaking pretest was 12.4 while
the mean score of the posttest was 22.96.1t cguTld be interpreted that the mean score of
the posttest was statistically rsignificantlyf"hi:gher than that of the pretest at the
significance level'0F 0.01.  Further measurement of effeet-size was operated using
Hedges’ g formula to show the size of the effect caused by the experimental
treatment. The obtained result indicated that the effect size was large (g = 1.68).

A comparison of pfetest and posttest.mean scores of each part of the test was
additionally made in order to demonstrate the differences in students’ performance in

different parts of the speaking test.

Table 4.3: Comparison of speaking pretest and posttest scores using paired samples t-
test (Part one: questions on a single picture)

Std.
N Mean Deviation | t-statistic | sig. (2-tailed)
Pretest 15 5.20 1.74 7 583 0.000
Posttest 15 11.46 3.71

** is significant at the 0.01 level (2-tailed)
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Table 4.3 shows that the speaking posttest mean score the students gained
from part one of the test was significantly higher than the pretest mean score of the
same part. It could be concluded that the first part of the test reflected students’

speaking improvement.

Table 4.4: Comparison of speaking pretest and posttest scores using paired samples t-
test (Part two: guided role play)

Std.
N Mean Deviation| t-statistic | sig. (2-tailed)
J
Pretest 15 = 3.16 5,503+ 0.000
Posttest 15 11 .4 3.93

** is significant at the 0.0 Lidevel (Z—taileﬁf)

As displayed in the table abogze, the posttest mean score that the students
obtained from part two ofithe speakm g teSt was also significantly higher than the
pretest mean score of the same part meamﬂg that the second part of the test also

exhibited the students’ speaking gains. — )
¥

When comparing the d}fferences between the mean scores of the pretest and

..'

posttest of part one and part two of the %peﬁﬁﬁg test, it was found that the difference

of the pretest and pgsttest mean scores in part one was larger than that in part two,

indicating that the %tuaents performed better in part one ef ‘the test than they did in
part two. :

The students’ ‘pretest and posttest mean scores obtained from each speaking
criteria were qalsoicompared, to; examine the-effects of the English instructional model

on each of the speaking criteria.
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Table 4.5: Comparison of speaking pretest and posttest using paired sample t-test

(divided according to speaking criteria)

Std. t- sig.
Speaking criteria | Test N Mean | Deviation | statistic | (2-tailed)
Pretest | 15 5.267 2.404
Fluency 6.352% | 0.000
Posttest | 15 PP 3.515
Pretest |15 8.267 2.604
Comprehensibility 7.758% | 0.000
Posttest |*15 13.067 oyt V)
Quantity of Prete€St_L45 6.267 3.058
o 6.229% | 0.000
Communication  |.Posttest | 15 12467 14.324
Quality of BICicst™ L5 5.133 1.885
o i 4 6.315*% | 0.000
Communication | Pesttest [/135 10,200 | 3.764
*p< 0.01 \

Table 4.3 shows that the mean sc;oi-p_ei of the posttest in all speaking criteria
were higher than those of the ptetest. It also déli;aonstrates that the difference between
the pretest and posttest mean scoies gain@} from the quantity of communication
aspect was biggest, Whereasrr the smalleét- d;fference was fluency. It could be
interpreted that after— the implementation of the English rinstructional model, the
students had the most improvement in quantity of communication, while they did not

improve much in terms of fluency.

4.3.2 The findings from students’ performance and class

observation

In"yaddition to 'thel evidence [from | thel speaking 'test, students’
performance assigned in the class also reflected their speaking improvement. At the
beginning of the course, the way the students delivered a dialogue was not smooth.
There were a lot of pauses and halts. The way they spoke in a performance was more
of recitation from memory rather than from understanding. Many of them read the
script rather than naturally delivering a script as a character in the play. Their

performance, therefore, looked unnatural. In the middle towards the end of the course,
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however, students’ performance became more natural as they smoothly delivered a
dialogue, and they seemed to present a dialogue from their understanding of a script
rather than a recitation.

Also, from class observation, it could be seen that there was some
evidence that reflected students’ speaking improvement. Questioning and answering
were other forms of an oral interaction in the class. The teacher employed different
kinds of questions to stimulate students to answer a question in English. Students’
responses to the teacher’s questions at the/beginning were in the form of words or
phrases and many of them could not ytter-Cven-a single word in response to the
questions. After a certain time of practi¢e, the students could give longer responses in
a form of sentences. They could-also provide more valid responses to the questions,
and the time they took fer fosmulating rei'sponses was notably shorter.

Based onuthisievidence, a conclusion could be made that the students
gained some improvement after the irhple’rgle;}tation of the model.

4
Research question 3: To what extent can ‘the developed English instructional

model enhance students’ crltlcal thmklng sFull"
) - 'JJ

ti)

To answer this research question, quanfitative data.obtained from the critical
thinking pretest and ~posttest as well as qualitative data attained from students’

journals and the teacher’s journals were analyzed.
4.4 Findings Regarding Students’, Critical. Thinking Improvement
The effectiveness of the Emnglish instructional model to gnhance students’

critical thinking skill, was investigated by, considering critical| thinking test results,

students’ responses to questions in their journals, and the teacher’s journals.
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4.4.1 Students’ critical thinking improvement as shown in the test
results
In order to determine the extent to which the developed English instructional
model enhanced students’ critical thinking skill, the mean scores the students obtained
from the critical thinking pretest and posttest were analyzed using paired sample t-
test. Before analyzing the differences between the mean scores of the pretest and
posttest, the correlation value of the scores given by two raters were computed using
Pearson’s correlation coefficient to ensure inter-rater reliability. The correlation value
of the pretest and posttest'was-0.707 agd 0.789;respectively, with significance level
of 0.01 (2-tailed). This test-was accepted as it is suggested by Kammanee et al. (1997)
that an acceptable critical thinking test should have reliability value of at least 0.50.
Since the correlation value between two i'faters was acceptable, t-test was employed to
analyze the difference betwgen tHe ' nican Scores of the critical thinking pretest and
posttest. The findings'are ds follows:
4

Table 4.6: Comparison of critical thinking pretest and posttest scores using paired
; )

sample t-test fdda
25
AR :
N- Mean | Deviation | t-statistie) | sig. (2-tailed)
Pre-test 15- 1.27 0.42 483657 0.000
Post-test 15 0| 1.97 0.85

** is significant at the 70.01 level (2-tailed)

As the table displays, the mean score of the critical thinking pretest was 1.27,
whereas the mean score of the critical thinking posttest was 1.97. The findings
revealed'that the ‘mean score-of the posttest was statistically significantly higher than
that ofithe pretest at the significance level of 0.01. Further calculation of effect size
utilizing Hedges’ g formula to measure the size of the treatment effect indicated that

the effect size was large (g = 0.95).
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4.4.2 Students’ critical thinking improvement as reflected through

their responses in the journals

Findings concerning students’ critical thinking improvement as reflected in
their journals are presented in two aspects: evidence which showed students’ critical

thinking and evidence which showed their critical thinking improvement.

4.4.2.1 Evidence of students’ critical thinking skill
This section presents evidenee «of students’ critical thinking skill
development as shown through.their 1esponses insstudents’ journals. The evidence is
presented according to_critical thinking categories-of the ability to interpret, apply,
analyze, synthesize, andsevaluate:
LaThegability to ini!terpret
Students’ intérprefaﬁ'bn skill in this study could be perceived
through the ability “to describe the ch’ajyaq;ers’ nature in their own words. The
followings are the questions used to eliéit_ the interpretation skill and examples of

students’ responses which reflected the skll,l .
4 < r
vl
SIS 22
Question: What is the character of yUQT'r_ole like?

o el

Students’ responses —

Ss 1: “Mom is-a mother who understands teenagers like her son.”

Ss 2: “Fom is,a greedy. man.,He.is greedy for, money. He can do anything for

money, even selling his soul.to the devil.”
Ss3: “Tomuisiselfish. Helcares only about himself.”

Ss 4: “Nee is an unsympathetic and unkind person. She always insults other

people.”

Ss: 5 “Bow is aggressive. He enjoys causing problems to other people.



These statements reflected students’ ability to describe or
discuss characters’ personalities based on their actions or behaviors in the play which

was considered an interpretation skill.

2. The ability to apply

Application skill in the present study could be recognized
through students’ ability to derive at new, examples or a different way of solving
problems based on learned facts about events‘owsituations occurring in the play. The
questions utilized to elicit the application skill-and €xamples of students’ responses

which reflected the skill are-as follows:

Questions: [fyou were that character, would you do or behave in the

same wayfs hé/she does? Why?

it

!
Students’ responses

Ss1: “If T were szd, I woulél: t}"yto talk to my sons and open my mind

to listen to them, i Fdon t talk to,them calmly, the situation might turn
Y i #e g Al

worse.” — -
Ss2i ‘iIf—Fwere—TomTI—wonidnot selt-my-soul to the devil because I

think, with the time I have left in my life, fmight be able to make more
money by using good means. I might live Ionger than twenty years. So,

I have time-t0 spend,the;money 1 haye madeproudly because I don’t

havé'to-cause any'treuble to other people in‘ordet'to get money.”

Ss3: “If Il were Khun Chai, I'would not use, violence'to solve a
problem because a problem can be corrected by not using violence. It

can be solved by using the brain.”

The responses exhibited the students’ ability to apply what they
learned about the characters’ life to make their own choice in life in order to prevent

the problems the play characters were encountering.
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3. The ability to analyze

Students’ ability to analyze was elicited by allowing them to
compare and contrast themselves to the play’s characters. In order to do this, the
students needed to be able to examine the characters’ characteristics and the
characteristics of their own. This ability is regarded as an analytical skill. The

questions and students’ responses which clearly reflected this category are as follows:

Question: What are similatities and differences between you and the

character? Give 1easons.

Students*responses
Ss1: “I ami différent from Tom because I am an educated person. I have

knowledge and thought-to eontrol my greed.”

\ 4

Ss2: “Lom is very different from me because Tom has never cared

about other peopie f-and is-r_';é:"f:lﬁsh. But I am always sympathetic to
il v ol o

others.” —

ol

Ss3:, “Tom is different from me because k-think I am not a greedy

womén—who—can—cb—anything for-money:-I-also think the money I get

shoﬁl-d be from an honest job and hard wor ¥

Ss4: ‘Bow is, different from.me because Iam-respectful and know what
I should-and'should-not'do. IFam alse-sympatheti¢. I know how to treat

old people.”

SsS: “Mai is similar to me because I like helping those who are

encountering difficulties in their lives.”

These responses displayed students’ processes of examining,
identifying, and differentiating the characters’ personalities and their own in a

comparison and contrast. All these processes illustrated their analytical ability.
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4. Ability to synthesize

Students’ ability to synthesize was, again, elicited by asking
them to suggest ways to improve the lesson. The question applied was “What should
be done to improve the lesson? Why?” However, many students did not answer these
questions and when they did, the responses, more often than not, were irrelevant. For
example, one of the students responded to these questions that “What should be
improved is the communication between a father and sons. They should use reasons
and talk to each other with care.” Another student said “What should be improved is the
preparation in terms of script-and coopeiation of members in a group.” Clearly, these
responses did not match.with what the questions required. Therefore, their ability to
synthesize could not be.tracked.

|

5. Ability/to valuate’

The' students’ evaiﬁation ability was reflected through their
responses to the questions which asked tl;e_m to evaluate the lesson and give reasons
to support their opinionss The pfocésses the}/ had to g0 through in order to make this
evaluation consisted of assessing. judging. -zfr_'lajgstifying which were all the keywords
in the evaluation category. The questions;fza?r!f;i students’ responses are presented

gl T

below.
Quesrtions: What is the best part of the lesson today? Why?

Students’ responses
Ss¥:“The best part of 'the lesson~today is @ performance which
becomes more serious as we had te,prepare costumes and props. The

artangement of costumes and props makes the performance look real.”

Ss2: “The revision of content of the play is the best part of the lesson

today because it is the time that helps us understand our script better.”

Ss3: “The best thing is the opportunity to act out the assigned role
seriously and the use of costumes and props. The use of costumes and

props helps create clearer imagination of the characters’ nature. We
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can also make use of what we have learned from the rehearsal step

to improve our performance.”

Ss4: “The best part of the lesson is a chance to rehearse our roles.
Rehearsing helps us become familiar with the roles we play and not be
nervous when performing.”

It could be seen from the responses that the students
were able to assess and judge.what they thought were the best part of
the lesson. They were alsp able te-give acceptable justification of their
thoughts. Itas undeniable that all these processes, as reflected through
their respohsesywere an evaluation skill:

|

4.4.2.2 Stadents’ critieal ﬂﬁnking skill improvement

During the experiment, ;,Eud_ents’ journals were collected at three
different times—at the'beginning, in' the in_iddle, and at the end of the course. In the
journals, five questions were asked. to e,llf:lt students’ critical thinking. Students’
responses to those questions weﬁé analy:zj«f:jgf;tlca) see their critical thinking skill as
reflected in the way they expfessed theirfﬁh‘(;ﬁghts in the journals. An analysis of
students’ critical thinking W:aisf"éarrried out based on its goncept as defined in this
study. That is, critical-thinking-refers-to-students~abulity {o interpret, apply, analyze,
synthesize, evaluate; ot draw conclusion of the characters’ éctions, events, situations,
and problems, involving and occurring in the drama, and ability to justify their
thoughts, expresssreasons,-andsgive, evidence:t support-theis, claims. The organization
of ideas and'the amount of thoughts expressed in'the journals'were also taken into
consideration. These elements are also considered=important. If the delivery of ideas
was figt clear, it cannot be considered critical thinking. [This is bécause clarity is one
of the ecritical thinking standards as previously mentioned. In addition, the amount of
thoughts expressed reflect students’ attempt to formulate their thoughts, their ability
to express what they thought, as well as their motivation to express their thoughts.
These indicated the trend of students’ thinking improvement. This is because the more
students formulated and expressed their thoughts, the more they could develop their
thinking. As Moore and Parker (1986) posit, it is through practicing that one can

develop critical thinking.
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Before displaying students’ critical thinking improvement in the following

sections, it is noteworthy that findings in terms of students’ ability to apply and
synthesize of students in both abovementioned groups will not be included. This is
because the data obtained from students’ journals demonstrated that to a certain
extent, students’ ability to apply—the ability to apply experience or a known problem
to new situations they are unlikely to have thought of before, has already existed and
the change of this ability was not clearly reflected throughout the three different times
the data were collected. The followings are/questions used to elicit students’ ability to
apply with examples of theirresponses given.

Questions: If youwere that character, would you behave that way or decide to
do the same thing with uim/her? Why?

At the beginning of ithe experimé—rff, students worked on a play entitled “The
Now.” The play displays the theme of a é;anf;ration gap, portraying a family in which
a strict father has a confliet with his teéln_age sons who classify their father in the
‘Then Generation,” while they afe in,the ‘N(ilwafGenemtion. " A mother or ‘Mom’ in the
play is presented as an understanding persdr{:&hg sees the gap and tries to narrow it.

Shown below is one of the Stadents’ preﬁn?t!aitions of his views in his first journal:

If I were Dad;twould-not-behave thatway=1The way the father talked to his

sons shows that the Jather is rather self-centeredHe should listen to others to

develop himself and adapt himself to other people. (Respondent# 1)

The student’s expressions teflected-his ability to'apply what'he has learned about the
character to his real life. Based on what he has leasned about “Dad,’’ he decided that
he would not do thevsame as the character. He reasoned-that it did not work for a
father to rely solely on his own view. He implied that if he were the character, he
would listen to his sons in order to understand them, as he said, “He [Dad] should
listen to others to develop himself and adapt himself to other people.”

In his second journal, the student was assigned to write his reflections on a
play entitled “The Devil and Tom Walker,” which is about a man named Tom walker
who agrees to sell his soul to the Devil in exchange for wealth for 20 years. This

student presented his views in response to the same questions:
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[If I were Tom], I would not do the same from the beginning. That is, 1

would not sell my soul to the Devil. We should be satisfied with what we have.

Though we don’t have much, what we have is permanent. (Respondent #1)

His ability to apply the experience gained from the play was reflected through
his response. He insisted that in his real life he would not decide to sell his soul to the
Devil as Tom does. He suggested, “We ishould be satisfied with what we have.
Though we don’t have much, what we havejisipermanent.”

Then, in the third journal, the student seflected on the character of the play
entitled “Retracing Songkran™ Wwriiten by his own group. In the story, two bad boys,
Bow and Mod, are madly throwing water during the Songkran Festival. When they
see a poor, old man named/Tung Chal-ln who lives his life by collecting discarded
objects resting on the feotpathy they go.LtE)' him and splash water on to him. Being
soaked and cold, Lung Cham stays calrﬁj and shows nosign of response. Mai who
happens to see the event and ¢annot stanéL_such a thoughtless action stops them. She
takes Lung Cham to her home wheéte, he clegms up and changes his clothes. There, he
met two nice girls who celebrated!Songkééfwthh him politely. At the end, the two
boys were hit by stones and reatized -t ﬁfq‘)‘foper behaviors towards the old man.

The students express, their thoughts of the f(-)’il-gizéi_rfg:

What Lung Cham does is good in this kind of situations. Being able to control
his emotion can stop violence. A person should bé unemotionally taught to do

the right things(Respondenii 1)

Although the student did not say explicitly what heswould do if he were the character,
his evaluation of/ [iung Cham’s action'as “good” implied that he'agreed with the old
man. He explained his claim that “Being able to control his emotion can stop

’»

violence.” He added that if he were in the same situation as Lung Cham, he would
also teach the naughty boys as he implied, “A person should be unemotionally taught
to do the right thing.”

Students’ ability to apply could be observed, though not explicitly. It could
also be claimed that the students’ ability to apply as reflected through their journals

collected at different times was not different.
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In terms of students’ ability to synthesize, when analyzing the students’

responses, the researcher found that this aspect of critical thinking was not discovered.
Students generally responded to the questions of ‘what’ but not ‘why’. For example,
one of the students suggested, “What should be improved is the preparation of script
and cooperation among members of the group” or “What should be improved is our
confidence to express our opinions about other group’s performance. As students did
not explain why they thought a particular aspect of teaching and learning should be
improved, the synthesizing process could notsbesobserved. For this reason, the ability
to synthesize will not be diseussed in the, following sections.

The following sections present mainly the improvement of students’ ability to
interpret, analyze, andwevaluate as reflected through their journals collected at
different times of the experiment. Only t}le findings from the journals of two students
who obtained low scoregifrom the critica.lkt’l"linking posttest and also attended the class
most frequently were discussed. The Tair_n was to show the critical thinking

/
improvement through gheir jousnals. i

)
1. Stadents ’:responrs:e_is-: in the first journals
In the first journal, tlfe;_;};‘ﬁdents expressed their views without
providing any reasons or e\;fdéhée to sohdlfy* theirclaims. The examples of their
responses to the firSt-setof-questions-are-presented=below:
: Questions: What kind of person s ihe character whose role

you play today? What do you think about that character’s behaviors? And why?

The “first 'student 'who played a ‘rolel of Joe in “The Now”

expressed her opinions towards Joe based on the questions providedy.as follows:

Ss1: Joe doesn’t talk much and uses short expressions. He cares about other

people which is good but he should improve his speaking.

The student remarked that “Joe doesn’t talk much and uses
short expressions. Sometimes, he uses exclamations or slang” Then, she concluded
that the character “should improve his speaking.” However, she did not explain what

was wrong with Joe’s speaking and why he had to improve it. It is not clear what the
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problem of being reserved and using short expressions are. Therefore, her

conclusion seemed to be unreasonable and unconvincing. She also described the
character that “He cares about other people.” However, there was no part in the play
portraying Joe as the person who cares about other people. Hence, her point was
considered irrelevant.

The second student whose role in the play was Matt said that:

Ss2: Matt is naughty because he is a iecnager. He doesn’t care about anyone.
He loves his friends. I ihink his behavioris'suitable for his age because most

teenagers behaye like that.

‘This sgident criticilized the character of Matt that “He doesn’t
care about anyone” which swas incorreet. In the play, Matt protects his friend by
confessing with his friends’ mother that ’ijle smokes though in fact he does not. This
should indicate that Matt cares about othér_ people. Also, the student stated that “He
loves his friends.” This Seefed tb contrac}mt with his previous claim. He further
evaluated the character’s behavior that “/ tﬁfm‘k his behavior is suitable.” He reasoned

bl

his evaluation that “most teendgers behave _ i _é. that.” This seemed to show his state
of confusion as he began with the -Characte-r‘;:-s'“_ﬁéfu;ghtiness but accepting the behavior
as suitable. This indiéatedrthatﬁisjustiﬁcat'ron was-formed-without thorough thinking.

~ —As for the second set of questions V\;i’liCh required the students
to manifest their analytical ability, mainly to compare and contrast themselves to the
characters whesesroles, they, played, it.could.be seen that students’ expression of their

analytical thinking’ was quite ! weakl Their ' misinterpretation of the characters’

behaviors resulted in their poor analysis.

Questions: How is the character similar to or different from

you? Why?
The first student answered these questions that:

Ss 1: “Like this character (Joe), I care about the people around me, but I am

more talkative than this character.”
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From this response, the student stated her similarity that she
was like the character in that “I care about the people around me” and she was
different from him, for she was “more talkative” than the character. However, this
was considered misinterpreted, for these qualities of the character were not depicted

in the play.

The second student replicdsthat:

-

Ss 2: “I am differentfroni-Matt because I care about elder people.”

Thi€ second/sfudent implied that Matt did not care about older
people and differentiated him from Matt ‘on this aspect. Nevertheless, without any

example provided, the claim was regiardegl as vague. This is because the play did not
)
explicitly portray Mattin that way. )

As manlfested from the examination of students’ responses to

two sets of questions, the students expressed their views without providing any

reasons or evidences to sohdlfy their clms in the first journals. Their critical

| ._>—|

thinking skill was hardly reflected.

2. Students’ responses in the seconé journals

The data obtained from the students’ second journal manifested
that the students haye.subsequently, mastered some critieal thinking skill. Their ability
to express reasonableland justifiable thoughts was lrecognized. The examples of their

responses to the first set of questions are as follows:

Questions: What kind of person is the character whose role

you play today? What do you think about that character’s behaviors? And why?
The first student responded to the questions as follows:

Ss 1: In scene five, it is almost time for Tom to give his soul to the Devil. He

starts to be afraid so he confesses and prays to God. However, when he comes
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back to his work, he does not express his sympathized feelings to others.
How can he ask for sympathy from God? What Tom does indicates that he

cares only about himself. Yet, he expects from others.

The first student depicted Tom’s behavior when he realized that
the devil was coming to take his soul by stating that “He starts to be afraid so he
confesses and prays to God. However, when he comes back to his work, he does not
express his sympathized feelings to others.” Shesconcluded that “he cares only about
himself.” Although her critical thinking was net ¢learly reflected, compared to the
first journal, it can be seen-that the student’s thought tended to be more reasonable.

The seeond students’ answer (o the questions is as follows:

|
Ss 2: Tom is greedy, heartless; seifif%, unsympathetic, and merciless. He cares
only about moneys I also think hz is stupid because he allows greed, desire,
and the Devil to deminate his lif;in exchange for big money for 20 years.
After that the Devil camés togake hzs!voul What shows that Tom is a heartless,
unsympathetic, selfish, andlhaercile;v;_‘:fis; ijhen the merchant comes to postpone
the date to pay for the ITeEests butﬁ;n refuses. He said that he will take his
house if the merchant:c—fb'ésﬁ’t pay thatdc*ly‘ He doeswu't listen to the merchant’s

reasons. | wmmmmm—————

The second student criticized Tom that “Tom is heartless,
selfish, unsympathetic, and-meryciless.” He stupported,his claim.that “What shows that
Tom is a heartless;iunsympatheticl.selfish, and merciless is whén the merchant comes
to postpone the date to pay for the ifiterests but Tom refuses. He saidsthat he will take
his house, if he doesn’t pay, that day.! He doesn’t listen|to, the merchant’s reasons.” He
also judged Tom by saying “I also think he is stupid.” He justified his view that
“because he allows greed, desire, and the Devil to dominate his life in exchange for
big money for 20 years.” This showed that this student has acquired critical thinking
skill to a certain extent, especially when she was able to interpret character’s
behaviors and express reasons to support her points.

When examining students’ responses to the second set of

questions, it was discovered that in their second journals, the students had started
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acquire some analytical skill. Even though not to a great extent, it could be seen

that the students had learned to raise important issues from the play to discuss. In
addition, their ability to specify the characters’ qualities, which was similar to or
different from theirs, was also revealed.

Questions: How is the character similar to or different from

you? Why?

The first students expressed her ability to compare and contrast

as follows:

Ss 1: Tom is vewy different from me because he has never cared about other
people and is selfish butd am alwlays sympadthetic with others.

&

This student’s abilig/ to analyze the similarities and differences
between the character and herself could bé-_felt. She stated that “Tom is very different
from me.” To substantiate this” claim, sl-l_}:-:':si):ecified the character’s natures as the
person who “has never cared abéut otlze}jig-é;oﬁle and is selfish” before contrasting
them with her personality as a person who iéiéz_;.l?Ways sympathetic with others.”

Thetsecond student indicatédnthe similarities and differences

between the characterand-herseif-as-follows:

Ss 2: I am ve/y different from Tom because I don’t like to take advantage of
otheripeoplé dnd I'will ot allow anyoiié totake advantdge of me. However, 1

will try,to win over other people by using reasons because I love fairness.

The second student claimedthat he was [“different from Tom”
by reasoning that “because I don’t like to take advantage of other people and I will
not allow anyone to take advantage of me.”

It was found in students’ second journals that the two students

had displayed some aspects of the critical thinking skill.

3. Students’ responses in the third journals
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Here, students were obliged to express their opinions about

the characters of the plays written by themselves. The inspection of students’ third
journals revealed that their critical thinking ability was reflected. The examples of
their responses are as follows:

Questions: What kind of person is the character whose role

you play today? What do you think about that character’s behaviors? And why?

The first student who worked on the play entitled “Retracing of

Songkran” reflected her thoughis as follows:

Ss 1: 1 play thesvolesof Fon, who is a child of an upper class mother. Her
mother is kind.and merciful. Fon is respectful and she pays respect to old
people which is.a good perSonal.it)’)' for young people because many of them

don’t pay attention to the issue.
/

The" fifst” student é{};élhated the character’s personality as

“good” by reasoning that the char%iéter is ;‘J;{e}pleactful. ” She further explained that the

character “pays respect to old beople. 2 Ho@‘\?é:‘f, to conclude that being respectful is

good, but “many -of them don’t rpay atté’r;-t'-zi_o'i_ 10" the issue” sounded vague and
irrelevant. P

" “The second student acted as Khun Yéi from “Jaew Jai Rai Gub

Khun Chai Taevada.” A story is adopted and modified from TV. Series with the same

title.

Ss 2: I act as Khun Yai whotis a greedy and.cunning man because he makes a
plan with/his mother to kill Khun Chai and_tries todo everything to become a
favorite person for Khun Chatchawan, Khun Chai’s father, who is his step-
father. He defames Khun Chai and even plans to kill him. I think what Khun
Yai plans is bad because killing Khun Chai, Khun Chatchawan’s only son is
like betraying or hurting Khun Chatchawan who is very kind to his family. He
[Khun Yai] has comfortable life because of Khun Chatchawan’s money. So, he
should not hurt Khun Chai.
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Some parts of his response showed his critical thinking
although there was some inconsistency between the claims and the supporting
evidence. For example, in the first part of his response, he claimed that “Khun Yai is a
greedy and cunning man.” Then, he reasoned that “because he makes a plan with his
mother to kill Khun Chai and tries to do everything to become a favorite person for
Khun Chatchawan, Khun Chai’s father, who is his step-father. He defames Khun Chai
and even plans to kill him.” The reason he gave did not elaborate how the character
was greedy and cunning. However, when he/concluded that “I think what Khun Yai
plans is bad” and supported his conclusion-by-saying “because killing Khun Chai,
Khun Chatchawan’s onlysson is.like betraying or-huiting Khun Chatchawan who is
very kind to his family, shereghisteasonable thought was observed.

AS fop'students’ alnswers to the second set of questions in the
third journals, it was found thaytheir abiiit§ to express their thought was not different
from that shown in their second jourﬁal. ’:

Questions:: How is-i_}ée{character similar to or different from

v ol o

you? Why?

ol

The first student comparedwand . contrasted between the

character and herself-as-totiows: —

Ss1: I am different from Fon in a play because she is respectful and gentle but

I am gwkward=So, we are very different:

The student claimed that the*¢haracter was different from her by
identifying the character]s personalities.and hers.
The second student revealed his ability to make a comparison

and contrast as described below:

Ss2: If  were Khun Yai, I would never treat those who are kind to me the way
he treated them. This is because it is very bad to hurt those who always love us

and are always kind to us. This is why I am different from Khun Yai.
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The student contrasted himself with the character by portraying
the behaviors which he insisted that he would never do.

From the examination of responses in their journals collected at
different times, it can be concluded that although the test results did not show clear
differences between their critical thinking pretest and posttest scores, the qualitative
data revealed that they had indeed gained some critical thinking skills from the

implementation of the treatment.

4.4.3 Students’ critical thinking improvement as recorded in the teacher’s

journals

In this study, the teacher’s journals were used to record the observation of
students’ thinking skill" as® reflected ﬂﬁough their performance in class. The
observation focused on two main.topics: '-(Jl ) students” ability to answer the questions
and express opinions and reasons and (2) fllsat_udents’ ability to arrange the performance
and to reflect on their understanding of, théi p}ays’ characters through the performance.
While the first part of the ©bservation wa-si::(fa_.tl‘rgied out to examine students’ critical
thinking as reflected through the way they reﬁ{c;nded to different kinds of questions as
well as their ability.to express, to justify, anéi'-fbéféason theirthoughts, the second part
of the observation was-executed to-mspect students —ability to dramatize a play. In
order to dramatize arplay, students needed to exercise their critical thinking, especially
the ability to apply and synthesize. That is, they had to be able to apply their
understanding-of,;the play.fortheirmperformance,suech;asshow te.act out to convey the

meaning of the play orto portray the characters.

4.4.3.1, Students’ 'ability to answer the  questions” and express

opinions and reasons

Findings from the investigation of students’ ability to answer questions
and express opinions and reasons in class in the teacher’s journals revealed that
students’ ability to express opinions and give reasons were reflected after they had
opportunities to practice the skills. During the first implementation, the teacher noted
that “Students avoided answering questions which they were required to express

opinions and reasons. When someone expressed opinions, others would repeat the
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same opinions rather than trying to express their own view.” It was also recorded
that “Despite low level questions, the teacher had to provide them with some
examples of what their answers should be like.” She further remarked in the second
journal that “Their ability to express opinions and reasons was still not shown.” It
was additionally exemplified that “When asked to identify the theme of the play,
students expressed many ideas. However, those ideas were irrelevant. The teacher
needed to guide them and give them lots of hints in order to lead them to a clearer
statement of the play’s theme. In terms of students’ responses to questions, it was
recorded that “The students could still answei-ihe questions which did not require a
higher level thinking.” Displayed. in the teacher’s journals, while working on the
second play during thesthirdeto fifth times of the experiment, students’ ability to
express their opinions and g€asons was-l- noticeable. In the third journal, the teacher
recorded that “In the first stép of this le&s;)'n, when discussing the play, students can
give more reasonable and'clearer answer;; ta the questions concerning the play. Some
students could better express itheir opinii)ns in terms of the theme of the play and
characters’ personalities, though -they had gfijﬁficulty expressing those opinions in
English. They could also give reasom to supporI their thought. However, when asked
to find evidence to solidify what they think, Tﬂ‘ook students a long time.” However, it
was observed that,students could not artlcuI'ate their yiew towards their peers’
performance based enrthe-questions-provided: the-teachei stated that “when asked to
evaluate peers’ perfor’mance, they could just say ‘good acﬁ'ng,’ ‘good performance,’
or ‘good memory of d script.’ Evidence of students’ improvement was also found in
the fourth joumnal. ;Thejteachewrecorded thats Students were=able to express quite
clear opinions and give'convincing-reasons.about the play.” 'Also, the teacher noticed
that “Students could answer most thigh-order questions about theylast scene of the
play.? Again, it was remarked that “the guestions posed in‘the evaluation step elicited
only few responses from the students. Most answers were the repetition of their peers’
answers.”

After finishing the second play, the students had to write a drama script
for a performance. The questions of what they had to keep in mind when writing their
script and what they had to report to the class were written on the board before the
students started. Then, they had to report the theme of their play, a statement to clarify

the theme, and the profiles of each character such as the character’s background or
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personalities. They also had to show the evidence from the script which revealed
certain quality of the character. Through these processes, the teacher wrote down that
“Most students were able to express their opinions and give reasons about
characters’ personalities and give examples to support their reasons.” They could
also “answer the questions about their play flowingly.” In terms of their responses to
the teacher’s questions, it was observed that “Students responded to the questions
about their play well but only few responses were given in the evaluation step.”
Although the improvement of students’ ability to answer questions and express
opinions about the play were clearly noticed, it-was often remarked in the teacher’s
journal that “Students..became passive when asked to evaluate their peers’
performance.”
.

4.4.3.2 Students’ ability .to"'arrange the performance and to reflect

on their understandingfof; the plays” characters through the

performance

With regards to their abilitil -}t’loa'-arrange the performance and to reflect
on their understanding of the plays: chara&_&g Jghrough the performance, as revealed
in the teacher’s journals, the students’ imﬁr;;ement of their ability to arrange a
performance was ebservable. At an earl-i'é!:-r'-;'f-lirie of the-experiment, the teacher
reflected in the jouinal=that—Fhe-performance did-not-show students’ thoughtful
arrangement. Theyr did not add any extra detailsto make the scene more
understandable. The scene looked like a general role play. No dramatic atmosphere is
felt.” Then, insthe middle of the,experiment, whenthe students-were asked to present
their mini project; students*ability-to arrange their ‘performance was clearly reflected.
The teacher reported in the journal that “Their ability to arrange._the performance
couldvbe clearly seenfromthis lesson. They prepared props and costumnes to make the
scene more understandable and more dramatic.” When dramatizing their own play,
their ability to arrange a performance was more clearly reflected as noted in the
journal that “Students looked more skillful in arranging their performance. They
hardly needed suggestions from the teacher.” It was exemplified that “Students were
able to identify the theme of TV. series and were able to adapt and select suitable
scenes from those series to reveal the theme of the play. For the group which

composed their own play, they could set sequences of events to reveal the theme they
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had determined. The teacher hardly needed to help them.” However, the

improvement of their ability to reflect their understanding of the characters’
personalities, thoughts, and feelings through a performance was not explicitly
reflected. It seemed like their ability in this aspect was not consistent. That is, it was
noticeable in one performance, but it disappeared in the next performance. When
students were asked to dramatize the first play, the teacher remarked that “only few
students could portray characters’ personalities, thoughts, and feelings. Most of them
only recited the script.” As they were assigned to dramatize the last scene of the
second play, the teacher assessed their perforinance that “Many of them could reflect
their understanding of characters' personalities, thoughts, and feelings better than in
the previous lessons. They learned to convey characters’ feelings through movements
and intonations.” Howevery' this aspec-lt of their ability. dropped again when they
dramatized the play composed by themselves. Dramatization was carried out to allow
students to rehearse before presenting fulijsc.ale drama production as the final project.
This time, the teacher marked that “Studeie_ts’ ability to reflect their understanding of
characters’ personalities and - feélingv could be sometimes observed, but not
explicitly.” Nevertheless, in the last tessors; when the students dramatized their play as
the final project, it was recorded i the te‘@her s journal that “Students’ ability to
reflect their understanding of the characters was clearly seen.’

In concluston;—the—posttest-mean—scores-of critical thinking were
significantly higher than the pretest, in general. Students® jdurnals also reflected their
improvement throughout the course, even among students with low scores on the
posttest. The teagher’s, journals similasly, reflected in;the same-direction although the

critical thinking thfough their performance was'not ‘elearly exhibited.

Research/’ question’ 4: What are students’ attitudes towards an English

instructional model?

4.5 Findings regarding students’ attitudes towards the developed English

instructional model

As mentioned previously, in order to determine the effectiveness of an English

instructional model, this study also employed qualitative data collected by means of
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questionnaires, students’ journals, and teacher’s journals. The utilization of these
three instruments was to triangulate and confirm the results of the data analysis and
consequently to serve as a reliable basis for the interpretation of students’ attitudes

towards an English instructional model.

4.5.1 Findings concerning students’ attitudes towards the developed

English instructional model elicited by using the attitude questionnaires

The attitude questionnaires consistedsofstwo main parts. The first part was
employed to investigate students® personal background, while the second part was to
examine students’ attitudesstowards the English instiuctional model. Data obtained
from the first part of thesquestionnaire was shown in the table below.

Table 4.7: Students’ personal background

Gender level GPA —Id_ English grade obtained

from the latest semester

"

M[F [2]3 [4 |200-[251- |301-[3.51=| A[B+ B [C+ [C|[D+|D
2.50 | 300 {351 [4.00

3112 (2]12 B L9 |2 37l 3|12 |4 14 [2]|- |-

According té the table, there were a total of 15 Students, three males and 12
females. Most of them were third-year students. The majority of the students got GPA
(Grade PointsAlverage) in the range ofi2:00== 2:50,while, theirsEnglish grade obtained
from the latest semester ranged from A'to C:

With regards to the second part of the quéstionnaire, it was.divided into two
sections, those 'whose, \questions,were. positive which included iitems 113 and those
whose "questions were negative which consisted of items 14-26. The negative
questions were applied to ensure the reliability of students’ responses. The level of
students’ agreement was rated employing a five-point Likert scale: 5 = strongly agree,
4 = agree, 3 = uncertain, 2 = disagree, and 1 = strongly disagree. The followings are

the data obtained from the attitude questionnaires.
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Table 4.8: Students’ attitudes towards the developed English instructional model

analyzed using percentage, mean, S.D., and c.v. (coefficient of variation).

It
ems - - O . » N
& g e g Z | %2 o <
(SN~ ~= R @ N |—ag B ol
1. I like the instructional F 4
model using drama and g 6 - r ] ) 460 | 051 11.02
questioning techniques. 60.% 40% ’ ’
~
2.1like activities in the
working on drama script _ 6 9
step. ™ ioet 607\ - - - 440 | 0.51 | 11.52
3. I like activities in dramas® | 4 5= | N
rehearsal step. 38.34 4| 416.66 - - 453 | 0.64 | 14.12
60% =
%o %
4.1 like activity in the drama };" 4 I T A
production. / 666/ 3334 :J 6:66 - - 453 | 0.64 | 14.12
Y % AR
5. Tlike activities in the ' I A
evaluation step. 4667 | 46:671 1146.60 - - 440 | 0.63 | 14.37
Vo _aldigy” - Vil
6. This instructional model r il 7 e )7
mofivates me to participate 6 S =46.67—|=13133, - - 427 | 0.70
in learning activities more. 409,21 b} def el 16.49
7 DA LTt _
7. 1learn with a feeling of 11 . 1 :'_L-;
enjoyment. v;, 73.33 20% 6.67 - ':Jr 4.67 | 0.62 | 13.23
- % % -
8. I feel this instructional 8 7
model helps improve my=+ et 11.39
speaking skill. 53.33 | 46.67 - - - 453 | 0.52
%o %
9.1 feel this instructional
model helps improve'my 4 10 1
critical thinking skill. 26.66 | 66.66 6.67 - - 420 | 0.56 | 13.35
% % %o
10. The leatning atmosphere
in the classroom taught by 8
using drama and questioning 6 53.33 1
techniques makes me feel 40% % 6.67 ) ) 433 | 0.62 | 14.24
more confident to speak ° % ) )
English in class.
11. The learning atmosphere
in the classroom taught by 4 10 1
using drama and questioning | 26.66 66.66 6.67 - - 427 | 0.59 | 1391
techniques makes me feel % Yo Yo
more confident to express
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my opinions in class.

12.T always feel happy
when learning English

taught by using drama and 26.66 53.33 23(7 - - 4.07 | 0.70 | 17.30
questioning techniques. % % °
13. T will recommend this 7
course to other students. 6 2 16.70
46.67 40% 1333 - - 433 10.72
% %
14.1 don’t like the r
instructional model using W . 7
drama and questioning - - 1383 46.67 | 1.87 | 0.93 | 49.04
. 40%
techniques. ) %o %
-
15. I don’t like activities in 3 4
tgfam‘;rl‘;ﬁg o o f 23% 53332666 | 193 | 070 | 3640
pt step. , % %
16. T don’t like activitiesin 4% 8 5
the drama rehearsal step. - - 13.33" | 53.33 | 33.34 1.80 | 0.68 | 37.56
/ —t % % %
17. I don’t like activity in % 8 7
the drama production step. ;"' - i o - 53.33 | 46.67 1.53 | 0.52 | 33.68
' . =, % %
18. I don’t like activities in _;1"73!‘ 3 7
the evaluation step. F P v -é()% 33.33 | 46.67 1.80 | 0.77 | 43.03
= % %
# =g
19. This instructional model Sady
doesn’t motivate me to — -, 11
participate in learning - E -,’6il.'6“' 11+73.33 203 % 1.87 | 0.52 | 27.66
activities more. "\ % % F &N
20. I feel bored when ;__:" i 1 7:_-"2
learning through this i
instructional model. - - 6.67 0% __13.33 1.93 | 0.46 | 23.68
% %
21. I don’t think this
instructional migel Tyl 13233 53833 33534 1.80 | 0.68 | 37.56
improve my speaking skill. . ) ‘ ; ] : : :
% % %
22.1don’t think this
instructional model helps 3 8 4
improve my critical thinking - 4 20% §3.33 || 126.66 207 0.59 | 28.72
skill. % %
23 I will not recommend this 1 14
course to other students. - - - 6.67 93.33 1.07 | 0.26 | 24.21
% %
24. Learning through this 5
instructional model doesn’t 10
make me feel happy. - - - 33(%33 66.67 1.33 | 0.49 | 36.60
0
25. The learning atmosphere 7 8
in the classroom taught by ) ) ) 4667 | 5333 | 147 | 0523521
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using drama and questioning % %
techniques doesn’t make me
feel more confident to speak
English in class.

26. The learning atmosphere
in the classroom taught by

using drama and questioning
techniques doesn’t make me 6
feel more confident to - - 6.67 40% 53.33 1.53 | 0.64 | 41.74
express my opinions in % %
class.

Grand Mean score for
positive questions 439 | 0.27 | 6.17

Grand Mean score for 1.69 | 0.44 | 26.17
negative questions

|

As displayed in thie table, the grand mean score of students’ responses to the
positive questions was 4.38, while those:f)f their responses to the negative questions
was 1.69. This indicated that most studenf’ts_ either agreed or strongly agreed with the
positive questions, whergas they disaoree'd:"'oi" strongly disagreed with the negative
ones. Although there was a dlscrepancy between the students’ responses to positive
and negative questions, the grand mean scorééof both parts were consistent. The C.V.
(Coefficient Variation) value obv1ously suppOITed the findings in that the calculation
of C.V. yielded lpw -value-on-all-positive-questions—of~the attitude questionnaire,
representing consisteacy of most students’ opinions with the positive questions,
meaning that most stidents agreed with the positive questions. In terms of percentage,
it was found that 60 % of the students strongly.agreed and 40 % agreed that they liked
the English finstructional model.  Close| ta! three-fourths | of the students (73.33%)
strongly agreed that they learned with the feeling of enjoyment. Interms of the value
of the,instructional model on their speaking and critical| thinking fmiptovement, all of
them or 100 % (53.33 % strongly agreed and 46.67 % agreed) and 87.32 % of the
students (22.66 % strongly agreed and 66.66 % agreed) agreed with the value of the
instructional model on the improvement of their speaking and critical thinking,
respectively. Based on these results, it could be interpreted that students had positive
attitudes towards the English instructional model. Table 4.5 also shows that of all
teaching steps, students had preference for drama rehearsal and drama production

over the first teaching step, working on a drama script and the drama evaluation step.
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Furthermore, most students strongly agreed that the English instructional model

using the integration of drama and questioning techniques provided them with
learning enjoyment.

From the open-ended section provided at the end of the attitude questionnaires
which provided students with opportunities to give additional comments on the
English instructional model, it was found that most students had positive attitudes
towards the English instructional model. ‘They thought that learning through this
model made the lessons more interesting .and_imore enjoyable. One of the students
stated that “This class is dijjerent from oiher~¢lasses. Drama and questioning
techniques make the classsmore interesting. Learners must be active all the time
because everyone has teparticipate in all learning activities.” Another student added
that, “This kind of teaching.and learnin-lg makes students. interested in their learning
and learn happily, enjoyably; ard reiaféedly. ”  Another harmonious view was
presented by a student that “zhe class tim;,; goes very fast. Although [we] study almost
every day and each class takes two-to th;e_e hours, the lessons do not make learners
feel bored at all.” s : :

It is worth noting that so@é studérijﬁg ;clg)mmented that learning through this
model made them feel more confideiit o cﬁf&ss themselves. One student presented
his/her view that <This course lS very béﬁ;ﬁéibl because it makes us feel more
confident to express-myself-~/Another-student-supported this view when saying that
“This subject makes me feel more confident to express myseb‘ in different ways. I dare
to speak more. I dare to do what I have never done before. That is to perform an
English play.dithave never-done~even a Thai.play: Thank you very much, the Teacher,
for making me feel'more confident'to express myself*

Some of the students commented on the eeurse taught byausing the English
instrietional model that they felt the course helped them improve. their language and
thinking skills. One of the students expressed her view that “After learning in this
course, I think I had improvement in terms of English language and thinking skills.”

Many students gave suggestions for the improvement of the model. Some
suggested that the activities should be more varied. For example, there should be
singing songs and watching movies. Students also suggested that the teacher should

provide them with more examples of expressions used to evaluate a performance.



146
Another suggestion was concerning a time for rehearsing. They suggested that

more time should be provided.

4.5.2 Findings concerning students’ attitudes towards the developed

English instructional model elicited by using students’ journals

Apart from the attitude questionnaires, the examination of the students’
attitudes was also executed by utilizing students’ journals. After finishing each lesson,
the students were asked to write journals to indicate what they thought or felt about
each teaching step of each lesson.  The ‘data” obtained from the students’ journals
revealed their obviously positive attitudes towards all teaching steps of the English
instructional model. According to the students” views expressed in their journals, they
tended to have positive.attitudes fowards various aspeets of each teaching step of the

instructional model.

v

4.5.2.1 Students’ attitudes towards the first teaching step (Working
on a drama Script)
For the first teac-hir-lg step; Ehe students considered it beneficial for

oll i
them due to two major aspects as-toliows: :
- for gt !JJJ

1. Enhancing their [darning

“Most-of-the-students-thought-thatthe activities in the first step
helped better their Vlearning. That is, it helped enhance’their understanding of the
lessons, their language, and thinking skills. Also, it provided them with more
language knowledge.» For example, the students stated that.(l) “I understand the
lesson better,”! (2)v“Ht is[ivery good. [I]'learn how to answer questions and give
reasons,” (3) “I learn more sentences and more vecabularies,” (4)d'l think it is good.
We understand|the script and the play’s characters.through the quéstions posed in the
class, (5) “I can develop my English to another step,” or (6) “I can practice many
skills such as speaking, answering questions in English, and thinking analytically. We
can also apply these skills when performing. It makes us understand the play’s
characters.”

2. Creating pleasurable atmosphere for them to learn

The students also noted that the learning atmosphere in the first

step was relaxing and enjoyable. They said, for example, that (1) “I feel excited at the
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beginning. Relaxing atmosphere in class makes me feel relaxed,” (2) “[I] feel
relaxed and joyful,” (3) “It’s an exciting and enjoyable lesson,” or (4) “I feel very

joyful in leaning. It seems everyone enjoy learning. That makes me feel joyful, too.”

4.5.2.2 Students’ attitudes towards the second teaching step
(Drama rehearsal)
With regard to the second teaching step, the students express their
favorable feelings towards this teaching step diiesto four main reasons.
J
1. Enhancing their learning
Like inthe first \teaching step; the students liked the second
teaching step because they thought it enihanced their learning. They recorded that (1)
“I can speak better. I can develop my s}?é&king and my expressions of feeling,” (2)
“[It] enables me to develop myself_:an’d bexéonge more enthusiastic to use language and

>

J
express feelings,” and'(3)"“We can communicate with other people more fluently,

express feelings better, and Lmde-rstf-and a pla}y script better.”
il vl

2. Creatihg pleasurz;ﬁl‘gt{ ttmosphere for them to learn

Also, :tl_l'é'-sfudents ié%éa"é relaxing- and enjoyable learning
atmosphere in the Sééomfteachhg—step.—They noted-that(1) “[1] feel relaxed. I like a
relaxing almosphefé in class,” or (2) “I feel tired from m;previous class. However,
this teaching step provided me with good fun. I like it. It makes me feel more

relaxed.”

3. Assisting them to create:econfidence

It was manifested|in the students’ journals that the second step
helped®create their confidence to express themselves. For example, the students
suggested that (1) “[I] feel more confident to express myself. I learn better, too,” (2)
“[1] understand each character better and feel more confident to act out,” (3) “I like
and enjoy this teaching techniques. It makes me more confident to express myself,” or
(4) “I like the rehearsal step very much because the teacher is a very good trainer. |
can correct my misunderstanding. It also releases my excitement. I feel more

confident to play a character’s role.”
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4. Providing them with opportunities to work in group
The students also express their favorable views towards the
second teaching step, for it allowed them to work in group. They pointed out that
working in group made them learn better, feel more relaxed, and had good fun.
Moreover, working in group enabled them to create a good relationship with their
peers. For example, the students said that (1) “/We] are allowed to work
cooperatively which is good because we can help each other,” (2) “[It] helps create
closer relationship with friends. We caniwork together better. [We] are able to
memorize the script better than rehearsing alone™ (3) “We have a chance to work
with friends. This makes. learning relaxing, " and (4) “L enjoy rehearsing. I am happy
to work with friends,”
4.5.2.3 Sgidents’ attitudes towards the third teaching step (Drama
production) | 7
In general, the students’ ViéWS concerning the third teaching step were
not very different from those coﬂcefning tl-ieipfévious steps, for instance, they felt that
this step enhanced their learning,rassisted{tﬁﬁqrﬂ to create confidence, and provided
them with a pleasurable learning atmospheﬁ:ﬁowever, it seemed like the students
preferred this teaching step more than the ﬁ;éVfdﬁs teaching steps, as they expressed
their favorable attifudes-more:~they; forexampie;expressed their sentiments that (1)
“I enjoy it very muéh, 7 (2) “I enjoy it very much because I have a chance to speak
English,” (3) “I am glad that I have a chance to study this subject. It is enjoyable and
relaxing,” (4 “L like, this, teaching step-becauses it ;makes teaching and learning

3]

relaxing. It is_enjoyable, " or (5)L<1t’s very enjoyable. I feel "happier to learn.” In
addition, there were numerous responses which indicated that the third teaching step
helped the students build their confidence. They said, for-instance; that (1) “/I] can
improve my speaking and pronunciation. [I] feel more confident to express myself,”
(2) “It enables us to be more confident to express ourselves to others,” (3) “We learn
better and become more confident,” or (4) “I feel more confident to act out and to
speak.”

It is worth noting that in addition to those benefits of the third teaching
step as mentioned previously, the students agreed that the third teaching step helped

create their self-esteem. They pointed out that what they were allowed to do in the
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third step made them proud of themselves and encouraged them to do better. The
students often implied different levels of satisfaction with their performance. For
example, the students expressed their high satisfaction with their performance that (1)
“I feel I can do much better than the previous times in the production step. I can see
my progress in many aspects such as facial expressions, voice projection, and
gestures. I am proud that I can do it,” (2) “I feel less excited this time because I have
developed my skill and confidence through frequent practices. I have tried hard for
this performance. I practice delivering my/'seript and acting. I think I can do better
than what 1 did before,” (3) “[L] feel mgre conjident to act out. [I] can speak English
better. I have fun and feelproud of myself becausei-can speak English,” or (4) “Each
time we perform, we know the level of our ability so that we can prepare ourselves
better for the next time.” However, so'metimes, the students seemed to have low
satisfaction with their performance and Pexpress their attention to improve their
performance. They stated;, for example, Ttdhat (1) “I should try to deliver my script
better than this” or (2) “Lidon’t know wf;ey I cannot act out as well as I did in the
rehearsal step. It might be beeaise L feel exgzted I'will improve my weaknesses in the
performance next time.” J— 79

4524 Students’ attitudéé " towards. the fourth teaching step

(Dramarevaluation)

Similar to the previous teaching stepsy|in the fourth step, most
responses indicated the students’ favorable feelings towards the step. Their favorable

responses to this teaching step.could be divided intosthree main-categories.

1. Providing‘them with opportunities to practice thinking

and speaking

Many students stated that this teaching step provided them
with opportunities to practice thinking, expressing opinions, and exchanging their
ideas as well as practicing speaking English. They said that (1) “In answering
questions, we can practice thinking and forming English sentences,”(2) “We have a
chance to practice thinking and analyzing in order to answer the teacher’s questions
and learn what we have to improve from other groups’ comments” (3) “We had a

chance to practice analyzing and expressing opinions,” (4) “I have ideas and
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opinions to express and 1 feel the opinions expressed in class become more
various,” (5) “We have an opportunity to express our opinions and to learn other
people’s opinions,” (6) “I can practice speaking, explaining, and exchanging

>

opinions with friends,” or (7) “Everyone in class has a chance to express their

opinions in English so that they can practice thinking and speaking at the same time.”

2. Assisting them to improve themselves and their work

According to most /of the students’ responses, it was also
discovered that the students considered the fourth-teaching step beneficial to them in
that it helped them leatn-how to improve themselves and their performance. They
noted that (1) “We learn our weakness so that we can improve ourselves,” (2)
“Everyone knows theizaweakness so thallt they can improve it. I think it is good,” (3)
“We can see how we should improve our:pzrformance next time. Friends’ suggestions
are useful for our improvement,”, (4) “’fha; evaluation of a performance makes us
know what should be kept and whatishould be ‘improved for the next time

>

performance,” or (5) “It'is ver)} édvanméé}ou& because we learn what is good and

abd vl
what should be improved abaout our group’s performance from other groups’
¥. e i Ao

- -
opinions.” —
i o ___'

| =23, Creating pleasurable atmospheie for them to learn

The students agreed that learning 1n the fourth teaching step
was preferable in that it made them feel relaxed, enjoyed, confident, and became more
active when Jearning~The-students,,fer-example, stated that (1) “I feel relaxed and
more confident to‘express 'myself."I-don’t feel worried when studying,” (2) “It helps
me memorize what I learn better than other techniques. It is enjoyable and it creates
confidence,” (3) £l feel more confident to express myself. ['feel better with the English
subject,” (4) “I feel good because it makes me feel confident to answer friends’ and
teacher’s questions,” (5) “I am more interested in learning English because I learn
more vocabularies that I can apply in everyday conversation. I also feel more
confident to express my opinions,” or (6) “It makes me active all the time because the
teacher will ask questions about other groups’ performance. So, we have to pay
attention to the lesson. Because of this, we gain some knowledge from the

performance.”
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4.5.2.5 Students’ overall views towards the developed English
instructional model
In the last section where the students were asked to express their

overall views of the English instructional model using the integration of drama and
questioning techniques, a confirmation of their views as expressed in the previous
sections was found. Simply put, the students’ responses reflected their favorable
feelings towards the lessons implemented by using the English instructional model in
the similar aspects to what they had expressed‘insthe previous sections of the students’
Journals. For example, they thought that,the icssons'helped enhance their learning and
they were enjoyable. They rtecorded that (1) “it is good because it helps us
understand our roles better Discussing and rehearsing with friends make the class
more enjoyable,” (2) ‘dfanuglad that1 -I‘choose to study this subject because I enjoy
every teaching step andsevery period-of .le’t',zrning, ” (3) “It is enjoyable and relaxing
teaching. I learn more vocabularies anc—i learn to form English sentences,” (4) “I
think it is a very good'lesson, We can p;a_ctice many skills in all steps,” or (5) “In
general, everyone can develop thelhselves-;\;;ér; fast. Now, I feel I understand English
better.” = i 0

4.5.2.6 Some ﬁégétiVe resp(-)il-s-:_éé: to the instruction

Although=m=general-the-students=had=positive attitudes towards the
lessons implemented by using the integration of drama and questioning techniques,
there were some aspects of the teaching procedures towards which they expressed
complaints. Most negative, tesponses, svere concerning .the .time constraints. The
students remarked”that-the'time ‘previded for them-to practice 'or prepare themselves
was insufficient. For instance, they#said that “Thestime for rehearsing is not enough.
So, wie are not well-prepared_ for the performance,” or {‘Sometimes I need more time
to think before answering questions.” They also complained that sometimes they did
not understand the questions the teacher asked or they did not know how to answer
those questions in English. They noted that (1) “Sometimes I don’t understand the
questions and I can’t answer the questions in English,” (2) “Sometimes I can’t form
English sentences to answer questions. I don’t know English words. But I will try.” Or
(3) “It is difficult to answer the questions in English.” However, it should be noted

that the students’ negative responses were found only in the first five lessons.
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Based on the data obtained from students’ journals, it could be

concluded that the students had positive attitudes towards the English instructional
model, especially in terms of its advantages in enhancing the students’ learning,
creating their confidence, creating a pleasurable learning atmosphere, equipping them
with the skills they needed to do group works, helping them create self-esteem,
providing them opportunities to practice thinking and speaking, and assisting them to
improve themselves. However, the students/expressed their complaints concerning the
time allocated and their inability to understand the teachers’ questions in some lessons

particularly in the first five lessons.

4.5.3 Findings.congerning students’ attitudes towards the developed
English instructional model from the teacher’s journals
In order to examifie stidents” attitudes towards an English instructional model,
the teacher observed students’ responses-_d to each teaching step of each lesson and
recorded the results of the gbservation in the teacher’s journals.
i)
4.5.3.1 Results of the tegéﬁgﬁ’s observation of students’ class
participation in the first ﬁé:hing step (Working on a drama
script) s e
The data-obtained-from-the teacher sjournals indicated most students’
dispositions to respdnd to the first teaching step of the instructional model in positive
manners. In almost all lessons, the teacher noted that most of the students participated
actively and worked on their assignedstaskssattentively,-For-example, the teacher
noted in the'first'journal of the! first lesson plan that “In the ‘first step, the teacher
asked the students to describe the icontext of a cenversation. Everyone participated
actively. Everyone\paid close attention to their work. However, some students looked
confused with the instruction. They asked their friends and the teacher to clarify their
understanding.” Then, in the second journal, it was recorded that “Students were
asked to report a part of the play to the class according to the given questions. All of
them worked attentively. They discussed with their partner about the scene. No one
talked about something else. They asked the teacher about the words they didn’t
know. All of them worked. Most of them looked active. Only two second-year students

were still quite quiet.” In the sixth journal of the sixth lesson plan in which the
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students were assigned to write a play script on their own, the teacher observed
that “Students worked actively in this step. When asked to describe the scene and
characters in the play they had written, they could do it fluently and flowingly without
having to look at their note. Everyone in the group took part.” And in the eighth
journal, the teacher recorded that “Students attentively worked on their script. They
went to see the teacher before and after the class to consult about their script.
Sometimes, they asked the teacher in class to help them with the language. They
eagerly adjusted their script after commentsswere given. When asked to report their
work, they also did it attentively. It seemed like“they felt more confident to speak
English.”

What the*teacher had recorded in the journals indicated that the
students had active invelvement'in the téaching and learning activities provided in the
first teaching step. It could be concluded from these behaviors that there were
tendencies of students’ positive attitude; towards the first step of the instructional
model. However, it sheuld be noted-that gh_e teacher remarked in some journals when
working on the second play that the studéfiisJ'did not participate actively when they

4 L
were asked to answer the teacher's questions about the play.

4532 Resilts of the tez-{;h:_é*l!‘_’é observation of students’ class

participation in the second teaching step (Drama rehearsal)

The étudents’ behaviors in the second step; aé recorded in the teacher’s
journals, also revealed that the students had positive responses. In general, the teacher
reported that~the, students, leoked jenjoyed and happy when. participating in the
activities provided’ in<'this second teaching' step~' Most ‘ofthe students looked
enthusiastic and attentive to rehearse roles and better their acting. This could be seen
fromithe teacher’s' journals noting!that “When asked to-rehearse their roles, they
looked enthusiastic. All of them rehearsed though the teacher was not there. They

]

seemed to enjoy rehearsing.” It was also recorded that “students looked happy in
doing this activity. They rehearsed attentively though the teacher was not around
looking at them. When the teacher gave them some feedback about their presentation
of the roles, they actively tried to improve their roles.”

From the teacher’s observation, it could be seen that most of the

students voluntarily participated in the activity without the teacher’s control.
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Therefore, it could be concluded that they had pleasure in participating in the

activity and that the students had positive responses to the second step of the teaching

model.

4.5.3.3 Results of the teacher’s observation of students’ class

participation in the third teaching step (Drama production)

The students’ favorable responses to the third teaching step of the
model were also displayed in the teachew’s#journals. The teacher remarked in the
Journals that the students prepared their,perfoimance and acted out attentively. Many
of them tried hard to deliverthe play’s dialogues bynot reading the script, as recorded
in the teacher’s journals*that"“7he students prepared themselves quite well for the
performance. They attentively acted out. IMany of them tried not to look at their script
when performing.” In the fifth lesson plah ‘when the students were assigned to act out
the last scene of the play entitled “Torﬁ Walker and the Devil,” the teacher also
noticed that they worked actively and- prepared their performance with careful
attention. The teacher noged that * Students great attempt and good preparation could
be clearly seen in this step. T hey prepared everythlng actively. Their props and
costumes were well prepared. They-looked qulte nervous when performing. However,
most of them could, do-it well.” In the second half.of the lesson plans when the
students were assighed-to-dramatize-the-play-written=by | themselves, the teacher
noticed that the students became happier and had fun working in this step. The teacher
remarked that “Students looked enjoyable when acting out. Other students also looked
happy when swatching their friendsy sperformances Smiling, and laughing could be

observed throughout this step.”

4.5.3.4, Results of the teacher’s 'observation of students’ class

participation in the fourth teaching step (Drama evaluation)

It is noteworthy that the fourth step seemed to gain the least favorable
responses from the students, for the teacher recorded several times in the journals that
the students did not participate actively in this step. Only few students participated
when they were asked to express their opinions concerning their friends’ performance.
The teacher recorded in the second journal that “They were quiet in this step. Only

two students responded to the questions. Others looked tired and bored.” Again, in
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the fourth journal, the teacher noted that “Students did not respond to the questions

actively. Only few students responded. It was only when their names were addressed
that they tried to respond. However, it took them long time to respond.” However, it
should be remarked that the students’ positive responses to the fourth step were
shown in some journals. For example, in the fifth journal, the teacher reported that
“Most of the students tried to express their opinions. However, it seemed like it was
difficult for them to articulate in English. More students participated more and more
actively when being allowed to speak Thai . "Lhe teacher also reported in the sixth

Journal that “Students voluntarily and willingly-expressed their opinions.”

4.5.3.5 The teacher’s general impressions of the students’ behavior

in the class :

In the lagiSection of the teacher’s journal, the teacher recorded general
impression of students’ behaviors.in the'-elass In general, the results obtained from
this section agreed with the findings presented in previous sections. That is, there
were dispositions of the students’ favorable responses to the English instructional
model implemented. The teacher remarked that Ihe students tended to like the second
and third steps the most. The teacher noted—_that “In general, students actively and
attentively did the activities assigned. They seemed to. become more active and had
fun in the second and third-steps="

From the teachér’s journals, it could be concluded that the students had quite
favorable responses to the second and third steps, which is consistent with the
findings from-the,questionnaires. Howeversit svas not elearwhether the students like

or dislike the first“and-the last teaching step, for'sometimes their responses tended to

be positive and at other some they did not.

Summary

This chapter presented the findings according to four research questions: (1)
How can drama and questioning techniques be integrated in the developed model to
enhance students’ speaking achievement and critical thinking skill?, (2) To what
extent can the developed English instructional model enhance students’ speaking

achievement?, (3) To what extent can the developed English instructional model
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enhance students’ critical thinking skill?, and (4) What are students’ attitudes

towards the developed English instructional model?

The development of the English instructional model was carried out by
analyzing and synthesizing both language and language learning theories which
underpinned drama and questioning techniques. The key concepts of the two
techniques underpinned by the theories were, then, integrated to formulate principles
of the English instructional model. Four teaching steps were, subsequently, designed
according to the principles.

Based on the examination of speaking test'reésults, it was discovered that the
English instructional modelswas effective to enhance students’ speaking achievement.

The findings fisem the dnvestigation of critical thinking test results and
students’ journals usedsto elicit studentlls’ critical thinking revealed that the English
instructional model was@ffeétive to enhance students’ critical thinking skill, though
the data obtained from the'teacher’s jz)urnglsjgiid not clearly confirm such findings.

In terms of the students’ attitude‘;towards the English instructional model,
findings from attitude questionﬁéifes and-isd'i!uaents’ journals clearly showed that the
students had positive attltudes towards thc Enghsh instructional model, while the
findings from the teacher’s ]ournals dlspfw;éd students’ positive attitudes towards

only some steps of the English instructional model




CHAPTER 5

SUMMARY, DISCUSSION OF FINDINGS, AND RECOMMENDATIONS

Presented in this final chapter is the summary of the study, the summary of
research findings, discussion of research findings, implications of the findings, and
recommendations for future studies. Its aim is to display the overall picture of the
study, starting from research methodology, fesearch findings, along with theoretical
justifications and empirical supports of the e6nelusion of findings. It also discusses
the implications of thewstudy in EFL instruction.” Recommendations for further
research are also provided atthe.end of the chapter.

)
5.1 Summary of the‘Study , Y

The roles the Englishlangtiage plal'ys has been growing in its importance in the
present boundless world" whete .intem:a:t'ifpn,al contacts are almost unavoidable.
Likewise, critical thinking i3 extensively a'ékr;qwledged as an indicator of academical
success as well as an intellectual>weapon éeis.'-‘need to navigate both their personal
and professional life to handle the incre'e};i_-ng-ly problematic and complex world.
However, studies have shown that most of the Thai students somehow have not yet
successfully masterjed those two crucial skills, despite’ long years of English
instruction they receive in school.

Many scholars and.researchers pointed out the promising role of drama and
questioning téchniques in enhancing speaking and festering critical thinking based on
the main reason that the two techniques facilitate interaction, which, according to
learning theories,plays azvital-role in learningachievement: This studyy therefore, was
conducted to develop ‘an English instructional model using the integration of drama
and questioning techniques to enhance speaking achievement and critical thinking

skill of Thai university students studying English as a foreign language.

Subjects
The subjects of the study consisted of 15 non-English majored undergraduate

students enrolled in the English through Drama Course offered at the Faculty of Arts
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and Management Sciences, Prince of Songkla University, Surat Thani Campus. All

of them have passed two required English Foundation courses.

Research design

The research employed the one-group pretest-posttest design. The
measurement of the treatment’s effectiveness was conducted by comparing students’
gained scores before and after implementing the treatment. In addition, students’
reflections in their journals, the teacher’s'jousnals, and students’ attitudes elicited
through attitude questionnaires were analyzed-to-determine the effectiveness of the
developed model.

Research procedures '

The research procedures compriéea three phases. The first phase concerned
the development of the English instructior?al imodel using the integration of drama and
questioning techniques to enhance speak'illn_g achievement and critical thinking skill.
The development of the istalictional modéliwaé-ls carried out by reviewing concepts of
drama and questioning techniques and in-s{_itﬁ:_cltigonal model development as well as
analyzing and synthesizing learning and f@;g!flage theories to draw out their key
concepts underpinning the utilization of dre{r;ii and questioming techniques to enhance
speaking and critical—thinking:—Model—principies=were  consequently formulated
according to the reviewed concepts, and the teaching steps were determined based on
the model principles.

As forgthe second- phasesthe, implementation-of~the-English instructional
model, three major'stages were included.

1. Validation of the Englishtinstructional medel by a panel of experts

The English instructional model was verified by three experts-in the field of
EIL and Reading Education before implementation to ensure its quality and validity.
Validation results showed that two out of three experts agreed on each item. Hence,
the model was considered acceptable.

2. Planning for the implementation of the English instructional model

Before implementing the English instructional model, the instructional and
research instruments consisting of lesson plans, speaking achievement test, critical

thinking test, attitude questionnaires, students’ journals, and teacher’s journals were
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developed. The lesson plans were divided into two halves. The first five lessons

allowed the students to work on the given plays, while in the last five lessons the
students were required to write a play script of their own. In terms of the speaking
achievement test, there were two sets of the test, questions on a single picture and
guided role play. As for the critical thinking test, it was in a form of controlled essay
to allow the students to take time to think and express their thoughts. In order to
prevent their language barrier, the students were allowed to respond to the test using
L1. To triangulate the data concerning thesimprovement of their critical thinking
ability, students’ journals and teacher’s journals-were also used. The two instruments
were divided into two_seetions. The first section was used to examine the students’
attitudes towards the English®instructional model, whereas the second section was
designed to elicit the stuidents’ thoughtg and to record the teacher’s observation of
students’ performance in each class. The attitude questionnaires arranged in a five-
point Likert scale was also employed to igvestigate the students’ attitudes towards the
developed model. All these instruments wi;_re validated and piloted, and some parts of
each instrument were revised/to ensure apﬁiépfiatness before use.

3. Conducting the experiment and ébjilérclt%ng data

The main study was conducted iit thé_%a‘gl:.édemic year 2008 with an intact group
of 15 undergraduate non—Eﬁgﬁs'hr'major students at-Prinee of Songkla University,
Surat Thani Campus«Fhe-experimentiasted40-hours:

The third phélse, the evaluation of the effectiveness orf the English instructional
model, was executed by analyzing the students’ achievement from the gained scores
obtained fromsthe, comparison,of speaking.andgritical thinking-pretests and posttests.
Hedges’g effect size was also'employed'to'measure-the 'size' of'the effects caused by
the experimental treatment on fthe students;zspeaking andgeritical thinking
achievement. The'second sections of both' students’ journals and'teacher’s journals
were also analyzed by means of content analysis to reveal the effectiveness of the
developed model to enhance speaking achievement and critical thinking skill.

Additionally, the analysis of the students’ attitudes towards the English
instructional model was carried out to determine the effectiveness of the model. Data
elicited through the attitude questionnaires were analyzed using descriptive statistics
of percentage, cv, Standard deviation, and mean, as well as content analysis. The first

sections of the students’ journals and the teacher’s journals were analyzed using
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content analysis. The results obtained from the three instruments were triangulated

in order to more confidently draw conclusions of the findings.

5.2 Summary of Research Findings

This study was conducted to investigate the effectiveness of the English
instructional model using the integration of drama and questioning techniques to
enhance students’ speaking achievement and critical thinking skill. The investigation
also extended to the students® attitudes towards.the model. The summary of findings

is presented according to these atcas of investigation.

5.2.1 The effectiveness of the English instructional model in enhancing
students’ speaking achievement

The determinatiofi offthe effectiveness of the English instructional model in
enhancing students’ speaking achieveme‘—l,it was carried out by comparing the mean
scores of the speaking achieyement preéest and posttest. The results revealed the
students’ statistically significant ifnproveh-i;éri‘f after the exposure to the treatment.
That is, the mean score of the posttest was-g-j_'gnilflicantly higher than that of the pretest

at the 0.01 level of significance.

5.2.2 The efiectiveness of the English instructional model in enhancing
students’ critical thinking skill

The effectiveniess of the English instructional model in enhancing students’
critical thinking skill was determined by, means,of the eritieal thinking test, students’
journals, and'teacher’s-jouritals. Paired-sample t-test-was‘applied to compare the mean
scores of the critical thinking pretest and posttest. Results demonstrated students’
critical| thinking improvement, for. the mean score of /the posttest was statistically
higher“than that of the pretest at the significant level of 0.01. The result was
confirmed by the findings from students’ journals. However, findings from the

teacher’s journals did not clearly reflect students’ critical thinking improvement.

5.2.3 Students’ attitudes towards the English instructional model
The investigation of students’ attitudes towards the English instructional

model was executed by employing attitude questionnaires, students’ journals, and
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teacher’s journals. Content analysis was applied to analyze the elicited data.

Findings from the attitude questionnaires and students’ journals manifested the
students’ positive attitudes towards the English instructional model. As for the
teacher’s journals, it was found that the students had positive attitudes towards the
second and the third teaching steps. However, from the teacher’s observation, it was
not clear whether students had positive or negative attitudes towards the first and forth

teaching steps.

5.3 Discussion of Research Findings

This section presents the discussion of the findings which can be divided into
four major aspects: the.effectiveness of! the English instructional model in enhancing
students’ speaking achievement, the effectiveness of the English instructional model
in enhancing students’ seritical thinking; skill, and students’ attitudes towards the

English instructional’'model.

5.3.1 The effectiveness of the Engllsh instructional model in enhancing

students’ speaking achievement -J'Vir 4

It could be claimed from the findi@é!_:that the English instructional model
using the integration of drama and que-s't!i-t-;ﬁ*ir_lg technigues effectively enhanced
students’ speaking achievement:-thatis;the-measurement of students’ speaking after
the exposure to the treatment revealed their statistically significant improvement. The
students’ improvement in their speaking could be due to the following reasons.

First, .the dinstruction deliveredsbased en jthe developed.English instructional
model using the“integration’ of'~drama ‘and questioning! techniques emphasized
interaction either between student and student orsteacher and student. Theoretically,
interdetion’|is vital tol language learning./ As |previously” mentioned; according to
learning theories such as social constructivism and cognitivism, cognitive growth
depends on social interaction. As the predominant benefit of drama techniques is their
provision of contextualized meaningful context for the interaction (Hardison and
Songchaeng, 2005), the inclusion of drama techniques into the model could help
enhance students’ acquisition of language and development of their cognition. In this

developed model, all teaching steps of the model were designed to facilitate different

forms of interaction. The first teaching step, working on a drama script, focused



162
mainly on class discussions which allowed the students to practice expressing their

thoughts or opinions concerning themes, plots, or characters of the plays. Through
this activity, the students had opportunities to orally interact with peers and the
teacher in English in order to express and exchange opinions. In the second step of
drama rehearsal, the students were assigned a role as a character in the play. The
interaction was in a form of conversation between different characters in the plays.
The context of the interaction was clear and relevant so that it was meaningful to the
students. They knew who and where they were,.who they were communicating with,
what the relationship between them zhnd other~characters was like, and what the
purpose of their interactionwas.. Questioning techniques were always applied to
remind the students of theé context of their communication while they were rehearsing.
In general, the knowledge of the roles eI)f communication contexts can help enhance
students’ communicativg'competence; for an ability to communicate does not involve
only knowledge of linguistic forms but ;lso includes knowledge of communication
contexts that the forms can be applied (Paulston and Bruder, 1976). The meaningful
context provided students with' reasons for the interaction that consequently, their
active involvement could be expected As for the third step, drama production, the
students were allowed to physwally and emotlonally engage in drama production.
This provided them, with” opportunities to experlence different kinds of interaction,
active experience thigugh-their-active-engagementin-the plays as well as experience
of real world-like communication which usually involves ideas, emotions, or feelings.
For the last step, students were encouraged to express their opinions about each
group’s performance.

It can be seen-thatiall' teaching steps allowed the' students to orally interact
with both peers and the teacher. They were alsogprovided with active experience to
practice using the language. Most of the class time was devoted to 'students’ speaking
practice, which capitalized interaction and active learning involvement. It could be
these practices and experiences that gradually contributed to the development of
students’ speaking skill. This justification was confirmed by Vygotsky’s and Piaget’s
learning theories (as cited in Sutherland, 1992 and Wadsworth, 1996) that social
interaction and active experience enhance students’ learning achievement.

Second, the English instructional model, to a certain extent, required the

students to employ a full range of their language skills—reading, writing, speaking,
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and listening—which could enrich their linguistic repertoire and benefit their
speaking achievement. Simply put, although the model mainly emphasized the
enhancement of the speaking skill, other skills were also simultaneously developed.
The students needed to read the drama scripts in order to be able to engage in the
discussion activities and to prepare themselves for drama rehearsals and drama
productions in the next steps. They were required to write a summary of a play as well
as to write a play script for stage performance. As for listening, it usually comes
alongside with speaking. It is possible that the exercise of both their productive and
receptive skills supported their learning Of-dmguistic forms and consequently
contributed to the development of their $peaking ability.

Third, as reflected through the! students’ journals, the English instructional
model using the intggration JOf drarr}a and questioning techniques created an
enjoyable, relaxing, andifriendly learniﬂg ’étmosphere. A good relationship between
students and the teacher was promoted. A_.;:co_rding to Akey (2006), there is a positive
association between this kind of relation;hip with students’ level of engagement as
well as their academic gain. This leérning éliinéte, for this reason, could be considered

one factor affecting students’ impri:)'Vement'.J.::_.—: 7

Additionally, consideriﬁg fearning b‘ES‘éd on the implementation of the model,
students could contiol their own 'leraming whlle*thé teacher was only there to help and
guide them. They Could-either-ask-their-peers-ortheteacher when they had problems.
This not only fostered students’ confidence, but also helpéd reduce their language
learning tension, fear, or anxiety which, according to Via (1987) and Browne (2007),
obstruct students?, language, learning; or dearning tosspeak. Accerding to Krashen and
Terrell (1983),!itis a<learining situation with'lower anxiety that supports language
acquisition. Since confidence was icreated whilestension and fear were minimized,
students i\ this|study'practiced speaking mote in the class."They had more courage to
express their opinions and to actively engage in drama activities. As a result, they
could develop their speaking ability.

Finally, the lesson plans and materials designed based on the developed
English instructional model provided a clear scope of language topics which students
were expected to master and which facilitated repetitive practicing. According to

Bygate (2005), learners can gain benefits from the repeated use of tasks or activities.

Each lessons of this study, more often than not, prepared similar learning activities for
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students to work on. Students could make a prediction of what they were going to
encounter in each class, what kind of questions were going to be asked, and what they
were expected to do in each assigned task. Sometimes, some students came to the
class with completed tasks, though they had not been assigned. The application of
repetitive tasks and activities could create students’ familiarities with those tasks and
activities as well as strengthen their skills in completing them. Also, the students felt
more secured to get involved. One student said “The questions are repeated many
times so that we understand the questions and'are able to respond.”

When examining ‘the effects of the English instructional model on each
particular speaking compenent by comparing theramount of difference between the
means of the pretest and"posttest, it was found that among all components, students
had the greatest improvement in the qua'ntity of communication. This outcome might
have stemmed from studénts? ifcreased eonfidence, As their confidence in learning a
second language was established, they C(;lld have felt more secured to speak and to
express themselves. The benefit might ais_o be attributable to thinking engagement
which was enhanced in parallel with speaklpg The ability to formulate and generate
ideas possibly enabled students, to deliver mior-e f.?levant contents when speaking.

As discussed previously, the Englislﬁriéiructional model using the integration
of drama and questioning techniques waé"!éffé-éfive to emhance students’ speaking
achievement. The simitar-findings-were-aiso-found-by-Miccoli (2003) whose study
manifested that drama had positive effects on students’ oral skills. The similarity her
study shared with the present one was the encouragement of active engagement in
drama activities and the establishment ,of .a.climate jof<trust and enjoyment in class
which contributed" to~'students’ leral" skills. " Shewinsisted! students’ feelings and
motivations played crucial role in enhancing theirgspeaking. Motos{Teruel (1992) also
reported the similar findings from the examination of drama techniques on students’
speaking. Likewise, he implied that drama activities caused interaction among the

participants as well as amusement and subsequently enhanced students’ oral ability.

5.3.2 The effectiveness of the English instructional model in enhancing
critical thinking skill
The research findings from the critical thinking test and students’ journals

exhibited evidence of students’ greater improvement after being exposed to the
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treatment, the English instructional model using the integration of drama and

questioning techniques. Although data obtained from the teacher’s journals were not
explicitly consistent with this finding, the results from two out of three instruments
should be sufficient to make a claim about the effectiveness of the English
instructional model in enhancing students’ critical thinking skill. The students’
improvement in terms of their critical thinking might have stemmed from the
following attributes of the developed model:

First, the English instructional modelsmainly enhanced students’ critical
thinking through social “interaction. TheorClically.” social interaction is a major
component of cognitive.development. Beyer (1997) strongly promises the value of
this theoretical concept.on thefdimprovement of thinking. He posits that interaction has
enormous advantages on' the developmeﬁt and improvement of higher order thinking.
Discussions generated infall eaching stepé of the English instructional model could be
claimed to be a kind of interaction WhichT provided the students with opportunities to
formulate their thoughts and share both th%_ir experiences and knowledge. Interaction
in a form of discussionjalso pr-ov-ided tﬁ_'é-:':teJé-lcher with a chance to encourage the
students to justify their thoughts 1z'ind gi\)é;jé\:gilc}ence to support conclusions. These
practices, according to Beyer (1997, are tlé‘_le.;(hibition of good thinking. From the
second part of the students’ :j—ciiifnéls emplé;gai to elicit their thoughts, it was found
that students’ ability to-express-reasons-or-justify their thoughts were shown after
being given the treatment. This ability could have, more orr less, stemmed from their
experiences gained from class discussion.

Secondy the oppertunities te intesact.orally to,exchange-ideas also contributed
to the enhancement' of-thinking.'Cerson (1988) points out!that'previous dialogue has
fruitful effects on thinking ability and that the experience gained from oral language
expefience| can function as the raw .material for thought. Christenbury and Kelly
(1983)present an additional idea that experience gained from dialoguing like asking
and answering questions help improve the focus and clarification of thoughts. The
English instructional model entailed oral interaction as it encouraged the students to
express divergent thoughts and exchange their views so that they could experience
different ways of thinking and ideas from different perspectives. The productive
outcome in terms of their critical thinking skill probably have stemmed from this

experience.
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Third, all teaching steps of the English instructional model promoted

collaborative learning which caused significant effects on learning enhancement. The
students were allowed to work collaboratively in almost all activities. For example,
they were encouraged to discuss a play with peers in their group. They were assigned
to dramatize a play. Through these activities they had opportunities to express their
thoughts and to explore others’ views, which can subsequently enable them to
construct knowledge which was meaningful .to them, as Gokhale (1995) proposes,
collaborative learning is the source of knewledge construction. It has immense
benefits to learners’ learning improvement (Stiuth-and MacGregor, 1998). In addition,
it was reflected in students*journals that being allowed to work together made the
learning atmosphere mere relaxing and'enjoyable. The students also felt confident to
get involved in class agtivities. /As they -I-felt relaxed and confident, they tended to be
motivated to express their/ thoughts more.. All'of ‘these learning aspects could
consequently support students” critical thi_r;kir_.lg improvement.

Fourth, the English instructionalimodel encouraged active engagement of
students’ thinking. The mtegratlon of drama and questioning techniques provided a
learning context where the students were snmulated to generate and articulate their
thoughts and opinions. That \Swhen Wo_ldng on drama, the students needed to
deepen their understanding of the settmg, ploT, theme, and characters before they
could communicate-the-play’s-meaning-to-the-audience -through their performance.
The interpretation and preparation of drama required thenﬂ to discuss, to exchange
ideas and opinions, and to work cooperatively and collaboratively with peers.
Questioning during,the interpretation and preparation played its.roles in guiding and
facilitating students’ “formulation,~expression, and-clarification of their thoughts.
When rehearsing and performing, they were required to exercise their thought of how
to communicate their,understanding of the/play to_the audience. If'could be said that
through their engagement in all teaching steps of the English instructional model,
students’ cognitive, mental, and emotional processes were continuously activated, and
that could gradually have enhanced their critical thinking skill. This assumption is
consistent with what Carini, Kuh, and Klein (2004) claim in that students’
engagement is one of crucial predictors of their learning growth.

Finally, classroom atmosphere is regarded as a crucial factor in nurturing

students’ critical thinking skill because the engagement in high order thinking is
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sometimes considered risky. Bayer (1997) suggests that the establishment of the

atmosphere which makes students feel comfortable and confident to engage in
thinking tasks is necessary. With the integration of drama in the English instructional
model, the classroom atmosphere tended to be a playing atmosphere rather than a
learning atmosphere. Questioning was generally applied to ask students to clarify their
thoughts of what and how they were going to play and why they were going to play it
in that way. As can be seen, the thought expressions in response to these questions
could be divergent. This could somehowsminimize students’ feeling of being
unsecured in responding ‘because many diffcrent answers were possible. For this
reason, they could be encouraged to extend their-thoughts more. As Lynch (1996)
posits, learners tend to.give longer responses when they are allowed to say what they
think. In addition, students were frequen%]y allowed to work in groups. Then, the close
relationship among them‘all gradually dévéloped. Under this pleasurable atmosphere,
students’ obstacles of crigicalithinking de;elg)pment like “fears of making mistake or
fear of looking foolish® (Nesi¢h, 2001: 25) could be diminished or totally overcome,
hence more engagement in thinking prééfiéés could be expected. Subsequently,
students could reap benefits for, thelr thlnkmg 1mprovement

As mentioned earlier in this sectlon——the findings obtained from the teacher’s
journals did not explicitly conﬁrm that'the Eng'hsh instructional model was effective
in enhancing studenés™eriticai-thimkmg:=From-the-teachei s observation of students’
thinking skill as reflected through the way they answéred questions and their
expressions of opinions and reasoning in class, it was found that students’ thinking
improvement-was, noticeable enlyin, some-of the teaching.steps. It was recorded that
they became’passive learners in some steps.’Most of-them'did not actively respond to
the questions posed, especially in the fourth steps Their critical thinking ability, as
reflected ' through. ‘their performance, was/also reported  that it ‘was mot constantly
shown.! That is, sometimes their thinking ability could be perceivably recognized
through their dramatization like in the assigned mini and final projects, while at other
times it was hard to observe their thinking ability. However, this might not mean that
the English instructional model was ineffective. The explanations and justifications
are as follows.

First, the instruction in class was delivered in English. The students’ inability

to respond to the questions might be due to their language barriers. It could also be
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possible that they did not understand the English questions. Because of this, they

chose to keep quiet. Second, to answer the questions which required them to evaluate
a performance was more difficult than answering factual questions concerning a play
both in terms of formation and expression of thoughts, especially when they were
required to respond in English. In terms of their ability to dramatize a play, the
students’ inability to reflect their understanding of the play or the play characters
might be owing to their reading problems. They might not clearly understand a play
script in the assigned part. This made it hawd forthem to reflect their understanding of
the play through their performance. It might also'bé possible that some parts of the
play required high acting.skills, so.the students were not able to perform well in that
part as they were unableto express their entire understanding. It was observable that
they clearly reflected their abiligy only v&len the dramatization was assigned as a mini
or final project. The reagon might be that the mini project and the final project were
assigned after the students thad _workea on each play thoroughly and they had
repeatedly practiced assuming themselvés to each character’s role. Such practice
helped them develop their understandmg and ‘skill so'that they could clearly reflect
their perception of the play through their: later Performance O’Malley and Chamot
(1990) remark that having repeated oppﬁ‘ﬁlmtles to practice new strategies on
different kind of tasks enable students to intérnalize the.skilk

However, no-matter-what the-actual-reason-was,~what was found from the
implementation of the teaching model was that the students devoted greater attempt to
better each of their performance such as consulting the t¢acher, working on assigned
tasks attentivelys orsrehearsing sactivelys~.Erom ~an -educational perspective, the
attention should bé'paid to'these! processes rather than focusingion the end product. It
is through these processes that the dispositions ofsstudents’ growth ean be expected.
As Nogich(2001). postulates, critical thinking processes do'not mean only analysis or
synthesis but also involve an action or engagement in some activities in order to fill in
best thinking. Based on this belief, the effectiveness of the English instructional
model on the enhancement of students’ critical thinking can be claimed.

Although the findings, in general, revealed the effectiveness of the developed
model to enhance students’ critical thinking skill, it is worth noting that it failed to

enhance students’ ability to synthesize. To enhance this skill, the teacher might need
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to select a play whose plot allows students to practice solving problems or

proposing plan to solve problems such as a play with various conflicts.

5.3.3 Students’ attitudes towards the English instructional model

The effectiveness of the English instructional model was also determined by
considering students’ attitudes towards the lessons designed based on the principles of
the English instructional model. To examine students’ attitudes towards the English
instructional model, the triangulation of dataswas applied to ensure the reliability of
the interpretation. The instruments utilized to-eollect the data included the attitude
questionnaires, students’ journals; and |the teacher’s journals. The findings obtained
from all of these instruméntsrevealed that students had positive attitudes towards the
English Instructional medel Jf students*attitudes towards language learning situation
are “the best predictor of sugcess’ as Naismon (1978, cited in Krashen, 1981: 33) has
claimed, a claim concerning the effecti?zeness of the English instructional model
developed in this study can be made basi;d on this respect of research finding. The
following parts present possible éxplanati(-)inié of why students in the present study had
shown positive attitudes towards the Englis;ﬁ_fiﬁ;s]t’ructional model.

Students’ positive attitudes toward?tjfl.é English instructional model could
stem from learning, activities, learning atiﬁa_s'f;hére, and selationships between the
teacher and students.

Most learning activities provided allowed all students to play an active role in
discussing drama materials, assuming and rehearsing characters’ role, performing, as
well as evaluating a performance. ;Theywere provided-with.opportunity and freedom
to create, arrange,‘and-presenttheir-work. Through/the engagement in these activities,
the feeling of self- pride could be gradually develpped. The reason is.that students felt
that they all played significant roles in their group.and they sharedithesuccess of the
group’s performance. It can be seen from their reflections in their journals that they
often expressed their happiness and better self-perception when they felt that their

performance was good, as one of the students described:

I feel I can do much better than the previous times in a performance step. |
can see my progress in many aspects such as facial expressions, voice

projection, and gestures. I am proud that I can do it. (Respondent# 1)
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Another student shared the same sentiment, stating:

I am very happy with my performance. Although it was not as good as
when we rehearsed, it was our good job. It was a result of a good team work

and good practice. (Respondent# 2)

At the same time, their concerns wererexpressed when the experience of
failure was felt, as it could be scen from theit eomplaints in their journals like in the

following:

I am not happyswithsany perforn%ance today. I think it was not good enough.
(Respondent# 1) ' X

I don’t knowwhy I could not act a—.; well as I did in'the rehearsal step. It might
be because I felti nervousiiil wi;i_ll improve my weaknesses in the next

performance. (Responderit#-Z )

Implied through these reﬂectionsﬁsl students” emotional engagement to
learning activities., It _signifies fhat students cared about the results of their
performance. They did-nottake1ttorgranted: theretoresthe success they gained from
the attentive particii)ation in provided activities could nouﬁsh their feeling of self-
pride. Their positive attitudes towards the model might have resulted from this reason.
This reason ceuld, alse, possibly besapplied.to explainthe findings which revealed that
students expressed:their pteference to draina ‘rehearsal land/ dtama production steps
over the other two teaching steps. dt is noteworthy that drama rehearsal and drama
production were the two|steps|which required students’ most active role and provided
them with opportunities to show their ability. Therefore, their failures or success
could be clearly evident seen from these two steps. The two teaching steps were then
considered important to them as they allow them to develop their feeling of self-pride.

Students’ positive attitudes towards the English instructional model might also
be because each learning activity helped them improve their learning and create their
self-confidence. They said “we learn better and become more confident” or “I feel I

can develop my speaking and learn more vocabularies. I can act out better.” Since
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they experienced the advantages of the model in their learning improvement, their

positive attitudes were formed.

Learning atmosphere might be an additional factor that helped create students’
positive attitudes toward the English instructional model. It is said that students are
likely to attend foreign language classes with sensitive and uncertain feelings (Brown,
2001). Maclntyre (1999) reports that studies suggested that students experienced
language anxiety when enrolling in language courses. These were consistent with
what students said in an informal interview.Seme of them stated that English was
frightening for them. They did not dare to speak-because they were afraid of mistakes.
They were afraid that theyswould not understand English lessons. Some of them said
that they liked English.but they wete afraid when learning it. However, none of these
feelings were expressedfafter students HIad participated in the English though Drama
course implemented by employing the déVeloped English instructional model. The
reason might be that leatning atmospher;, according to students’ reflections in their
journals, was friendly, relaxing, and e;joyable. After students experienced this
learning atmosphere, they felt more relaxéa: afﬁd confident. Consequently, they were

A 2. . : :
able to overcome their fear, and their positive attitudes towards their learning
4 '.J.J

experiences were built. : —

The students’ positive —\'/"i'éW' of their teacher might be an additional supporting
factor for the establishment—ofthemr—positive-attitudes towards their learning
experience. Findinés from students’ journals indicated that students had positive

attitudes towards their teacher. They said, for example,

The ‘Teacher’ss smiling face ‘encouraged- us 'tol énjoy trying harder.
(Respondent# 1)

[ think the teacher was avery good trainer. (Respondenti# 2)

[ am very impressed with the teacher’s teaching styles because she always
gives us suggestions. (Respondent# 3)

I enjoy learning. The teacher always helps us when we have problems. So, 1

feel good and relaxed when studying. (Respondent# 4)

Students’ positive attitudes towards the teacher might have stemmed from the

establishment of a friendly and close relationship between the teacher and students.
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As the role of the teacher based on the English instructional model was a guide or

facilitator, traditional view of the teacher as a person who knew everything or who
was in an untouchable position was eliminated and the gap in the relationship between
the teacher and students could narrowed. This could make students feel more
comfortable to interact with the teacher. They found it pleasurable rather than
threatening to have the teacher walking around or watching them when they were

working, as they described:

1 like the teacher. (Respondent# 1)

This lesson is _goodvin that the teacher iscalways there to give suggestions.
(Respondent# 2)

The teacher’s close helpiin all tegiching steps makes the lesson more enjoyable
because it makesfits understand the lesson better and the lesson seems easier.
(Respondent#3) 1 _

I like this step [second step] béc_ause the teacher pays attention to our
rehearsal. I feel good. (R-esﬁondent-#?l){

We have good fun with the %éacher’is?fqrﬁtoring. (Respondent# 5)

These expressions teflect sfudents’ favorable experience towards the presence
of the teacher when-they-were-learning:-Based-on-their view, as shown above, the
teacher’s presence fepresented assistance and suggestions.r It might be this positive
perspective towards the roles of the teacher that stimulated their positive attitudes
towards the Englishyjinstruetional model,

Relationship' with peers istanother ‘crucial factor affecting students’ learning
experience and in turn results in thefformation of their attitudes towards their learning.
Evidéntly shown/in studénts’ reflection was their favorable"experience of group work.
Most of them enjoyed working in groups, and they liked it that they were provided
with opportunities to create friendship and to strengthen their relationship with peers.
Having a good relationship with peers not only made them enjoy learning, but also

enhanced their confidence, as can be seen in the following explanations:
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[The course] helps create a closer relationship with peers. We can work
together better. 1 can memorize the script better than rehearsing alone.
(Respondent# 1)

I enjoyed it more and had more confident to act out because I had closer
relationship with peers. (Respondent# 2)

I have good fun working with friends. (Respondent# 3)

As can be seen from their reflections,thesstudents not only expected academic
progress from their study."but they alsg expccied productive relationship with peers
whom they were working™ with. The students-might consider the productive
relationship with peers.as a basis for the improvement of their learning. As they said,
they enjoyed learning more and.felt mortl, confident to participate in learning activities
when they were allowedi#o work with péefé. It is possible that good relationship with
peers allowed students to experienée l;},ttf}r learning. So, they required learning
activities that providesthem with opport;nltles to strengthen their relationship with
peers. Since the English 1nstruct10nal model Tacilitated the establishment of rapport
through team working in almost all actw}tles students’ need was fulfilled.
Consequently, their perception of the model%ls preferable.

However, it.is noteworthy that it seems difficult to support the findings with
other studies as no Ldentrcal—study—was—found However, pos1t1ve responses from the
students as a result of implementing drama technlques a part of this model
component, could be found from some studies. Motos Teruel (1992), Makita-
Discekici (1999)s and Doyumsand, Qzturk: (2006, ,for example, employed drama
techniques to_‘promote students™-language learning. Their 'studies revealed that
students had positive responses toflearning actiyities. The activities also provoked
changes ot attitudes, in students.. In. the/ Thai context,”the |utilization of drama
techniques also led to positive responses from students, as reported by Hemchua
(1991) that the investigation of students’ opinions towards drama activities yielded
positive results.

Although students generally expressed their positive attitudes towards the
English instructional model, their negative views towards certain aspects of the model
could also be detected. Most importantly, what students disliked about the lesson was

the time constraints which were insufficient for them to get ready. Some of them also
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complained that they felt stressful because they could not remember their script, or

they could not perform well because they did not have time to understand their script
clearly. Some expressed their concern about their inability to understand the teacher’s
questions. The reason might be that students were not familiar with the teaching
techniques implemented at the beginning of the lessons, so they felt nervous and
worried. However, once the familiarity was developed, they could cope with their
negative feelings. It could be seen that their complaints appeared only in the first few
lessons, and only few students expressed these complaints. However, complaints from
few students are still worth taken into consideration. What this evidence implies is
that good preparation_sheuld be carefully made-before introducing new teaching
techniques to students..Students generally need time to develop their familiarity in
order to handle the given tasks with/ease ‘and confidence.

In conclusion, the effectiveness éf ‘the English instructional model could be
claimed based on three major pieces of '-_e;viglence: findings from students’ speaking
achievement tests, results from the exarﬁi_nation of students’ critical thinking skill
improvement, and the results from the invéé}ié'étion of students’ attitudes towards the
English instructional model: ‘The justifiéitfqrh for the effectiveness of the model
ranges from the arrangement of teaching f@i;;liques, learning activities, classroom
atmosphere, the relationship bétween stude-r'i!t-é; and teacher,to the relationship among

the students themselves:

5.4 Implications of the Findings

The English sinstructional, jmodel-.using »the- integration of drama and
questioning 'techniques’ has been-proved 'to ' be leffective’ in enhancing students’
speaking achievement and critical thinking skill. It,also gains positive attitudes from
students, 50 it is alsoyconsidered effective in this respect., Therefore, it is worthwhile
to apply the English instructional model for both language instruction and thinking
enhancement. The followings are the implications of the study for instruction mainly
obtained from research findings, students’ reflections, and class observation.

1. Although it requires demanding effort on part of the teacher in
implementing the English instructional model using the integration of drama and
questioning techniques, the results are rewarding. Through the implementation of the

model, students’ improvement or positive changes in various aspects could be
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observed. Many students became more confident to speak English and to act out.

Some students who looked very nervous when delivering their script in the first few
lessons could do it more fluently in the next lessons. Therefore, it is worth trying this
model with English speaking courses where students’ confidence to speak and to
express themselves has significant effect on their speaking achievement. Brown
(2000) confirms that the success of cognitive tasks to a certain extent depends on self-
confidence. To him, to build learners” self-confidence is one of “ten commandments
for good language learning” (p. 137). Tosapply the model, teachers should design
lessons that cover the four teaching steps beCause €ach teaching step helps enhance
different aspects of language leaming. However, contents or drama materials should
be selected to fit cousseé objectives. It might be impossible to apply the model
throughout the course, but even integrating it into some parts of the course could be
beneficial to students’ learning.

2. Learning through the implemc;_fltation of the English instructional model,
students are required t@ practice both langill}age and acting. Hence, the teacher needs to
provide them with enough @imé 1o practi-é%: bnly class meeting time might not be
sufficient. What the teacher can-do is allé@fﬁgg students to practice in class to help
create their understanding of the seript anﬂ—"t?ffé role. Then, they can practice their
script and their role.as homework. A consisféfif"fdéa presented by Willis (1996) is that
unfamiliar activities-or-fong-tasks-can-be-assigned-as-homework so that students have
more time to work on them, which will consequently provide them with better
learning opportunities. Furthermore, when students have too limited time, they can
become nervous and anxiousespeciallysat-thesbeginning ofsthe.course when they are
not familiar with ithe mew tasks or-activities, as evidenced by their complaints in the
first few journals concerning their worrying due tesinsufficient pragticing time given.
Theréfore, providing ‘thein with time to create familiarity with those tasks or activities
can help solve such problem. According to Edwards and Willis (2005), students’
familiarity with the task they are working on make them more confident and more
willing to be fully engaged in.

3. The English instructional model is more suitable for a small class because it
was designed to enhance students’ speaking and critical thinking and the teacher
needs to pay close attention to all students. (Benbow and Oliver, 2007) report findings

from analysis of classroom data that it was found in some studies that smaller classes
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caused significant effects on students’ learning achievement, while other studies
found insignificant effects caused by different class sizes. However, Gilbert (1995)
suggests that if the primary goal of education is to enhance higher level thinking,
smaller classes are most recommended. In addition, all students wish to be provided
with opportunities to perform in front of a class. From their reflections, they
expressed their satisfaction that all of them had a chance to participate and to perform
in front of a class. It can discourage them fto practice if the class is large and not all
students are provided with opportunities to showstheir performance.

4. It is advisable to keep asking studCats-questions on higher cognitive level
that provoke different levels of their [cognition such as asking them to interpret,
analyze, or evaluate to.activate students’ critical thinking ability though it takes time
to develop this skill. Aeeordingto Barnes (1998), there is a positive relation between
higher level questions and ;Students’ léafﬁing outcomes such as achievement and
critical thinking. Students™ silence does '-_rdlotr- mean that their thinking process stops
working, as it was later found in.one (if_ the students’ reflection that she always
thought about how to answer each of .the tczzcher’s questions. However, sometimes, it
was hard for her to express the answer in ]JEn—gl}sh This student was usually quiet in
the class, but she gained good scores in the (ﬁt?i!(;al thinking tests. This indicates that it
is not a waste of time to-ask higher order éﬁégfiéns in class though not very active
responses can be -expected—every time:What should be carefully taken into
consideration in erhploying higher order questions ts the formulation of clear
questions. Moore (1992) considers clear questions as the first crucial questioning
tactic influeneing-the success pf-instruction-delivery: Sometimes,.examples of answers
should be given to:students in lorder 'to' create their understanding of the questions
which are in English. Time given for them to formulate their thought.is also important
because higher level questions| require higher cognitive level to funetion, as suggested
by Moore (1992) and Jacobsen, Eggen, and Kauchak (1999) that when questions are
asked, students need time to think. Increasing time can increase students’ involvement
and the quality of their responses.

5. Questioning tactics are equally important to the questions. The quality of
students’ answers as well as the level of their participation in answering questions, to
a certain extent, depends on how effectively the teacher can apply questioning tactics

when asking questions. Reinforcement, for example, can help direct students to more
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reasonable answers. However, frequent application can cause negative effects
(Moore, 1992). Teacher’s reaction to students’ answer also causes significant effects
on students’ participation. The students tend to be more encouraged to answer
questions if they feel the teacher is sincerely interested in their responses. As
suggested by Brown and Wragg (1993), it is important to show interest to the
students’ responses.

6. Students’ learning engagement is of paramount importance in enhancing
students’ speaking and critical thinking. In order to draw students’ engagement, the
establishment of a relaxing, friendly, and enjoyable learning atmosphere is strongly
required. To students, speaking ot expressing their thoughts is like risk-taking. For
this reason, students need to_be secure that their face will not be threatened once they
speak or express their ghoughts: Collabérative learning can be arranged to establish
the pleasurable learning atmosphere, as” Smith and MacGregor (1998) suggest,
collaborative learning helps students devglop confidence to share ideas and to create
rapport with peers. Once ¢lose relauonshlp with members of the class is built, they
would feel more secure and subsequently they should engage more in their learning.

7. Teacher’s supports have slgmtlcant effects on students’ learning experience.
As they reflected, students felt contident _hén learning because the teacher helped
them when they had. problems.” They were content When the teacher paid attention to
their rehearsal. Students-needed-help-in-the-first-two-teaching steps, especially those
who had reading p}oblems. They needed to have enough background knowledge
concerning the play before they could go on working stich as discussing the play or
assuming a character’s role, Thustheshelp-can be proyvided.in-a.form of questions to
encourage and guide them 'to think-about rélevant peints. Based on Vygotsky’s view,
the role of teachers in learning isfto guide theirystudents to pay attention to and
concéntrate’ on what“they are!learning. Through teacher’s” guidance students can go
beyond their actual capacity (Sutherland, 1992).

8. As reflected through students’ journals, they felt proud of themselves when
their performance was successful. This feeling tends to be positively associated with
students’ effort to do better. Therefore, learning activities arranged should be
supportive to the building of students’ self-esteem such as assigning all students
equally important roles, for self-esteem can lead to learning attainment (Benson and

Nunan, 2004; Brown, 2000). To boost students’ self-esteem, the teacher should select
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a play in which all characters have equally significant role in the play if it is

possible. However, it might not be easy to find such kind of play. What the teacher
can also do is selecting a particular scene from a play which each student can be
assigned an equally important role so that all students are aware of their crucial
contribution to the success of their group. Once they experience success, self-esteem
will be enhanced, as Oxford (1999) suggests, learners’ self-esteem can be promoted
through opportunities provided for them to g¢xperience classroom success.

9. Based on the teacher’s observationgactive responses were not gained in the
evaluation step. The teacher remarked that the-students became passive in the last
teaching step. Only few of-them.responded to the'teacher’s questions. However, this
does not mean that it_isfineffective. Data obtained from students’ journals reflected
that they gained something from this tea-é:hing step. For example, they stated that they
learned how to improve their perforr'nanc.e.ﬂl"hey knew what peers thought about their
performance and what they should do bc:,}ter_-. Students’ 1nactive participation in this
step might be that they were not very wél_l prepared to comment others in terms of
their language knowledge neceésafy for é{};élﬁating a performance. Therefore, only
guidelines in a form of questions rr!ight not: f;__'c{f__;gough. Examples of how to express an
evaluation of a performance in English shwﬁi be provided at the beginning of the
course and students should be éllowed {0 formulate evaluation expressions by
imitating examples before-they-arerequired-to-formrtheirown evaluation expressions.

10. Having dpportunities to write their own drama séript seems to be the most
enjoyable learning activities for students. They looked more attentive and active than
they were ingsthesprevious-lessonss As, they.were allowed-to set all drama elements
such as theme, plot; characterization, or dialogue'by-themselves, they looked proud of
their work. Their positive attitudes towards the dearning experience could be seen
clearly after they'\were|allowed to work/on a play written by ‘themselves. They
expressed their satisfaction with the work and their happiness to work cooperatively
and collaboratively with group members. This learning activity works well to draw
students’ engagement. However, this activity should be introduced to students after
they have experience working on given plays, as they need to gain background
knowledge about a play, especially the link between each element of the play. Based
on Piaget’s theory, in order for learners to make sense with new information or to

construct knowledge, they need to make a connection between the new information
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and their existing knowledge or go through assimilation process (Wadsworth,

1996). In other words, learners construct meaning of what they learn based on their
existing knowledge. Hence, students require background knowledge in order to
handle a new task.

11. Finally, the teacher should always keep in mind that students come to class
with different emotions, feelings, or problems. Students’ inactive participation
sometimes does not mean that the learning activities provided are ineffective. It might
be because they are not emotionally ready te get involved. Having students write a
daily journal to reflect their learning experiefices feelings, or problems is a practical
method to enable the teacherto understand each of the students and at the same time
to adjust learning activaties, «#Hopkins |(1999) surveys teachers’ views on students’
daily journal writing. JAmong /various -Idifferent views, those teachers agreed that
having students write daily/journals-is ‘one of the best ways to get to know and
understand them, which™ makes, the tgachers more careful in the subsequent
instruction. In brief, understanding of siudents, especially their state of mind, is
crucial as it is fruitless to/Start a lesson whéﬁ:st{ldents are not ready to learn.

To conclude, the success §f the irﬁﬁ[&;rﬂentation of the English instructional
model using the integration of ‘drama and fﬁé.s‘fioning techniques depends on many
factors such as pleasurable lééifhiﬁg atmosﬁhéfé,_ the teacher’s supports, provision of
time for practice, carefui~use-of-questions;-and-the-establishment of students’ self-
esteem and confidence. Therefore, teachers should be awére of all of these factors
when delivering an instruction through the integration of these techniques if they aim

to gain fruitfuloutcomes fromstheir teaching.

5.5 Recommendations for Future Studies

The' findings*“from| this/study! have| suggested |that drama and questioning
techniques are effective in enhancing students’ speaking achievement and critical
thinking skill. Additional studies should be conducted to further examine the value of
these two teaching techniques. Based on the study findings, the following
recommendations are made:

First, this study used a one-group pretest-posttest design. It might be argued
that the increase of students’ gained scores was due to the nature of learning. Hence, a

study should be conducted to make a comparison between the effectiveness of the
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English instructional model using the integration of drama and questioning

techniques and other models or techniques designed to enhance speaking achievement
and critical thinking skill to more empirically determine the effectiveness of these two
techniques.

Second, there were only 15 students who participated in this study. The
sample size was considered quite small. Studies should be replicated with a larger
sample which has different demographic  characteristics to better explore the
effectiveness of the instructional model using.«drama and questioning techniques.

Third, learning through drama, and" guestioning techniques also involves
reading skill. It is interesting to_investigate effects of the two techniques on students’
reading achievement ogefitical reading in further studies.

Fourth, the data obtained fron‘li students’ journals revealed that students
became more confident’ amd /their -self-esteem could be developed after their
involvement in drama agctivities. Ba;ed ;njsuch evidence, there should be a study
conducted to examinesthe students’ Chdl’ngGS or improvement in such aspects as self-
image, motivation, confidenece, or self- esteem after being exposed to the English
instructional model to better determme the overall effectiveness of the model

i ld
In summary, future research in thls@‘éa should be conducted to compare the

effectiveness of the Enghsh mstructlonal II;Odel using. the-integration of drama and
questioning technlques—wnh—othermleis—as—weﬁ—asms effects on larger groups of
participants. Research$hould also be carried out to examine the value of the model on
reading achievement. Also, the changes or improvement of students’ self-image,
motivation, learning engagement, eonfidenee, or self-esteem, as-the results of learning

through the implemientation of the-model ‘would be' interesting to be studied as all

these factors have significant effects’on students’ language learningrachievement.
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Appendix A

Introductgry LessonPlan

The objectives of the English through Drama ceurse

Students are able to interpret drama mategials and use English to describe their feelings, express analytical opinions, and give

reasons to support their opinions concerning charagters’ behaviors, events, or situations that occur in plays.

it

;l L
Introduction to English through Drama Course

Time: Approximately 2.30 hours YAl

e Ay

Goal: To familiarize students with the expression of feelings throughmo\féments, facial expressions, and inflexion

Objectives: 1. Students are able to express different feelings through their movements, facial expressions, and inflexion.

2. Students are able to act out according-to-the-cues-provided:

Language focus: Adjectives for describing feelings

Procedures

Materials/tasks

Purposes

Activity 1: Movements
1. Discuss how students express different kinds of feelings through their body:

language such as cold, hot, tired, or fearful:

Lists of instructions

To warm up and
familiarize students with

the expression of different

194
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2. Ask students to find a space in the room and start moving around a¢cording to
the instructions.
3. Allow students to study the instructions before beginning the agtivity.

- Move around the room very slowly—imagine.itisvery. hot and humid; you
have no energy, your limbs feel very heavy, the sunis beating on your head.

- Move very quickly, it’s very cold, you are shivering; your cont i very thin,
you feel chilled to the bone. You’re in a great hurry to get'home:

- Walking through a graveyard alone at night. 1

- Walking on hot stones on the beach barefoot.

- Being followed and feeling nervous.

4. Discuss why students act out in a certain way.

feelings through

movements

Activity 2: Moving in different moods ' T _
1. Elicit the students’ knowledge of adjectives,used for El’éécﬁbing feehngé' :
2. Give the students lists of adjectives used f0i-describing feelmgs:
3. Ask the students to find a space in the room and begin moving about in a
happy, relaxed, worried, shy, embarrassed, excited, angry, sad, confident,
depressed, dreamy, bored, confused, andiexhausted mood:
4. Discuss with the students why they might'feel.in a‘particular mood!

Ex. shy, embarrassed. “You have just arrived at a party to which you have

been invited but you didn’t realize it\was|formal dressed and you're wearing the

Lists of adjectives

To have the students learn
adjectives describing
feelings and practice
expressing different
feelings through
movements and facial

expressions
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wrong clothes.”
5. Give each of the students an adjective and ask them to act out. Then,askethe

class to guess the feeling.

Activity 3: Mining your feelings

1. Give students a role card.

2. Ask them to prepare and discuss with their partner
3. Act out according to the role card.

4. Ask the class to identify the emotion.

#

N

Role cards

To have students learn
adjectives describing
feelings and practice acting

out different feelings

Activity 4: Inflexion, the rise and fall of the voice. If a voice-is dull and lj).o.ring it
is usually because the inflexion is monotonous, To introduce a greate-r"-{i.aiii;éty of
inflexion one needs to develop the ability to pitich-the-voiceregister-above-and
below the normal key.
A. Count to ten

- count to ten in a level pitch

- repeat but this time pitch voice'abovenormal

- repeat again pitching voice below normal pitch

- speak the numbers beginning ‘one’ at a low pitch, ‘two’ at normal ,

To allow students to
practice expressing
different feelings through

their voices
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‘three’ at high and so on.
B. Count to ten again but this time say every third num
- surprised :
- impatient
- great pleasure
- angry
- as a question
C. Say the following sentence in the manne
“I don’t know what time he will arrive.”
- anxiously
- aggressively
- sadly
- implying you don’t care

- friendly
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Lesson Plan.d

Starting {0 learn English through drama

Time: Approximately 2.30 hours

Goal: To enable students to interpret meaning aceording (o the context of a conversation

Objectives: 1. Students will be able to describe the'context of'a conversation.

2. Students will be able to explain‘the meaning of the sgmg message in different contexts.

3. Students will be able to use gestures, facial expressions, and intonations to communicate meanings.

4. Students will be able to describe the feelingé of the sﬁfe':élikérs which are being expressed through gestures,
r S

facial expressions, and intonations.

Xl

lj.l

5. Students will be able to interpret the meamng belng corn_veyed through gestures, facial expressions, and intonations.

Language focus: Describing a context of conyersation, 1ntonat10n ad]ect"\/es for describing feelings

198

Teaching Procedures | Materials/tasks Purposes
steps
1. Working on | Activity 1
a drama script | 1. Show students a video clip lof a s¢ene without a donversation Alvideo clip To warm up and to

taken from a movie titled “A Wedding Planner.”

2. Discuss thésgituation jin_theyscene and the character’s feeling:

illustrate how meanings

can be conveyed without
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3. Ask students to act out the scene.

4. Discuss the feeling they experie

scene.

Activity 2 —
1. Give the following dialoglw/
Dialogue:

A: When I woke up this m

B: Yes, yes, I'm listening.

B: Yes? What? o7

I
2. Ask students to pair up md read the lines to him/herself 'F

before looking at his/her partnef and read the linestto him/her.

Encoursge sudens K g@nmg AT

order to react and respmld accordingly.

QW’]ENT]?EU 1NNy

- A handout of a

dialogue

words

To elicit students’ opinions
about the context of the

conversation




3. Pose questions for class discussion as follows:

1. Where are the speakers?

2. What would be the relationship. between the  two
speakers?

3. How do the speakers feel?

4. How do they feel about eagh other?

5. What is the purpose of their,conversation?

Note: The answers for each guestion can vary. Td_
4. Write students’ responses on the board.
f

5. Ask them to set the context for the conversation aiid report to

the teacher. —

To illustrate that meanings
can be interpreted
differently in different
contexts and to raise
students’ awareness of the
crucial role of listening in

communication

2. Drama

rehearsal

Activity 1

1. Ask each pair of the students—to—prepare-to-deiiver the
conversation according to their interpretation of the dialogue.

2. Remind them to think about the context they have set when
delivering the conversation.

3. Monitor each pair’s rehearsal to‘make sure they‘can deliver
meaning through facial expressions, gestures, and intonations,

according to their predetermined/context.

To give students
opportunities to practice
expressing meaning
through both verbal and
nonverbal language

according to contexts
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4. Ask each pair the questions again to ' check their
interpretation of the situation and to remind themsof the role
they are taking. 2
5. Encourage students to speak without the script after they

understand their role and the situationswell.

1. Ask each pair of the student§ to Summarize their thoughts

3. Drama - A handout for To provide students with
production | about the context of a conversatigh agcofding o the ‘questions. | summary writing of opportunities to gain

2. Randomly select each pair of the Stu_de;lts t; deliver the | the context of a experience of using

dialogue in front of the class. , Ja conversation English in a life-like

3. Give students who are the audience a éard towpte a note | (setting, situation

stating the context of a conversation. = ;J:‘; 4 relationship,

4. Videotape students’ performances. T speakers’ feeling,

= = and purpose)

4. Drama 1. Play the recorded perforfhénces-on-ﬂmstreenfmnsrﬁ-ifi;deotape To have students practice
evaluation 2. Ask the audience to indiééte‘ the setting, relationship between |~ . A card for interpreting meaning by

speakers, speakers’ feeling, and the purpose, and what they
expect will appear in the last line.

3. Check whether it is similar<to what the-performers have-set
(If it is different, discuss the reasons).

4. Conclude the lesson.

conclusion and
summary writing
(setting,

relatignship

between speakers,

considering the context
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Note: At the end of the class, assign studer > read the play | speakers’ feeling,

entitled “The Now” which will be u ‘the lass. and purpose)
Assign one scene for each group. I
the play and give them guidelines.e

part to the class.

Evaluation: class observation, students’ journal

W
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Lesson Plan 2
What does the ¢haracter feel?

Time: Approximately 2.30 hours
Goal: To enable students to understand the play
Objectives: 1. Students will be able to tell the story abeutthe play they have read.

2. Students will be able to state the theme'of the play-':

3. Students will be able to describe the characters’ feéli’rigs and thoughts and state the causes of those feelings and thoughts

in each scene of a given play. _é ;
4. Students will be able to take characters’ role and or;l_ly interact with each other to reflect those feelings and thoughts.
5. Students will be able to express their opinions towafa%' the performance as an audience.

Nl

Language focus: Describing feelings and giving reasons

Teaching Procedures : Materials/tasks Purposes
steps [ v

1. Working on | Activity 1

a drama script | 1. Show a video clip taken froin a movie titled “A Wedding ~ - Avideo clip To warm up and to have
Planner” (a scene whensa man isinttoduced; by-his fianeée, toa students practice describing
woman who he is flirting with) a context of the
2. Ask students to describe the scene. conversation

- Who are the speakers?"Where are they?

203
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- What could be their relationship?
- What are they doing in the scene?

- How does each character feel

3. Ask students to act out the SM
Activity 2 /

1. Ask each group of the stude
from the play “The Now” they a
- Who are the characters in'
- What are the relationships
- What are they doing in the sc
scene?

2. Ask the students to summarize the pla =

, LN\ I
- Who are the characters in the ) S

_ What are the relationships between-those-characters?—————
- How does each of them f el o1
do you know? Give example.

- What are the sequ rﬁo
3. Ask them to state tﬁeﬂegrth wﬁm 5 mﬂ

support their thought

xl

mna

+ Dics v} ANNIUNAITY

JaRE

To elicit students’ general
understanding of the story
as well as to help them

understand the story clearer
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- What feelings does each character have. i t‘, ,
- When do they have such feelings? /

- What causes each of those feell

2.Drama After students have some back
rehearsal story and understand each char

practice playing those characte

Activity 1

1. Extract a short scene from the p u¢ au ! = An extracted scene | To help students understand
2. Divide students into a group cor from the play the role they are going to
of the characters in the scene. . T ' - A card with play

3. Ask students to assign a role in t y £ = ) 7 guidelines for listing

4. Ask students to read the dialogue and II-I 7 details of the

the situation happening in tlis‘partlcular s€e'ffe 11’i fharacters (their

characters’ thoughts and fec .,.___...-.--__.____-___.___.-__._.____, Y thoughts and

5. Ask students to draw a storﬁoéi‘ d of the s feelings)
the scene.
~
Actiity 2 ﬂ‘LJEJ ANYNTNYINT
1. Ask students to practlce acting out the characters’ role. (V) To help students internalize
Note: While Qd% r} a \3 ﬂp@rm Hl%’]&% V EI r] a El the character’s role and the




206

will go around the class to monitor students’ performance and
remind them of the characters’ thoughts and feelings'and.the

context of a conversation.

language they are using

3.Drama 1. Ask each group of the students to.conclude and summarize - A handout of To provide students with an
production | their understanding of the scene. } guidelines for opportunity to experience
2. Ask students to report the summary of the’scene-to the class. writing a summary | and practice using language
3. Randomly select two or'three¢ groups, of th’é students to | of the setting and in a meaningful context
present the scene in front of the€lass. Ja the character’s
4. Videotape students’ perfo}niances. * ' thoughts and
: j'-f /) feelings
4. Drama 1. Play the recorded performances on thé sereen. T_ -Videotape To give students an
evaluation 2. Ask the audience as well as the _I;ér'fofmers théiffiéé;lzfés to.| = Guidelines for opportunity to practice

evaluate whether the performers—can—express—thoughts—and
feelings as reported or not. N

3 Ask the audience to express their opinions about the weak and
strong points of the=performance, in sportraying~characters’
feelings.

4. Conclude the lesson

Note: At the énd of the class,'assigh each group of the students

“~evaluating drama

performance

expressing opinions and

evaluating a performance
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to read different scenes of the play entitle

Walker” which will be used for the

Evaluation: class observation, students’ journal _ -

AU INENINYINS
ARIAINTUNN NGNS Y



Time: Approximately 2.30 hours ; :
Goal: To enable students to gain insight into t ors
Objectives: 1. Students will be able to descn’beﬁ actérs’ pe
2. Students will be able to state each
3. Students will be able to reveal ea

4. Students will be able to express the

Language focus: Describing personalities and pers

208

Teaching - — = . 7 Materials/tasks

steps

Purposes

1. Working on | Activity 1

a drama script | 1. Divide students into a grou -I

Qf Adjectives
2. Give each group one word which indicates a personality. ' describing

[
3. Ask each group to ﬂaﬂlﬁaﬁoﬂm\Wﬂy f]pﬁionalities
to reflect the persona;ap ]

4. Ask them to act out in front of a class and ask the class tos,

To warm up and to
introduce the topic

concerning personality

son vy s VA 11110 9121618
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Activity 2

1. Ask each group of the students

from “The Devil and Tom Walker= assig
- Who are the characters in V .

- What are the relationships

2. Ask students to summarize t
3. Ask them to state the theme of

support their thought

Activity 3

1. Write the names of the ¢ g Sers
students to discuss each chara-ﬂr.

Examples (Group d ﬁ m
-What would b ﬁﬁﬁ ﬂ }ﬁvma

Why do you th1n s0?

- RN SDFRIUBARY

- A play: The Devil
and Tom Walker

A handout of
tives and

ﬂdﬁ e used for

describing

et

To elicit students’ general
understanding of the story
as well as to help them

understand the story clearer

To help students gain
insight into each characters’
natures and be able to play

those characters’ roles
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example of his behavior that suppo

- Why does Tom Walker decide

- What does it mean to sell tl&

- If you were Tom, what

propose to buy your so
- What kind of person is hi

behaviors that support y:
- What are the personali

2.Drama

rehearsal

Activity 1
1. Extract the first scene, which i -An extracted scene
of the play. - A card with
2. Ask students to pair up to discuss the situati
e AN

Eracters in the scene?

hips-between-them?-What-would-be characters

guidelines for

in the scene. (Who are the ¢
§

they? What are the relations

isting details of the

their feelings? )

I

3. Ask students to read the diaggue and discuss the situation
o . ¢ .

e T T YTV

thoughts and feelings I'i.l thi . - 8 ] ﬂ i

4. Ask students to draw a storyboard of the séene and describe

vy ST 1YY 216

To create students’
understanding of the scene

they are going to perform




211

5. Ask students to assign a role to members i

Activity 2 /

1. Ask students to practice acth/ 7
Note: While students are practici i
will go around the class observi
ask students the following qu:
the situation and to enable the

realistically.

- How do you know?
- How do they think or feel abc
- What is the wife’s intehtion-when-she-asks-Fom
iy_a
“Did the storekeeper buymy egg

- How does each of them féel in this situation?

To provide students with
opportunities to practice

using language in context

‘o
ﬂ ﬂEIf]Q'tlEI?I%wQI’\ﬂ‘?
3.Drama Activity 1 , il o
production 1. Give guidelines for the conclusion and summary o - Guidelines for To help students practice

oo VO A

B e

summarizing their own
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and the characters’ personalities in the given scene'in a card.
3. Ask students to report their summary of the 'séene.to the
class. '
-
Activity 2
1. Randomly select two or threesgroups of the students to act

out the scene in front of the class:
2. Videotape students’ performanges. A

Note: In the first teaching step thatStudents, di;scus;.! the
characters and the theme of the drama, the teacher iv_ill not state
which opinions or interpretations are righf of wrongs;i'!s far as
those thoughts are relevant to the story. Hence When workmg
on drama rehearsal and drama productlon stepq studeﬁfs have
to determine what part of the interpretation or though’ts tHey
agree with their peers and include—'rn—&teifpfe&ueﬁeﬂfs—
Accordingly, Tom in one greup might be portrayed differently

from other groups. It depends 0n the thoughts and reasons of

students in each group:

ideas and clarifying their

own thoughts

To provide students with
opportunity to gain
experience in using English

in context

4. Drama

evaluation

1. Ask students to watch théir perfotmance fin'the videotape.
2. Give students guidelines for the evaluationfof the

performance.

- IGuidelines for the

evaluation

To provide students with a

chance to practice

expressing opinions
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3. Ask students to evaluate their own work befc

their peers to evaluate.

4. Give comments and feedback about:

Evaluation: class observation, students’ journal...

Y
..[

U

AU INENINYINS
ARIAINTUNN NGNS Y
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Time: Approximately 2.30 hours

3. Students will be able to show thei

Teaching

Purposes

steps

1. Working on | Activity 1 m
- Scenarios To warm up and to

2. Give each group oﬁﬁrﬁﬁ ﬂ o . stimulate students to express

3. Ask students to trans the-scefie int inljtoqﬂt ﬂ ] ﬂ ‘j opinions and give reasons

4. Ask students to discuss about the scene.

stz Q) ANN3NAIINYIAY

a drama script | 1. Divide students into a group of four.
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Note: As the second scene is an important scene of this play
which leads Tom life to terrible ending, it is selectedfor class
discussion and performance.

1. Divide the second scene into 5_shertparts.

2. Ask each pair of the students te'Study the part of the scene
they are assigned. :

3. Ask students to discuss about the scene accordiﬁg"io
questions to better their understanding; |
Examples:

-Why does the Devil come into Tom’s life? "

- In your opinion, why does the Devil know Tom? -'_ = "
-What does the Devil mean when he says;=“Fve been.—,wja.lf-ching
you for a long long time?” 4T
-What does the Devil feel or thinlcabout-tom?-Why-do-you
think so?

- What do you think about Tom’s decision? Why?

- Why does Tom decide:to,sell.his ‘soul?

- If you were Tom, would youlexchange your'soul with money?

Why? Or why not?
Activity 3

- A handout of a

second scene

- A handout of
language used for
expressing
opinions and

giving reasons

To create students’
understanding of the scene
and to provide them with
opportunities to express and
exchange thoughts and

opinions with friends
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opinions.
2. Give them guidelines in describi
3. Randomly select two or thre
a class.
4. Ask other students to express

disagreement to the propose

2. Drama

rehearsal

- Guidelines for
describing

characters

- To enhance students’
ability in expressing

opinions

Activity 1

A handout of

idelines

feelings, actions and reacti
3. Give students guidelines of;jm
list. “

'3
4. Ask students to assaeﬁlglﬁ %gﬁ%ﬂ .
practice reading their 1lqll S ﬂ

5. Monitor students’ practice to make sure they understand shat

- To strengthen students’

understanding of the play

cach hsw ARNIR URTY
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Activity 2
1. After students understand the meaning
character says, ask them to practice
2. Remind students to check their
character they are identifying t
they can act out the role more ;

3. Allow them to rehearse the scuipt a

confident.
3. Drama Activity 1 7
production 1. Ask students to summarize the sce

pair to report their part to the class.

2. Randomly select five pairs of the student:

to the class.

——

.-d_,.f-"":’*"-‘

- To provide them with
opportunity to practice

using a language

- A handout of
sequence words

- A handout of

Activity 2

1. Ask students to act jj ﬂtﬁﬁﬂm w gst,.
part so that the class hole

2. Videotape students’ performances

Q‘Wﬂaﬁﬂ‘im Mk

- To allow students to

clarify their thought

- To provide students with
opportunity to practice
using a language in a

meaningful context




218

4. Drama

evaluation

of the play’s characters.
Examples:

- Are Tom and the Devil in the vi

- To allow students to
reflect their thought about

drama production

AU INENINYINS
RINNTUUNIININY



219

Lesson Plan 5

Acting out a'scene

-

Time: Approximately 2.30 hours
Goal: To enable students to summarize the play and conclude their opinions towards the elements of the play
Objectives: 1. Students will be able to describe eyvents that occur in each scene of the play.
2. Students will be able to describe their perceptions of-each character of the play, their background, personalities and
behaviors’ changes. ’d ;
3. Students will be able to apply their understanding of 'éz_lch character to the presentation of their drama product.
4. Students will be able to state the weakngssés dnd strei_'ié:this'- of the drama product.

Language focus: Sequence words; describing events uising simple sentences; describing personal background and personalities
¢ - Ll —il]"nl

Teaching steps Procedures T ~Materials/tasks Purposes
1. Working ona | Note: The last scene (scenefive)is-considered-another
drama script important scene because it shows the end of Tom’s life after

he decides to sell his soul {6 the Devil. It is the climax of the
play. So, this lessonwill foeus mainly,on this,scene,
Moreover, the lastiscenelinvoelves many/characters.
Therefore, students can present this scenefas a group work.

Activity 1
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1. Ask students to pair up.

- A dialogue
2. Give each pair a short dialogue
A: What are you doing?
B: Nothing.
A: really?
B: Yes. Nothing.

Activity 2
1. Divide students into 4 group-ofeigh : :‘ play: scene five
2. Ask them to read the la

Ec ‘
II
3. Ask them questions to ci€ate understanding of the scene

and stimulate deeﬁiﬁﬁ?‘] qn EJ ﬂ %JW EJ’ ﬂ ‘j

. 1

-To warm up and to
stimulate students to think
about a context in

communication

-To encourage students to
express and exchange

thoughts.

e {I AN T NN TN
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- Why does Tom become a church-goer?

- Why does Tom always carry a small

- How would you describe Tom

- What do you think about
ending? Why?
- What do you think or feel

2. Drama Activity 1

rehearsal 1. Split the scene into two parts.

f,

I:
2. Ask students to divide their group 1'&?3;\‘;1
o2

for one and three for the other.

3. Assign the first part to the first five
i

of Tom, Woman 2, Man ' _
4. Assign the second pa ------------ iree-students-pi:
role of Tom, Man 2 and thy)e y

5. Ask students to study th

ek b o e T Ef‘*m e

1. Ask students to rgearse their lines.

i A i\ 1 FRURIIY

part

-To have students prepare
themselves before

rehearsing

-To help students
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lines. \

3. Ask them questions to help the
better.

Examples: ¢

- What happens with Wom/ |
- What does she feel?

- What does Woman 2 feel a
- What does Tom feel wh

4. Encourage them to spea

3. Drama

production

internalize the character
they are taking the role and
better their understanding
of the lines they are

speaking

Activity 1

A handout of

guidelines

© st g £l WANENTNYNT

2. Videotape students performance.

ARIANN 3N JAm1INeae

- To provide students with
opportunities to clarify
their thoughts and deepen

their understanding of the

play

- To provide students with
meaningful context for

practicing speaking skill
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4. Drama

evaluation

1. Play the videotape.

1. Ask students to state the goo
—

2. Ask students to state the

encourage them to give rea

Note: At the end of this class

they are going to write a

themselves into a group ,-’,—_ ------------- mk-about-the-them:
structure of their play befo@} e

to adjust or adopt the theme and plot from any soap opera,

e i g LAWY S

qU

- To encourage students to
express their thoughts and
opinions and to learn how
to give reason to support

the opinions

Evaluation: class obsewation%uaatq&ﬁﬂ ﬂ i aj u VI ’] :3 w EJ r] ayil
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Lesson Plan 6
Sketching a drama script
Time: Approximately 2.30 hours 2
Goal: To enable students to compose a drama script
Objectives: 1. Students will be able to set the theme and Sequence of events or plot of their play.
2. Students will be able to write a_drama'script of OIIJJG scene with correct grammar and comprehensible sentences.
3. Students will be able to give a brief description of-each character they intend to create for the first scene.
4. Students will be able to present the scene thro;ugh-fhej?r performance.

5. Students will be able to expresg their opinions about the performance and give suggestions for the revision of the scene

or the script.

r o

o . ik ¥ i | 3 . .

Language focus: Sequence words, describing events tising simple sentences, giving opinions and suggestions
i 4 e i

bl ;

Teaching steps Procedures | - ~Materials/tasks Purposes
1. Working on Activity 1 ' 2
drama script 1. Ask each group to de‘;énnine the theme of the play they N - To help students set the
are going to write. | frame or structure of their
2. After they have.determined the theme, ask them to setthe play script

sequences of events of three-scefies; at the beginning, in the

middle and the end in the form of storybeards.
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Activity 2

1. Ask students to write a script of the first sceng'aecording
the storyboards they have drawn:

2. Ask each group to set a profile-of the characters they
create.

3. Discuss with students in cach group about their script.

- A handout of
guidelines in
creating each
character’s profile
such as who the
character is, what
his/her social status
is, how old he/she

18

- To provide students with
opportunities to utilize the
language they have learned
to produce the script for
their own and to elicit their
thinking about the

characters they create

2. Drama Activity 1 !

rehearsal 1. Ask students to rehearse the s¢éne. — -J:'__— 77, - To have students practice
2. Monitor students’ rehearsal and encourage thel;n‘t_’(!)_i.think their lines and to remind
about the character’s personalities, backgrounds -zi!ﬁ.c_l'féélings students of the importance
as well as the setting wheiracting-out-such-as-who-the of context in
character is talking to, what the character feels when he/she communicating or
says that line, or what the character feels about the person interacting
he/she is talking to:

3. Drama Activity 1

production 1. Ask each group to describel the events occurring in/the = Videotape - To help students build a
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first scene briefly.
2. Ask them to report the sequenc
the class.

3. Ask them to discuss the
Activity 2

1. Ask each group to act 01;

2. Videotape their performa

4. Drama

evaluation

clearer mind about the

scene

- To provide students with
an opportunity to practice
communicating in a

meaningful context

- A handout of

guidelines

il J,f"l‘l.-__“ L, A
3. Ask students to expreﬁtheir oﬁnﬁﬁbﬁt _
\

performance according fo-the-guidets INES-Provi =S

4. Ask each group to reco@f <

whether they want to change or revise anything

5. Ask them to Suﬁﬁlﬁlﬁ ﬁﬁ?jﬁ%{
ing the lanfolel ne
correc lng ¢ lan I&Jg

- To elicit students’
thought as well as to
provide them with
opportunity to practice
expressing their thoughts

and opinions

Evaluation: class observationqqthQ@Eﬂ ﬂ i aj u VI ’] :3 w EJ r] ayil
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Time: Approximately 2.30 hours
Goal: To enable students to compose a drama sci
Objectives: 1. Students will be able to write a

2. Students will be able to stat

4. Students will be able to reflect ¢ §* thoughts and feeli through their acts.

5. Students will be able to express theif opinic ne which has been presented from an audience’s
perspectives.
Language focus: Telling story using sequen,eﬁwords and' sﬁrfpleéén 1 'bi}:g thoughts and feelings, and giving opinions
Teaching steps Materials/tasks Purposes
1. Working on a Activity 1 - To help students build a

drama script 1. Ask each grﬁ ﬁ 5& ﬂm fw clearer picture of the
2. Ask them t M ﬂ rﬂ ’] j second scene script
according to the storyboard they have drawn.

QR HANTI AR SR
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to the storyboards.

Activity 2

1. Ask each group to disc
want each character to deli
2. Read the script of stud,

details about the setting a

the problem of this sce
problem, what does he d

problem.

-To encourage students to
think about the idea or
meaning they intend to

represent through their
play

2. Drama rehearsal

1. Ask students to rehearse the scene.
i

2. Monitor students’ rehearsal anaf:

; .,—j’*::ai_ . -

about the character’s ﬁrsonaliﬁ‘ei' backgrou
§ i

as well as the setting When-acting-out-sucl h-as-who-th

character is talking to, vl

at A
says that line or what tl‘lgcharacter feels about the person
‘o /

3. Drama product

-To provide students with
opportunity to practice
using the language

according to contexts

he/she is talking-to.
B INUNIHYN
Activity 1
4

1. Ask each group to describe the events occurring in-the

188

- To help students express

their thoughts

= RRAN T I T NIV
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such as what each character thi
purposes in interacting in th
character will react to ot
Activity 2
1. Ask each group to act
2. Videotape their perfo

4. Drama evaluation | 1. Provide students with guide

performance.

3. Ask students to express

4. Ask students to recon

¢ o

Evaluation: class observation, students’ Journal

QW']&WT]?EU AN

2. Ask them to discuss the details of ez

cter again

-To provide students with
an active experience in

using a language

performance according-to-the-guideimesp

whether they want to cl‘@ndge or revise anything.

ﬂ%%#l%—‘i’—l%ﬁl

- To have students
practice thinking and
expressing their thoughts

and opinions

aJ)

nen

e/

d



Time: Approximately 2.30 hours

Objectives: 1. Students will be able to write a

a

230

Teaching steps

Purposes

1. Working on a

drama script

Activity 1 g ,
1. Ask each group to retell the story of the first and second

Z(.:if:them toﬂ ‘LL&LQ 1?{]1121 niﬂ Eglto’] |

the story board they have drawn.

ki 10 ANAREUNT I

9
188

- To remind students of
what happens previously
in order to plan for the

ending of the play
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4. Ask students to give reasons why

endlng in a certain way and wh

2. Drama rehearsal

To help students see
clearer picture of the

characters in their play

p“ril o l’l e ‘: ~ -
as well as the setting ﬁen actmg “out such as W 0 ) th

says that line or what the

he/she is talking to.

To help them understand
their role better and to
develop their

communication skill

3. Drama product

o Guianen e

third scene.

2 a3 AATRINRAINYNAY

?

To help students build
clearer ideas about what

they intend to present
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with other characters.

Activity 2

1. Ask each group to act e
2. Videotape their perform

4. Drama evaluation

1. Provide students with guig
performance. -
2. Play the videotape of the Jast tv ??é
3. Ask students to express their opi:

performance according to the guide

4. Ask students to recenside

whether they want to cliange-orrevis

v,

ly

b

To develop students
ability in expressing

opinions

Evaluation: class observation, studenﬁ(ﬁﬁ}ﬂj Y1:I9 %J‘w 48]

RIANTU NI INGINY



Time: Approximately 2.30 hours
Goal: To enable students to have a clear plan

Objectives: 1. Students will be able to describg

nprovement of the performance.

233

Materials/tasks

Purposes

Teaching steps Procedures —
1. Working on a Activity 1 - T paYET

script

1. Ask students to pair :; =

student to the back of the

e mww?ww bt

A: Hey!

iF j
X

2. Ask one student to go iﬂro -!
ass.

7

b v Wwa\mmmﬁﬂ

TaGE

- To warm up by allowing
them to practice projecting

their voice
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A: Are you ready?
B: What?
A: Are you ready

B: Ican’t hear! z
A: Let’s get going. We’HM
B: In a minute! I’m not rea

A: What?

Activity 2
1. Ask each group to retell

-To help them set clearer
step in preparing their

performance

2. Drama

rehearsal

each scene. :
V;
3. Monitor students’ reheﬂa

about the character’s personalities, backgrounds and feeling
as well as the setti ﬁ ‘tﬁ(}‘rﬂ m P
character is talkinE}]), lzle act i.[:' n SEJ

says that line or what the character feels about the person,

- To strengthen their
understanding of their role

and their script

s A AN IEU ARV
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3. Drama product

1. Ask each group to summarize the pl
theme, plot and the background a

gose; the

character and report this to the

2. Ask each group to act ouw—

To prepare students for the

full-scale performance

4. Drama

evaluation

1. After the first group has finishedperfor;

audience to give comments
2. Ask the audience to evaluaié t
plot, and the characters whether |
3. Ask the audience to describe gachc

according to their perception.

To allow students to apply
the feedback from peers

for further improvement

Evaluation: class observation, students’ joumeﬂ 7

AUEINENINGINg
RN IUUNINYAY




Time: Approximately 2.30 hours

Goal: To enable students to present a full-scal

Objectives: 1. Students will be able to narrate hey are going form briefly.
2. Students will be able to represe 7 and the ¢ of characters in the play they write through their
performance.
3. Students will be able to expres i ions { al a product from an audience’s viewpoint.

Procedures

1. Students change their clothes and prepare

. Students start the performance, 10 V utes per each group.
. After all groups have finished perfo . - best performance and the best performer.

. Ask students to give reasons why they vote for a particular group and performer.

. Announce the group which wi ielvgj ﬁ i T d.%

. Announce the student who \:ﬁt as %Sﬁm m il ’a]eﬁrj

. End the course. Y & . o/
3 : J oW ¢ ¢

N R R I N VS N
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Appendix B

Speaking Achievement Test

1. Rationale
This test is designed with the aim to measure students’ English speaking

before and after they have finished the English through Drama course which is

/J/tlonal model using the integration of

2. Table of specificatw f
Level of stude e \Q‘l iversity students

Number of parti ’ - \ \
Objectives: o \

1. To me e e situations or events

implemented by utilizing an Engl

q

drama and questioning techni

2. To test ility (0 ng express their opinions and

3. To measure : e reasons to support their opinions

4. To assess students , icipate in everyday conversation

o

3. in [
ly life conversation

R ﬁﬂliﬁimiﬁ EI’i 3

Points: Taskl 24 points

o W"r@zﬂzfﬁ{u UANAINYA Y

conng Analytical scoring
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input

output

A_picture and questions

concerning the picture 1 picture | -

—

Responses to the questions

items | material tasks
1 A picture | Answers of the questions
2 A Role playing according
situation | to a given situation and

b 7 ption of
A
N N

tus d a cued

an assigned role ing

The conversation between a
teacher and a student based on the
given situation and an assigned

role
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Speaking Test Scoring Criteria
(Taken from Linder, 1977)

1. Fluency: overall smoothness, continuity, and naturalness of the student’s speech,
as opposed to pause for rephrasing sentences, groping for words, and so forth

Definition of each level on the scale;

1. Very many unnatural pauses, very halting and fragmentary delivery

2. Quite a few unnatural pauses, frequeatlyhalting and fragmentary delivery

3. Some unnatural.pause, occasionally halting and fragmentary delivery

4. Hardly any uanatugal pauses, fairly smooth and effortless delivery

5. No unnaturalpauses, almost ef%ortless and smooth, but still perceptibly

nonnative W

6. As effortless and smooth as spe;ch of native speaker
2. Comprehensibility: the ab111ty ofa the student to make himself/herself
understood—to convey rneamng \ 'F

Definition of each level on the scale "
et

1. No comprehenswn—couldn t und@ﬂand a thing the students said

2. Comprehended small bits and pleces isolated words

3. Comprehended-some-phrases-or-word-clusters=- "

4. Comprehe-nded short simple sentences

5. Comprehended most of what the student said

6. Comprehended all of what the-student said
3. Amount’ of ‘communication:-'the ' quantity “ef information relevant to the
communicative situation the studentiis able to conyey

Definition. of each level on the scale:

1. Virtually no relevant information was conveyed by the student

2. Very little relevant information was conveyed by the student

3. Some relevant information was conveyed by the student

4. A fair amount of relevant information was conveyed by the student

5. Most relevant information was conveyed by the student

6. All relevant information was conveyed by the student
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4. Quality of communication: the linguistic (grammatical) correctness of the

student’s statements
Definition of each level on the scale:
1. No statements were structurally correct
2. Very few statements were structurally correct

3. Some statements were structurally correct, but many structural problems

remained

4. Many correct statements, but so ﬁ s remained with structures
5. Most statements vere structu ée were only minor problems
with structure -

6. All stateme

AULINENTNEINS
RN TAUNIINGIAE
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Speaking Test Tasks

Task I: Before the test begins, the following pictures will be given to a student. The
student will be asked to choose one picture and then he/she will have three minutes to
study the picture. Then, an examiner will ask the student questions according to the

picture. This test will take 12 minutes including the time for preparation.

Directions: Choose one of the followmggé( s. You will have three minutes to
choose and think about the-pteture T}‘lgn It eﬁatﬂ"the questions from the examiner

rlyym‘}/

carefully and try you
1.
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\m in the picture?

P
the Why do you think so?

Questions
1. Describe what you se
2. In your opinions, wha
3. What would their backgro ‘&F b ample, ily, education, or social status?
i 9 i
What makes you thmk s0? 27 l::&’ e s
4. What would bqﬁe relationship betweer
know? i _
5. What do you thinkEe peop ! GiV@asons?
? i ?
6. What do they feel abgu‘glch other? Whyq(}p you think so?

7. What do tﬂc%ﬁ’l]ﬁapﬂﬁ Et]:?ﬁﬁ w gJ‘ ’1 ﬂ ‘;

8. Could you tell me why you choose this picture? at do you like about it?

9. What feel whe it ghe pi ’a‘ ~

10. ﬂyﬁﬁm(ﬁm ﬁg‘a‘:jle , % EJtl’J-rl’aI(Elli you tell me

about your experience similar to the situation in this picture?
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Task II: The following situation will be given to a student. The student will have
three minutes to study the situation and prepare his/her role. Then, the student will
participate in the conversation with an examiner according to the situation and role
given. The examiner will take a fixed role, while the student will respond as
prompted. This test will take eight minutes including the time for preparation.
Directions: Read the situation and a cued card given carefully. Make sure you
understand them clearly. If there is anything unclear, you can ask your teacher. You
will have three minutes to prepare yourself to carry on a conversation according the
cued card you have got. 3
Situation: During a ten-day'school break, you planto go traveling with your friends.
Everything has been seteYous€annot miss this trip. However, your mother would like

you to stay home. ]

A cued card for astudent. A cued card for an examiner

- ask for a permission to go traveling'| - tell him/her you do not want him to go
during school break e}nd give reasons

- give reason why this trip is impdffant to j-EeyJ him/her that you really need his/her
you ‘hFIp in a rubber plantation

- tell your parent you will g:o_ for only 4 L é-l_ﬂ-é)_\{/ him/heito go for only two days

days and will help them when you | = allow him/her to go for four days but

comeback only two-dayexpenses will be given
- try to negotiate to g6 for four days and | - ask for some details about his/her
give reasons traveling plan .such~as when, where, and

- agree with the condition and'promise to |*how he/she will go

help your mother in the garden as‘much | - end the conversation by saying that you
as you,can when you'come back: will go.cooking

- give details about your plan

- offer some help to please your mother




Appendix C
Critical Thinking Test

1. Rationale
This test is designed with the aim to measure students’ critical thinking skill

before and after they have finished the English through Drama course which is

implemented by utilizing an En tlonal model using the integration of

drama and questioning techni

Level of stude r fou car university students

students ability to interpret,
aluate actions, behaviors, and

\a their ability to justify their

Time: 2 hours
Points: 20

Scoring: holistic s

Task | texts n(g output
1 A play 1 es Questions on Extracts from Responses to

ﬂ (H EJ ’J WE)] ﬂ‘j ﬂ:] ﬂ cj the questions
q anﬂﬂim URNINYINY
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Critical Thinking Scoring Rubric

(Developed and adapted from Facione, Facione, and The California Academic Press,

1994)

4 Consistently does all or almost all of the following:
..Accurately and thoroughly interprets situations/events that occur in the play
...Shows the ability to apply ideas owknowledge to a new situation
...Demonstrates the ability to synthesize-events, problems, or conflicts
...Thoughtfully analyzes and evaluates thesmajor issues of concern
...Draws meaningfulé@nd reasonable conclusions
...Gives substantial.reasons andlexamples to justify inferences and opinions

...Thoroughly explains assdmpti’effs and reasons

3 Does most or many_of the followihg- Je
...Accurately interprets drama sltu,atlons/events that occur in the play
...Shows the ability to, apply ideas: or knowledge to a new situation
...Demonstrates the ablhty to syntl@m;_ 1ze events, problems, or conflicts

...Analyzes and evaluates the major issues of concern

...Draws 1 re&puuauw conclusions 7

...Explains inferences and opinions

...Explains assumptions and reasons

2 Does most'or many-of the following:
...Misinterprets drama situations/events that occur in the play.
..Hardly shows|the ability to apply ideas or knowledge to.a new situation
...Hardly shows the ability to synthesize ideas, problems, or conflicts
...Superficially analyzes and evaluates issues of concern with little solid
evidence stated as support
...Draws unreasonable conclusions

...Seldom explains reasons
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1 Consistently does all or almost all of the following:

...Misinterprets situations/events that occur in the play

...Hardly shows the ability to apply ideas or knowledge to a new situation
...Hardly shows the ability to synthesize ideas, problems, or conflicts
...Ignores or superficially evaluates issues of concern with no solid evidence

stated as support

...Draws unreasonable or falla

...Rarely explains re

AULINENINYINS
RN TAUNIINGIAE
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Critical Thinking Test

Direction: Read the following drama scene and write a one-page essay

concerning the scene. Your essay must cover all of the given guidelines.

v = 1 A Yy oa a vy &y
mmumlazﬂimm/maﬂa”lﬂu 1AV UAINIYIAITNYIDY NI UDYH UINHINITAY

A o a a4 Aaa v o Y Ao Yo 1 1
!ﬂﬂ’;ﬂﬂagﬂﬁ‘luﬂ1ﬂu ﬂ)m!‘ifjQ‘ﬂ!611Ejuﬂmﬂi’e)‘ijﬂqNﬁ%ﬂlﬂﬂmﬁuﬂi‘ﬁﬂﬁﬂ@qﬂu

- Describe the situation which is oceurring in this scene briefly
(msmamqmmfﬁxﬁwﬁu“lu 90 1nvo)
- If you were Emmeline; would{ryou say.or behave as she did or not? Why or
Why not?
(mingauily Emmeline gaiaiaiionaasoonsufoad Usevse li w1z la)
- According to gach chapacter’ th(')ughts, what is the cause of this sad event?
(mamamiﬁﬂmmﬁmzmuéa:ﬁ?m@;ﬂijﬂfﬁsﬁﬂsﬁuLWiwaz“li)
- As areader, g¢an you state what the cause of this event is? Why or Why not?
Auguzvesfenigauhs guonlguiehidt ozlsdeminave anamseid mszey ls)
- the cause of Mrs Wingfield's serious injury is due to her decision to commit
suicide, do you think'it'is an appppl?rieite decision or npt? Why? Or Why
not ? (¥1n Mrs. Wingfield ai163n1693 1 anfin uilumsaaauleinanzaundo la mse

oz'ls) i

to] =
| o el

Write an essay to express your thoughts and give clear reasons and examples to
’ = o v Y qy . o Vo
support your thoughts. (Jaumaevlvianysamsenliimananazuniedialsznevlivaan)

The patient
By Agatha:Christie

Wingfield: (Moving to Emmeline) " You keep saying she tried to“eommit suicide. |
don’t'believe it: ['won’t belieye it!

Emmeline: She had plenty to make her depressed.

Wingfield: What do you mean by that?

Emmeline: I think you know quite well what I mean. I’m not blind, Bryan.
Wingfield: Jenny wasn’t depressed. She’d nothing to be depressed about. You’ve got
an evil mind, Emmeline, and you just imagine things.

Ross: Leave my sister alone.
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Brenda: (facing Emmeline) It was an accident. Of course, it was an accident.
Miss Ross is just trying to...trying to....

Emmeline: (facing Emmeline) Yes, what am I trying to do?

Brenda: It’s women like you that write anonymous letters—poison pen letters. Just
because no man has ever looked at you...

Emmeline: How dare you!

Ross: Oh, my God! Women! Cut it out, both of you.

Wingfield: I think we’re all rather overexcited, you know. We’re talking about things
that are quite beside the poimt. What we really-want to get at is, what was Jenny’s
state of mind on the day shefell?-Well, I'm her husband, I know her pretty well, and I
don’t think for a momeat'She.meant to commit suicide.

Emmeline: Because you'don’t want to think so—you don’t want to feel responsible!
Wingfield: Responsible2What do you mean by responsible?

Emmeline: Driving her to'dowhat she dic-_l!

Ross: Whatdo yéu mean by that?
Wingfield: together How, dare yqu .
Brenda: Ifs not truet %,

Ginsberg: Please—please! When 1T ask yth;’(!)_: come here, it was not my object to
provoke recriminations. i g

Ross: (Angrily) Wasi'tit?Fmnot-surer(He wheels-rourd and looks suspiciously at
the inspector) 7

Ginsbberg: No, whatT had in mind was to conduct an experiment.

Brenda: We’ve alteady been, told thats, but you still haven’t=told us what kind of
experiment.

Ginsberg: As Inspector Cray said just now—onlysone person knows what happened
that afternoon—Mts."Wingfield herself.

Wingfield: (Sighing) And she can’t tell us. It’s too bad.

Emmeline: She will when she’s better.

Ginsberg: I don’t think you quite appreciate the medical position, Miss Ross. It may
be months—it may even be years before Mrs. Wingfield comes out of this state.

Wingfield: Surely not!
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Sample answer (In Thai)
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Sample answer (In English)

This scene depicts the following event after Jenny Wingfield was critically
injured due to a mysterious fall from a balcony. From this event, Emmeline believes
that Mrs Wingfield tried to commit suicide because she was depressed. Emmeline
blames Mr. Wingfield, Jenny’s husband for this. However, Mr. Wingfield does not
believe his wife would try to harm herself, and he claims that his wife had nothing to
be depressed about. Brenda, another participant in the event insists that it was an
accident and accuses Emmeline of trying/to'cause troubles by writing anonymous
letters about the Wingfield’s mairiage. The mspeetor stops an argument and says that
there is only one person.who can_ tell what happened that afternoon. That person is
Mrs. Wingfield. However; it imight take months or years before she is better.

Emmeline’s accusation of Mrs: Wingﬁeld as the cause of Jenny’ fall can be
seen from what she sayst “You don’t want to feel responsible. and “Driving her to
do what she did!” This is very Serious agcusation. If I were Emmeline, I would not
say that even though that is'what I think. \i;Vhat she says does not cause anything good
to herself or anyone else: Maoreover, what she says reflects her personality as a nosy
person who likes to involvein other people s busmess

From what happened Emmelme Eﬁeves that Jenny tried to kill herself
because she was depressed about her famlly ;;roblem She also believes that Mr.
Wingfield knows W¢H about his wife’s sorrow. Emmeline says that “She had plenty to
make her depressed; I think you know well what I mean, I’'m not blind Bryan.” This
clearly reflects Emmiﬁne’s view about the cause of the sad event. It also implies that
Emmiline knowsiBryan’ s“or IMr. (Wingfield’ behavior which«Causes Jenny’s sorrow
and finally drives herto commit suicide. However, Mr. 'Wingfield abuses Emmeline
of “having evil mind” to say that Jenny tried to killsherself. This might be because he
wants' to ‘defend shimself that he /has.nhot done anything /that ‘ean imake his wife
depressed as being accused. Although he does not state clearly, Mr. Wingfield seems
to imply that Jenny’s fall was an accident. This is similar to Brenda who insists that
Jenny’s fall was an accident. Brenda also strongly resents Emmiline’s remark about
the cause of Jenny’s fall. This can be seen from what she abuses Emmeline, “It’s
women like you that write anonymous letters- -poison pen letters. Just because no

man has ever looked at you.”
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As a reader, I think the evidence in this scene is not enough to make a

conclusion about the cause of Jenny’s fall. In addition, each character’s remark is not
reliable because it seems each character has personal conflict and bias against each
other. Jenny might try to kill herself as Emmiline remarks, it can also be an accident
as Mr. Wingfield implies and Brenda insists, or there might be other causes. We
cannot rely on Emmeline’s remark because there is no evidence indicating that Jenny
was having problem with her husband. Emmeline might raise this issue because she
personally dislikes Mr. Wingfield or she mightsbe just a woman who tries to cause
troubles as Brenda says. At the same time, We-eannot rely on what Mr. Wingfield
defends and Brenda insists=Both-of them might try-te convince other people to think
that it was an accidentsbecause. they “don’t want to feel responsible” as Emmeline
claims. !
However, if Jenay’s fall from tﬁe"balcony 1s due to her attempt to commit
suicide in order to escape from her depr%segl family life as Emmeline remarks, it is
considered a thoughtless decision. She shiu_ﬂd choose to face the problem rather than
escaping away from it. There e-lzref— many, -i_gif?)ilﬁ'-tions or choices in our life. If she is
depressed by her husband’s behavior, she éaﬁ f_:}ld the relationship with her husband
and enjoy her single life. Wofﬁen often ju:__dé_e_;fher value through men’s eyes. What
Brenda abuses Emmeline “If’;v"i{/o}’nen like -ji-o'-ﬁ;thbt Write anonymous letters- -poison
pen letters. Just bécéuse—rm—nmn—has—ever'lvoked atyou="indicates that she is one of
those kinds of woiﬁen. In my opinion, women should lea:r:n to appreciate her value

through her own eyes. It is this way of thinking that can bring her happiness in her

life.



Appendix D (Thai Version)

Attitude Questionnaire

Students’ Attitudes towards the English Instructional Model Using the

Integration of Drama and Questioning Techniques to Enhance Speaking

Achievement and Critical Thinking Skill
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Appendix D (English Version)

Attitude Questionnaire
Students’ Attitudes towards the English Instructional Model Using the
Integration of Drama and Questioning Techniques to Enhance Speaking

Achievement and Critical Thinking Skill

Directions

1. This attitude questionnaireis designed to investigate students’ attitudes towards an
English instructional modelusing the integration of diama and questioning techniques
to enhance students’ speaking achievement and critical thinking skill after the
implementation of the model: '

2. Please give your responsgs to all ef the’ following items and rate all items which
best match your feelings or opinions; Yc-gdur{-responses will be only used to evaluate
and improve the quality of an English i;;structional model using the integration of
drama and questioning techniqués.- There-i\;i/:ili: be no effects on you or the grade you
o

will get from this subject.

3. The attitude questionnaire is divided into tWo 1)arts as follow:
Part1: Students’ demographic inforotation
Part2: Students™attitudes-towards-the English-msiructional model using the
integration of-drama and questioning techniques to enhance students’ speaking

achievement and critical thinking skill

Part 1: Students’ demographic information
Directions: The first part of this attitude questionnaire consists of four items. Please

tick in'the 'box which, taatches-the factabout.you

1.1 Gender
male female
1.2 Level
second year third year fourth year
1.3 GPA

2.00-2.50 2.51-3.00 3.01-3.51 3 .51-4.00
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1.4 English grade obtained from the latest semester

A B+ B C+
C D+ D

Part2: Students’ attitudes towards the English instructional model using the
integration of drama and questioning techniques to enhance speaking

achievement and critical thinking skill

Directions: 1. This attitude questionnaire has26.4téms.
2. Please read the statements on the lefthand side and tick V in a box to
indicate the degree.of your agreement to each of the statements. Please

tick in only on€ bex.foreach item.

. 4

Items Strongiz :Algree Uncertain | Disagree strongly
agree A 4 disagree
5 o 4 < 2 1

1. I like the instructional
model using drama and

questioning techniques. uid Sdda
2.1like activities in et a2l
Working on a drama —
script step. e ¥ bl 2=

3.1 like activities in )
dramarehearsal step:

4. 1 like activity in Drama
production step.

5.1like activities in
Drama evaluation step.

6. This instructional
model motivates me to
participate in Iearning
activities'more

7. 1learn with a feeling of
enjoymient.

8. I feel this instructional
model helps improve my
speaking skill.

9.1 feel this instructional
model helps improve my
critical thinking skill.

10. The learning
atmosphere in the
classroom taught by
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using drama and
questioning techniques
make me feel more
confident to speak
English in a class.

11. The learning
atmosphere in the
classroom taught by
using drama and
questioning techniques
make me feel more
confident to express my
opinions in a class.

12.1 always feel happy
when learning English
taught by using drama
and questioning
techniques.

o

13. I will recommend this’

course to other students. iy
14.1don’t like the N
instructional model using o
drama and questioning - R
techniques. 4 i

15. I don’t like activities
in Working on a drama
script step.

16. I don’t like activi}ies

in Drama rehearsal step

17. 1 don’t like activity in
Drama production step.

L .I'.I L

18. I don’t like activities
in Drama evaluation step.

19. This instructional
model doesn’t motivate
me to participate in
learning activities more

20. I'feel bored when
learning through this
instructional model.

21. I don’t think this
instructional model helps
improve my speaking
skill.

22.1don’t think this
instructional model helps
improve my critical
thinking skill.
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23 I will not recommend
this course to other
students.

24. Learning through this
instructional model
doesn’t make me feel

happy.

25. The learning
atmosphere in the
classroom taught by
using drama and
questioning techniques
doesn’t make me feel
more confident to speak
English in a class.

26. The learning
atmosphere in the
classroom taught by
using drama and
questioning technique
doesn’t make me feel
more confident to exp
my opinions in a class.

Additional comments

RN TN IR
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Appendix E (Thai Version)

Student’s Journal
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Appendix E (English Version)
Student’s journal
Lesson plan............ date........... month............ S|

Directions

1. Please record your learning experience by answering all of the following questions.

!&/OE each lesson provided.

2. This journal is divided into two

Part 1: Record your th -

Part2: Record yo
Part 1: Write what y provided today according

to the questions give

1. What do step, Working on a drama

script, of an : integration of drama and

questioning tec

2. What do.you thin oe teaching step, Drama rehearsal,

B (LOITE DGR

¢

n o
qﬁﬂh:l d@ yﬂ t inljjor ee agz)lumle’l;g th]mE'g! :t-(lp, rzgn]a production,

of an English instructional model using the integration of drama and

questioning techniques today?

262
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4. What do you think or feel about the fourth teaching step, Drama

evaluation, of an English instructional model using the integration of drama

and questioning techniques today?

5. In overall, what do ( t the instruction delivered through

an English instruc usi ation of drama and questioning
T—

2. Which character y? What is the character like?
What did you think abo £ 17 And why do you think so?
3. If you we 1 do aye in the same way as

-
her/him? W -._..___.___f_;_

4. What are smﬂ ties :

reasons.

o lﬂﬂﬁmﬁﬂﬂ -

n m.l and the character? Give
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Appendix F

Teacher’s Journal

Lessonplan ............ date....ouoiie e

This form is used to record the results of the observation of students’ learning

behaviors in general. This form is divided into two parts as follows:

Part 1: to observe Stu-.._‘ 1 El.le classroom to examine their
- —

I =
4. Students’ b%ﬁaviors in the fourth step of the tezﬁ\ing model
£
o=

F' f:gi.rfﬂﬂrf'%ﬁﬂ ﬂ:""’ll_.:]'

5. Genétal impression of stugpnts’ behaviors in class

ARIATUURIINYIRY
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Part 2: The observation of students’ thinking skill

1. Students’ ability in expressing opinions and giving reasons

5. General impre‘sséohn of students’ tla'}king progress

------ AnLa=atad EW}%WEF N

Qﬁﬁﬂ"f‘ﬁ'"ﬁﬁ’ MHIRE

Ll | L]
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m (For the Model)
——

Directions: Please indicate how you respond to ppropriate) each of these questions by ticking (V) in the

-.-\fu vement of the model.

box to indicate what you think and give your c

266

Items

: \\Iot Comments or suggestions
\\- opriate
-1

1. Are the theoretical concepts underpinning

drama and questioning techniques integrated in

the model clearly explained?

2. Have drama and questioning techniques %%rf:

appropriately integrated in the teaching model

f o o/
3. Have drama and questioning techniqués IE q w EJ j w r] ﬂ rj
appropriately integrated in the teachin
order to enhance students’ speaki

e e 0 AN S ARV AN YA R

5
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4. Are the details of teaching in each step clear

for users? - /

5. Has the model been appropriately designed
for the enhancement of English speaking and

critical thinking?

Additional comments or suggestions " i?

AU INENINYINS
RIAINTUNRINIAY



Directions: Please indicate how you evaluate (appi@

Research Instrum

to indicate what you think and give your com

Items

1. The objectives of the lesson plans are appropria

iate) each of these statements by ticking (\/ ) in the box

ent of the lesson plans.

268

Not

(-1

N\
\ Appropriate

Comments or suggestions

2. The procedures in the lesson plan are consistent

with the model.

3. The materials and tasks used in the lesson plan

are appropriate.

-

E19]8]7

4. The pedagogical procedures in thé&s!al “plan

are appropriate for the enhancement of

speaking ability and critical th

bl 51\ T

éhsh
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5. The evaluation applied is appropriate.

6. The language used in the lesson plans is clear. '

Additional comments or suggestions

llr ) »e\\x N

77} E}Z L WAN
J Jo AN

i

ﬂUEJ’J‘VIEJVI?WEJ’]ﬂ‘i
Qﬁ']ﬁ\iﬂ‘ifumﬂﬂﬂmﬁﬂ
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Items Comments or suggestions

1. The test is consistent with its objectives.

2. The test reflects content validity.

3. The result of the test can reflect students™ = |

. . . w
speaking achievement according to the test

objectives.
‘,
=
4. The speaking scoring criteria are clearja d
iate for th f i hi
appropriate for the test of speaking ac 1glement ¢ a 'y
Q WIANNIUAURIINETNE

5. The length of the test is appropriate.
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6. The language used in the test is precise and clear.

7. The time given is appropriate.

Additional comments or suggestions

..........................................................................................................................................
P . s ee s s s s s s e e sl ce e s et ee e e st s e s e s et et e e st e e et et e st e sttt s et ettt a e ann

¥ )
AU INENINYINS
ARIAINTUNN NGNS Y



Directions: Please indicate how you evaluate (appropriate, not sure or

to indicate what you think and give your comments

;‘\'!' ? '

Research Instrument Evalu;
i‘\-‘\'

Ttems

ritical Thinking Skill Test)

nate) each of these statements by ticking (\) in the box

272

1. The test is consistent with its objectives.

Comments or suggestions

2. The test reflects content validity.

3. The result of the test can reflect

students’ critical thinking skill according

to the test objectives.

4. The critical thinking scoring criteri
clear and appropriate for the test of critiml ¢

thinking skill.

RIPINTUUMNINE
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5. The length of the test is appropriate.

6. The language used in the test is precise

and clear.

7. The time given is appropriate.

Additional comments or suggestions

]
AULINENTNEINS
ARIANTAUNM TN



Research Instrument he Attitude Questionnaire)
Directions: The evaluation form for the questio

Part 1: The evaluation of the ov

Part 2: The evaluation of each i
Please indicate how you evaluate (appropriate, appropri g hese statements by ticking () in the box to indicate
what you think and give your comments or sugge 7
comments for each statement in the blanks provi

Part 1: The evaluation of the overall aspect of

274

Items Comments or suggestions

1. The directions in the questionnaire are

clear. ¢ a o

ALY ANYNINYNG

2. The questions match the objectives o

RPN TNNININENAE
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3. The questions can directly elicit
students’ attitudes towards the

instructional model.

4. The format of the questionnaire is

appropriate.
i
5. The length of the questionnaire is '& 3
appropriate. | s
4 :
6. The language used is clear and easy to ;‘.J,
understand. , =
AZ

Additional comments or suggestions

ammmmummmaa



Part 2 | ’ , //

Items Approp

1. hwdwevguuumsaouTasldimaiinnisuaasazasuagns I =9 )

276

ot

Not
appropriate

-D

Comments or suggestions

o
. e -
A . \
9 -
2. w1 e RN M55 o1 Ui Working on a drama Script (=
Y Y a :.l 2 !d-.
3. MU UNINTIN 1UYU Drama rehearsal AT
o
o
y oy = Z . 2N
4. 1 rouN N5 MUY Drama production , =
; ‘:;‘:. )
Yy oy a H . —
5. a1 UAINT5uTUUY Drama evaluation L
=ML A S,

6. sdupumyaenlasldmaliamsudasazasuazms

) v Ay ' ~ 2
VINED mnnmuimiumm gUUINUVU

Yy Yy y= a a
7. VINRUTIUAANUIANTAYNTUIUNAALNAY m

v

8. i’wwu’hiﬁndwgﬂuuuﬂﬁﬁauTﬂﬂi%’LMﬂﬁﬂmmimazﬂmﬁ:ﬁh

T hane'

mMowaeliinuzmsyanudinguuesdin

U ’ n
9. %WWL%”I;?’Iﬁﬂ’hﬂﬁﬁﬂuTﬂﬂi%tﬂﬂﬁwLWﬂjﬂw,?ijﬂ I uﬂ’]
Wan
-
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RABLNNAIUMTAAYB IV NN

10. vssMAVEIMISeuMIdoutogluuumsaou Tagldmatiag
Yo o q YIY Y A 1) & -
uaadazasuazn s IR ianundwaziulalun

o Y a ]
ﬂWBTENﬂE]HGlWB‘NLi YUUINUVU

11. ussemaveImsisoumsaoudregiuuumsaeuTaglamails
Yo o q YY Y A Y 4 q
Llﬁﬂﬂazﬂiuazﬂ151‘11?]']3']3J1/lﬂﬂ"|ﬂ1/‘|ﬁ]111ﬂ’ﬂi]ﬂﬁ“!ﬁzilu IIUN

a 4 2
ANUAAUNUHUINUVU

F2 v
12. i dniianugunnasei IaGeunisanguaieguuiing

Tasldimatianmsuaasazasuazmsldmay

9 v o q Y1 Y A A = Y
13. m1wm<ﬂ:uuzuﬂ‘ﬂ;uummamau@]ﬁaumagﬂu- 1

IFmatiansuansazasuazms l¥maumiouiudm %,

[

14, P livougiiuumsaeu Taeldimaiiamsuaaazasuaznis 14

A0 ¢ o

.

9]

Y wur = z ] 5 *! g
15. i hiveunonssuluau Working on a deama seript

-

9
16. T Tuaseunangsulua Drama rehearsal

A

FJ
17. Y lisevunnssuludu Dramg%o ion

P

e
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- z
18. 91w Tueunanssuluau Drama evaluation

19. glnuumsaeulagldmaiiamsuaasazasuaznis o 1y

Y
IiwsesntaiusmlumsiFoumnau

20. suvumsaou Taglfimatinnmsuaasazasuazns 146

Tddhwhizoudrennuidndonie

21. gupumsaou Taeldmadianisuaasazasuagns oy

4

Y
Idaeliihmhilinuznisyaausinguiaiy
-y

- . B sttt bl
22. phuunisaeuTagldinatinnsuaaazasuasms lgmawluld
Iy ,4.. 2/

"'s‘ -

PrRAUNYZATAAYIT N

23 i Az i uioanteritoua Soudtgaliin

Tﬂﬂ“lcl’fmﬂﬁﬂmmﬁmazﬂsuazﬂﬁ”lfi’fﬁwmmﬂﬁauﬁ"m’ﬁﬁw

24. gﬂxmumiaauiﬂﬂ“l%’mﬂﬁﬂﬂmmmazmﬂ ﬁiﬁ]\ﬁa ﬂ ﬂ j w EJ I'] ﬂ lj
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druhiantinnugulunsioundingy
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26. jlupumsaouTasldmatianisuaasazasuazmslgmawlihld |

Y Y P & a Y~ .
PrudanunauaziulalumsuaasanuaamiulusuiFounnnai

Additional comments and suggestions

....................................................................................................................................................................................................

AU INENINYINS
ARIAINTUNN NGNS Y



Research Instru

Please indicate how you evaluate (appropriate

what you think and give your additional com

Questions

se questions by ticking (V) in the box to indicate

or Student’s Journal)

nt of the questionnaire
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ADUN 1

Not
appropriate

-D

Comments or suggestions

=1 a a I A Y= U 3
1. uﬂﬁﬂ‘l&l11Jﬂ’.]11lﬂﬂm‘uﬂiﬁ]ﬂ’JHJg’dﬂﬂElNUliWﬂgﬂu

y .
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9 Fl
matAMIIaAIazAIHazmM3 IFAa1uT Drama evaluation 11454
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Research instrument Evaluz or Teacher’s Journal)

b

Part 1: To observe students icipati a3 'i\u"n in order to examine their attitudes towards the teaching model
Part 2: To observe how well student ess their 1\‘%’(\

BN

acn o

Please indicate how you evaluate (appropriat: these points by ticking () in the box to indicate what

Items ‘No Not Comments or suggestions

you think and give your additional comments gesions ; - » he questionnaire
!

ure | appropriate

D

Part 1

1.Students’ behaviors in the first step of eﬂ :

model _1 E‘
i

2. Students’ behaviors in the second step of the

teaching model

3. Students’ behaviors in the third step of

T amanIN N Inenge
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4. Students’ behaviors in the fourth step of the
teaching model

5. General impression of students’ behaviors in class

Part 2
1. Students’ ability in expressing opinions and givi
reasons

2. Students’ ability to answer the questions po
the teachers

3. Students’ ability in arranging the performance

4. Students’ ability to reflect their understanding of
characters’ personalities, thoughts, and feeling
through the performance

5. Students’ ability in writing a play for the-
performance

Additional comments and suggestloﬂ u EJ q qn EJ qn ‘j w EJ ’] ﬂ ‘j

.................................... TRIA ﬁﬂ‘im U e —
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Items 'K ppropriate | Not sure Not 10C
(+1) 0 Appropriate
-1)
1. Are the theoretical concepts underpinning dra 3 - - 1
integrated in the model clearly explained?
2. Have drama and questioning techniques been appropriately in 3 - - 1
teaching model? “fz A7
3. Have drama and questioning techniques h@}ll appropriately 1ntqgm£‘ 2 1 0.66
teaching steps in order to enhance students’ 1
thinking skill?
4. Are the details of teaching in each step clear fqurs" 2 1 0.66
5. Has the model been appropriately dﬁﬁtﬂ ﬁﬂ(}ﬂysrﬂw 1331“ EJ - - 1
speaking and critical thinking?
yf 0.86
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Appropriate | Not sure Not 10C
(+1) ) Appropriate
R 1)

1. The objectives of the lesson plans are approp / / 5 !\N B 2 1 - 0.66
2. The procedures in the lesson plan are consiste i i / ﬂ'*““ 3 - - 1
3. The materials and tasks used in the lesson pla i f m r\\\\\ 3 - - 1
4. The pedagogical procedures in the lesson pl: Are %a \ 2 1 - 0.66
enhancement of English speaking ability and critical th kﬁ ,
5. The evaluation applied is appropriate. @EJ 3 - - 1
6. The language used in the lesson plans is clear. Jm T 3 - - 1
Grand Mean Score of IOC ' S va 0.88
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Table 3: The I0C value of the experts’ opinions on
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- ] —
Items ‘- ppropriate | Not sure Not 10C
=
\_ (+1) ) appropriate
£ Z2NNN S)

1. The test is consistent with its objectives. ll I Em‘\\\\‘ - - 1
2. The test reflects content validity. l l % f‘\\\\\ 2 1 - 0.66
3. The result of the test can reflect students’ speaking ac 1&}/ ment - - 1
to the test objectives. _rf,_f‘
4. The speaking scoring criteria are clear and appropriate for il - - 1
speaking achievement.
5. The length of the test is appropriate. - - 1
6. The language used in the test is precise and.¢lear. ) 1 0.66
7. The time given is appropriate. j.u 1 - 0.66
Grand Mean Score of IOC 0.90
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Table 4: The I0C value of the experts’ opinions on

Ttems

ppropriate | Not sure Not 10C

| (+1) 0 appropriate
A00NN D
1. The test is consistent with its objectives. 1 I I Em‘\\\\‘k 3 - - 1
2. The test reflects content validity. l l %r‘\\\‘l\ 2 1 - 0.66
3. The result of the test can reflect students’ critical think: ng,s ;1 " a 2 q-“ . 3 - - 1
the test objectives. wotely | \

2 1 - 0.66

4. The critical thinking scoring criteria are clear and appropr

critical thinking skill.

5. The length of the test is appropriate. 3 - - 1

-

6. The language used in the test is precise and.¢leas - - 0.66

i
i - —

7. The time given is appropriate. j.u

Grand Mean Score of IOC

F:u ‘a Y 'Tﬂi 0.85
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