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1.1 Introduction

The English language, like other world languages, in Nur major skills;
namely listening, speaking, reading, and writing. Nati ‘ﬁe’rsl and non-native
speakers alike work hard towards improvement, particul in their s g.skills, as

Y
a means to refine the way they communicate with other people. Dramayis ‘ftg&ﬁsed to

make learning more meaningful, enjoyable, co i ativeé Xtual\fﬁ: students
N
who prefer spoken communication. Zha : (2(“8) claimed that"collaborative

drama is considered a useful exercise™for language leafing \@1§$ each student is

interested and shows a different partywith clear ob\ﬂ\']_‘gg¥ dtﬁ\al connects with other

students in the class in order%e a bez‘ﬂ}?\ achieving the intended
objectives. Learners can pl \e, lt, ¢ time, learn through drama.
Likewise, Masoumi-'\ﬁ (29‘ ) s;f tﬂ%nglish as a Foreign Language
(EFL) students co e dran]a elop t '<<l/anguage and communication skills

effectively. A s%: du
¢
existence, ecially when .it r(gid@ students with incentives to work together
é% NS
coopera% onseq fit gi%%' students the ability to express themselves more
effici in everyday life siu\' ns. In addition, drama allows students to learn how
to X§ane others (Fabio, 2014). Furthermore, Neelands and Goode (2000) illustrated
a

drama and theatre could offer real life to people by bringing a smartly direct

(@]
=

io (&fﬁf) highlighted that drama is the center of

xperience that is shared when people imagine and act in a different place at a different



time as if they live a regular life. Drama is something we all do on a regular basis when

dealing with tough circumstances (T. R. Bsharat, 2017).
N

In order to help EFL students cultivate and develop their linguistic and

\J

communicative competence, effective methods and techniques are vital and necessary

h
(F. Li & Liu, 2019). Nowadays, cooperative learning is generally accepted as an

oY

innovative and effective teaching technique that has been used in English language

A
teaching as a promising method of teaching. The conventional teacher-centered

{
] V.
teaching paradigm has been shattered in favor of cooperative learnin # Wthh is

|
regarded as an effective teaching technique and theory ( 1—%}1}#%@021)

Cooperative learning is often based on small grvs in the classroom to help students
v
\\ a V"
maximize their own and each other’s learning. Individual students in cooperative
~ ‘ M r &

settings pursue results that favor not only selves but also the rest of the community.
Furthermore, at all levels of ion, co e ) _\ng is now widely

recommended to help smdents%gm with arleté?leaming activities. Such
ents' ent

engagement has the potentl%ancl usiasm, which in turn contributes

to major changes in th% (W. rigf 29@).
&

Regardless wgmﬁ 1n co ication, speaking skill represents a

e skil

major challeng or 1 earne{;&,; spe01ally in EFL contexts. To face this
challenge, tEi cto need 0 fz)rrcjlze suitable procedures to assist the learner,
while t

Q regarded as the m@'{tical foundation in a language classroom. However,

a ducators still find it difficult to teach. The main question is whether the things

needS Fse a thod of mastering the language. Furthermore,

artied out by the educators in a speaking schoolroom are all about ‘doing’ teaching or
hinking’ about teaching. Language can be strengthened in classes through the

provision of various opportunities for practicing speech. This is also the responsibility



of teachers, particularly in devising activities that are linguistically suitable and
cognitively demanding in order to give students the best opportunity to w
speaking (Ibnerrays, 2019). Therefore, this study highlights the most signi% sults
that are considered successful for English educators and curriculum s to take
into consideration when designing and guiding speaking activities in Worn society.
Furthermore, there are strategies that aim to assist instructors in dectding how to apply
teaching inside a classroom, such as cooperative learning X;s nd educational

drama. The study also presents a brief analysis of the da llect Wnterviews

'Y

with a sample of seventh graders, teachers, and E@nguag su i#ﬂ&ﬁ}n the

4
\ Y\.Y

1.2 Background of the Study \% é

The concept of cooperative 1€arning dat % t /{bth century when peer
E ) N\

work was known as cooperat'%ning@ Lat 3 e@tors began to compare

individualistic, competitive Mer ing, and t@ effects on students, which
do

paved the way for a ne%&' the fi %
stu

Ministry of Education in Jenin, West Bank, Pal?

eer ]@mg. In this regard, Miller (1989)
:

'
conducted a pionee% y l arning and competitive learning. Moreover,
researchers be%wor perzé@ learning approaches and improving
!
¢
cooperative | strategies dfl the 1 ‘7@ (Slavin, 1995). Prior to 1970, cooperative

leamin%by usgd }/ersiti&n the second stage, high school teachers began

to use cooperative learning in elgl’hentary schools. In the 1990s, educators devoted more

S

éN the use of cooperative learning in college classrooms (Yassin et al., 2018).



1.2.1 The Significance of Drama to Learning
Teaching with drama is not an innovative approach. Throughout historyw
and theatre have been used to teach and indoctrinate. According to Plato a@totle,
educators should differentiate between performance practices that are E&) improve
learning from those done purely for the pleasure of acting (MCCMO%). Also,
Tolstoy (1861) projected that the future school would tN school in the
r%a?fo but rather a

conventional sense with chairs, blackboards, and a tea

theatre, a library, a museum, or a conversation (Cited esse 159erain-based
1 2

learning styles ﬁni%?;ests

ea% ctur d?ésources,
T

ibihl‘ea g (La , 1994). This

justifies the use of drama as a teachm@ because 1 tes éﬁ’ange of learning
,égest that drama is a

teaching tool that activates dlt%)rms of int hgengv d stimulates the “whole

brain.” As a consequence, itis targéted lt @d a challenge and those who
nal t

cannot be reached usiw% gj‘n'ét urthermore, as pointed out by

Mehrabian and W &1 967)f is m nonverbal to the extent that body

language accounts for%5%

research has recently revealed that students have dif

and that learning is fundamentally individual,

training, and practices can potentially imp

styles and can help all students. (2 04 € n

ct, w ﬂ-e; oice tone accounts for 38%. These are

|
critical com 10n mpo nt;fO(-E}: glish language students to master.
b i

its & .y,lre, o&rs a perfect setting for studying these various

&)
\T@(S These are the im d@ﬁt aspects of how students interact with one another,

akes the process of integrating drama into language classrooms an essential

irement to understand these components.



1.2.2 The Palestinian Context
There were approximately 4.8 million Palestinians as of mid-2016, with 4wf
the population under the age of 18. Palestine has been divided into two @hical
areas: The West Bank and Gaza Strip. In the West Bank area, 60.9% opulation
lived on a population density of 519 per square kilometer. In 2015¢'the number of
residents receiving refugee status in this area was 26.3% of the populafion. On the other
X

hand, the population density in Gaza Strip was 5,154 per s

of the population obtaining refugee status in 2015. .\d

if K@Edle

'tter, with 67.7%

In other words, and according to a very comple itical struc

East, the Palestinian Authority is comprised of div% N

paTs: Wesl@ area, which

ea, @1 h consists of 5
governorates. ‘&

>¥ RS
= The two areas are instil%y distinct, wit tw% current governments in
\ @ographically associated.

Ramallah and Gaza st

= In compliance%‘%e. OslI II fie@%ﬁt, the West Bank is further
administrati dividef \.'hree re%g:é/ Area A is controlled solely by the
Palestin@em \biilB it)&ﬁject to Palestinian Civil Law and Joint
Isra '%tinia ;::?’ty&}ott/‘r'o{; and Area C is under Israeli security and
Qn, ativg” }, Wiﬂ&t\e exception of the Palestinian government's

&Jcation and health s @és.

\'n addition to this governmental division in the West Bank, Israel has controlled

05 East Jerusalem since 1967, and the sector is under the jurisdiction of the Israeli

authorities to manage services (NRC, 2020).

= Governmentally, Palestine is divide% 0

constitutes 11 governorates, t aza Stri

s,




In the West Bank, however, there are also major variations in poverty rates, with

the highest rates reported in Hebron and Jericho Governorates, scattered
groups, and Area C populations. The intra-Palestinian governmental divi@veen
the West Bank and the Gaza Strip has also generated inequalities in pu enditure:
teachers currently working in the Gaza Strip often do not take thew paychecks for
several months at a time or only receive part of the salaries. Ins ad,Mntary donations
t aza’s education

by parents to schools have become a major source of i

e
administration. The protracted war, frequent bouts o ed sttife, ockade of
‘XY
Gaza, and the occupation of East Jerusalem, allh%erse fec n’tl@te of
Palestine's economic situation. The war has als ome ob tha@/ent kids
from recognizing their right to decent qualit¥ateac ngspiuc the sl@yge of schools

and classrooms, the psychosocial effi the' war on childfen, @‘ks and threats on

schools, students and teachers, and %interfere\&w @2018).

o
[ 4 Q(?

1.2.3 State of Palestine Education A
ini edu@n: pre-school, basic, secondary,

There are four cate iZof Pal
:

and non-formal. A nKPale tiT m tion a(cﬁ’figher Teaching Act were ratified in
April 2017. Th &I

ogr

¢
years of high%o\ educatio

employed b e Un?ebl\ﬂ)ns and Works Agency (UNRWA) vary from those

n§ists of @e years of primary schooling and three

|
" sh&c@ also be noted that the educational stages

of Wn stry of Educatio{_\)&nd Higher Education (MoEHE). The previously

i Mnted education can be described as follows:

%' A preschool education, which is not obligatory, is usually provided by non-profit
0 or for-profit institutions for two years. In the academic year 2015-2016, there

were 88,487 children enrolled in the second-stage MoEHE-registered



kindergartens, of which only 1,938 (2.2%) were enrolled in a public preschool
operated by the MoEHE (Abualrob, 2019; UNICEEF, 2018). It should b
that not all private preschool providers were registered with the M@

= The basic education covered Grades 1-10 and consisted %o levels:
preparatory (1%-4™ grades) and empowerment (5"-10" grademooling from
Grades 1-10, i.e., the preparatory stage and the perio of owerment, was
mandatory throughout Palestine, with the officia t radel enrolment age
being six years old. The basic education was pro by three f schools
(1) public schools run by MoEHE, (2) school by UNRW ar#i @wate

schools operated by profit and non- p an izatfo 1ste@v1th and

supervised by MoEHE. N o‘ g
= The non-formal education c\aof concu sc@ﬁing and literacy

services provided by the E 1n n al c tion centers. It also
included other progra'%i in \Q)catl tral centers operated by the
Ministry of 8001a1 m ) or M1n1stry of Social Affairs

1M A, or for-profit and non-profit

(MoSA), the W% f Lab

non-state acN\I SA). 0
. Second at10 d an and 12"-grade college and technical
educ tw p‘r:%&' b)(} lic schools operated by the MoEHE and
hooB a d by r-profit and non-profit companies registered with
d regulated by the @HE There were 1,053,513 children enrolled in the
%\cademlc calendar 2015-2016, distributed in the 18-10" grades throughout
0 1,285 public schools, 353 UNRWA schools, and 316 private schools in Palestine

(Abualrob, 2019; UNICEF, 2018). There were approximately equal numbers of

co-educational schools, all-girls, and all-boys schools. It should be noted that



private schools did not fully adhere to the official educational levels but included
a wide variety of grades, including, though not limited to, 15274 grades,?’j
grades, 4M-7" grades, 18-10% grades, 5%-12 grades, 10%-12t gra@ll‘h
12 grades, respectively. On the other hand, UNRWA only prcﬂ'&educatlon
programs for Grades 1-9, in which, afterward, students Ra..supposed to

continue to either public or private schools (the oqlimnions were the

UNRWA schools in Shufat Camp in East Jerusal re Trade 10 classes

were available). ‘\d
[
4

It should also be noted that the educatio ases in Palestine Wete*planned

4
exactly according to the level of the Internati(m }&{ cation@ssiﬁcation
(ISCED) developed by UNESCO to facﬂ at rnatio pari on§ of educational

indicators. Therefore, the pre-primary sta stm in f ment with the pre-

A

a@n the preparatory stage

(154 grades) matched With D le i prlﬁw education, the enablement
phase (5%-10" grades) ¢ nf ¢ to th ISC
and the secondary educa;lo;( 2 1%‘

upper secondary Q %
&

primary phase of the ISCED lev

lev or lower secondary education,

(
s) was, identical to the ISCED level 3 for

The ed at sector, in leitme‘gs/also fragmented, reflecting the broader
adm1n1str ment tion already; ussed in this section:

oEHE h dq‘artel‘id' in Ramallah, is responsible for managing the

catlon sector in Pal\mne at the national level. In addition to overseeing the

% provision of education services in West Bank public schools through its 17

0 district offices, the Ramallah MoEHE office also oversees private schools

offering education.



= Despite the political division between the West Bank and the Gaza Strip, there
is a parallel MoEHE office in Gaza City which oversees the provi f
education services in the public schools through its seven district o%\

= The UNRWA also offers education facilities mainly for child istered as
refugees in the West Bank and the Gaza Strip, but with some @Xceptions to the

provision. For example, if there is no MoEHE school QM certain distance

from the place of residence of a non-refugee child, efe is ajcloser UNRWA

school instead, then the procedure is to encou that hon e child to
oo o

attend the UNRWA school. The UNRWA's A headqua i‘ re sible

for providing strategic guidance to th

i01S\' ende&:’g‘by field

he t\n@ RWA field

offices across Syria, Lebanon, Jor

offices in East Jerusalem and % :D oversee stab@('?hent of education

services in the West Bank the Gaz ip, T @Vely (UNRWA also

N
provides Palestinian re%vith g‘duca mfaci(iw:.?s in Iraq, Lebanon, and
\est 1

f primary e@ltion students and 60 percent
c

Jordan). Eight perce% %
of Gaza Strip % ation! studénts a@ded UNRWA-managed schools
'

:
\(788 studﬁfm’v the West Bank and 248,059 of the

(MoEHE, 2 . Of thel

443,425{ S 1

ele r%cho s. Th WJ ﬁ{g}?fﬁces had working relationships, mainly for

D
% ge exC ‘ﬁnd c&dination, with the relevant MoEHE offices in

Amallah and Gaza cit ICEF, 2018).

: English Language in Palestine
Historically, Palestine has been the birthplace of many religions and many

languages. As a result of frequent colonization by neighboring nations, Palestine has a

'za sé&' 48,776 were registered in UNRWA



long history of triglossia, where local languages were spoken alongside more glamorous
languages of government, culture, and lingua franca. In spite of this, it should b

that throughout Palestine's history, its rulers and upwardly mobile populati@been
forced to become bilingual, if not multilingual. Hebrew has been us liturgical
language by Palestinian Jews, and Latin was later brought to the regiWhe Romans.

The Classical Arabic of the Qur'an then became the pr tiNguage used in
E th

government, written correspondence, and religious educati 1 newly formed

Muslim community when the Arab armies of Caliph ar in awe late 7%
oy

ine was repl e‘l lz@abic,

e p% ifwas (lg;ted as its
ion 'rkpa@ggm@. Thus,

Palestine’s Christian, Jewish, and W}l Pa]@%iian Arabic as a
spoken language and had Greek, @saic, He\’v\ n C@Sical Arabic as their
g
@

respective liturgical languages. % oken in the region by the

Armenian Christian minority. In addi 1 0 nch@n, German, and early forms
of English as the maiv%gs spoken b thd H@hpotch invading armies (Amara,
'

'3 &
2003), the conques&&Westf pean iﬁbﬁlic crusaders in the 12% century also
reintroduced Latin inte th ﬁkpﬁ(é, 2016). While the occupation of the

¢
Crusaders Ej%‘l—liv d, th lig%éi? legacy was the establishment of Western

century. Over time, the original Syriac Aramaic of
adapted and notarized as a Palestinian Vernacu

first language by even the Christians and J

o
o
>
2
g
<

=+

>
tin, Frenc ‘3nd Italian as languages of Western culture and affinity

aer Christians of We@’ European Catholic schools. The incorporation of

zé\he into the Ottoman Empire introduced a new linguistic dimension as the Turks

@ inated the region, where Turkish became the language of the government and the
pper elites. Until the end of World War I, when the British Mandatory Period came to

an end, Turkish official status continued.



At a later stage, the English language occupied a significant status in Palestine
since the establishment of the British Mandate in 1922 linguistically proclaimed e
of the language. On the other hand, Hebrew, which was being reco@‘nong
European Jewish settlers, became ever more significant as the nu f Jewish
immigrants grew. British missionary schools (Anglicans, Presbyteri&gld Quakers)
had already adopted English as a language of instruction to some partsiof the Palestinian
community, among other foreign missions such as those fr ertnanyj Russia, France,
and Italy in the late Ottoman era (Amara, 2003; Ma 2006). ,‘With the

complete British administration of Palestine, E@s proclaime a‘; B{%ﬁne’s
: n% refe@ mode of

official language alongside Arabic and Hebre

communication among Jewish settlers (A ’ 3).uinma also q@gg that Arabs

ho %e newcomers in

and Jews had different schools and t Jewish settl

Palestine, were compelled to learn %c while \r?
f >
Hebrew (ibid.). The British conseque s«fo@e English language status

have been various. It changed Turkish T g0 em@ de facto language in view of
the massive waves of % migration nt E@m and Central Europe. English,

4
which previously @éarded
between the various Furope

¢

£
\hqpartial age, quickly became a lingua franca
spoke Palesﬂs%rabi sa hJ t({lg?e (Amara, 2003). Therefore, English became
e

(v

;:@\not expected to learn

4

—r

sett Tséfnd the original populations who usually

N
a common d lafigua ﬁmdie@ Jewish, Christian, and Muslim schools in the

4 QS
region imiterms of language tr@g (Bianchi and Abdel Razeq, 2016).

glish language education in Palestine formerly started with an order where

eathing should be given starting from the fifth grade (at the age of 11 years old).
owever, at a later time, the Palestinian Ministry of Education and Higher Education

(MoEHE) decided that students should start studying English at the first-grade level (at

11



the age of 6 to 7 years old). The benefits of such a shift in the policy have been debated
by many educators and researchers. For example, Shehadeh and Dwaik v)
challenged the axiom that in English Language Teaching (ELT) session% ier is
better.” They suggested that instead of wasting valuable money and n ELT in
the earlier grades and spreading resources too thinly over too y grades, the

educational authorities should consider returning to ﬁfth—graQth teaching and
Itithe

concentrating on improving the quality of instruction. As a e 1S NO consensus

among Palestinian educators and researchers on when%the int dws‘ EFL in
Palestinian public schools should start. Unfortunately, ituation de itély _@leave
a negative influence on English teaching quali ciﬂl\y,if Pa]%gﬂian EFL
teachers disagree with such a policy (Kirkpatrick 0169\ év
In addition to what has been m '%1’6 standards of F@%h instruction are
Wde

also influenced by many factors,%ding 0
0

I%SSCS, few periods of
&

instruction per week, and lac ss to tech @ording to Shehadeh and

logy.
&

0
Dwaik (2013), another obsti !\Eto arn nd teachi glish is the cultural vacuum,
making the two proces% meaningle

4

ssland
£ &
the two authors IK%& your ments W&ﬂbed to learn English seldom acquire
killsy i

critical thinking,s n Arabit\before learning English because of the

triglossic as %he

growth jh English spe

Lﬁ@‘ractive to students. Furthermore,

# ! (?
abic | gélg@ ch situation is expected to hamper students’

>

?kills.'&thout any doubt, such variables in Palestinian

publi ools, particularly t@('ercrowded classes, present serious challenges to
Xlanguage teaching (Kirkpatrick, 2016).

Q Politically speaking, throughout the centuries, Palestine has suffered the war-torn
1t

uation, where the occupation has affected the policy of education in Palestine and the



whole elements of the education system, including teachers, students, parents, and
curriculums. In this regard, the war has been divided by historians into two pha
= The 1947-48 Civil War in Mandatory Palestine (sometimes refe@s an
"intercommunal war") in which the Jewish—supported by the iberation
Army—and Arab communities of Mandatory Palestine clasIRw’nen the area

was still entirely under British rule. V

Av

= After 15 May 1948, the 1948 Arab-Israeli War marked the end of the British
A b 4 ] { y
Mandate and the birth of Israel, in which Transjordan, Egypt, S&ia, and Iraq
& il ’

intervened in the sending of expeditionary forces entering former British
S

Palestine and engaging the Israeli forces éod,% \¥~

Currently, the Palestinian territor‘eNch rnl

the <§ t Bank, East

Jerusalem and the Gaza Strip, represent scveral interesti d dyhamic sociolinguistic

realities. Despite the fact that the Eorit, of }‘h%t' %se areas speaks Arabic

W S

colloquially, several other langua includi ssi@nabic, Turkish, and French

among Christian group h?ﬁen u,ed t lu<$:\.The British Mandate period,

however, considered the%blis él}l} within Palestine as a significant

language of polit@nomi and cultural e. But a new language, Modern Israeli
N

Hebrew, was intr ed o the region wf(t‘) e creation of the occupation of areas that

were once e British Mandat alestine. Nevertheless, English has survived,
’ 4
partly :&@onial leftover 6ut a]QU gradually as a window for Palestinians into the

S
W(\ N

N

—_
o
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1.2.5 Palestinian Official Educational Policy

Only at the beginning of the last century did the teaching of English in Palw
high schools begin. The new curricula, Jordan’s West Bank curriculum @ptian
curricula in Gaza, were maintained by the Israeli occupation of the Wes and Gaza
Strip after the 1967 war. However, teacher training has not been (Ml? educational
agenda, and teaching has only gained some publicity in the Nyears (Yamchi,
2006). In government schools, the Palestinian Ministry o i:n ometimes hires

teachers who only have a Bachelor English language a iterature; 1}/Iaster of

N4
English language and literature degree rather than ee in feaching kr‘l&&&l as a

foreign language (TEFL). After being shortlis(?ed 0% rviewg;gplication
X
forms, the applicants have to pass an ew on

English. er, the new
teachers do not engage in teacher-trawagrams unti artir@leir work. During

their first year of work, the in-ser%eachers \bxgol d(-kr‘l\training courses and
Y S

workshops for the purpose of q them in thefield @aching English. This form

of teacher education gives ity to ¢ t te hin@niques and recent strategies.

Novice teachers are su attend'thes cohr?b&nd workshops on Saturdays and
' ¢ &
\erking :

in t‘;falestinian context, the English language

)

én%ge not as a second language. Such position

also in summer holi or duri]tg

With resp% arni
¢
is learnt and, taught as a forei
usually% he Palesti

me communication. Ne\\fegﬁeless, English is known as a global language and it

>
stud‘e«n% in their efforts to learn English or to use it as a

is E\ﬁ cterized by the rapid growth of the number of speakers around the globe

agarajah, 2007) and the privilege of several global organizations as the official
anguage (Kirkpatrick, 2016). Such a situation makes learning English a strong

instrument for gaining access to technology and information (Kam, 2002).

14



Learning English as an additional language (either in the sense of a second or
foreign language) can have different goals for learners. Some of the reasons are t?ﬁl
to other nations where the primary means of communication in these @es is
English. Other goals are to conduct business with English-speaking i Is and to
access global data (Fatiha et al., 2014). Language consciousnemaired with
intercultural competence, as Canagarajah and Ashraf (2013) aMd. The need for
language teachers and students to be conscious of th IYSZ (lf the linguistic
characteristics (e.g., lexical objects and pronunciation) o first ankgan(:f English

Y-

learners and their effect on their use of English fo municatio r&o@ one

e% 0 ra.iég;tudents’
X

ivT 0 arious@clal norms of
English-speaking personalities (Cheng; b/lirzaei & uza@“fl, 2013).

A
TN
1.2.6 Using Drama and Ed@al dfama i FL@ssroom
&

Drama is increasingl ngg y in{l;th formal and non-formal
education, with confere eg profelion jbu@s'%, initiatives, and workshops
4 2
concentrating on dr. PP \D{ a a@}’ractical learning, creativity, as well

oy
i r out he classroom has become very popular,

as personal and ‘&mwt
as evidenced merous Nafional larj a Conferences. According to the congress

Website%kt Dralya Dj"catim%)\@ngress (2017) addressed drama both within and
X~

outside ‘pedagogical environquit’ﬂ/(Karagianni & Papadopoulos, 2019). Theater and
N

example of this language knowledge. Teache

awareness of the existence of their lang

\ractices are related to the museums’ non-formal pedagogical environment from
t erspective. As a result, museum experiential learning and realistic understanding
ough drama have attracted the attention of international scientific communities (T.

R. K. Bsharat & Barahmeh, 2020; Karagianni & Papadopoulos, 2019).

15



Using drama in foreign language classes is an effective method which yields
several benefits. Albalawi (2014) maintained that the use of drama in the lawb

classroom enables the teacher to present the target language in a more co% ative

and contextualized way. As a result, the class could be turned int&teractive

classroom. Successful activities and exercises in the classroom I‘OVlz learners with

opportunities to negotiate meanings, broaden their language r , understand how

ges lSaputra, 2015).
Thus, using drama in education is seen as an instgument™for initiati ole?ning
S
progression rather than as an artistic method. , prégressive
impact on the learning aspect of English as a SW

cited by Ronke (2005), Bolton and Healcte ng

language is used, and engage in substantive intrapersonal

—_—

not only in drama lessons but also as a m of teachini lish.“[his is because when
ry

the tasks are genuine, students ¢ %re th%l w@!e they can relate their
experiences to the tasks. In ad& dramxjeen ﬁg uthentic activity in which
learners apply their own es ed eiperi to L@ransition from scripts to their
l ﬁ}
acting, such as crying%l ey g ﬁcwié %aughing in a fun situation (Ishak,
2009). Drama, m@& ca @mited <z’emere entertainment since it can help in
. N

advising indiy, on rig)u pegts. é’) ad of just going to the theatre to watch a
'

s important t und@nd what is not readily apparent on stage and
learn fi (w his pr(‘)‘c catl heh#&nguage teachers and students in a variety of ways.
. : N

In & ords, there are diffé;ént techniques and activities used in theater in the

%ﬁon of a performance, many of which may have an important educational value

Qterms of language teaching (Alvarado, 2017).

Drama-in-Education (DIE) is the use of drama as a way of teaching throughout

>

show or a 1

the curriculum. It is used to increase the consciousness of learners, to allow them to

16



look at reality through imagination, and to look below the surface of meaningful acts.
Drama-in-education has been evaluated by academics at different levels as a p?ﬁl
tool in teaching (Idogho, 2018). It also provides learners with the direc(% ience
required by our method of effective learning, where teachers enco udents to
explore the foundations of surface reality through drama. If the teachet§ give students a
context of a situation or encourage them to think about it, they build th€ir understanding

of the situation. When they ask the students, “If you were in position, how would

you do that?”, “What kind of personality can you thi at a giwient?”,the
nﬂsteﬁg eing

studied (Idogho, 2018). Ulldemolins (2014) clai hat “Br doingy drama is

being, and drama is something that we engage,in daily wkien ing d@gt. situations”.
Courtney (as cited in Ulldemolins, w)eﬁned dr scs% human process
whereby imaginative thought bem@)action, \\M e “process is based on

[

a
N
internal empathy and identificatipmyas”leads to external <u§rsonation.” Drama, thus,
0

is what leads to the physicalrepre nta’ ling @ thoughts (Alvarado, 2017).
i

The usage of ed% dram;l;}élllagbbaching allows us to explore our

planet through thﬁwf others. over, tional drama aims to bring real-life
situations to th&la oom®

@
significant Q% influénce o tlé

NS
of students,(Wulandari ?). Dlﬂ&l is seen as a systematic structure of thinking,

teachers then activate the empathy of the learner with erson Or ¢

'it 1 %’effective educational resource with a
ctg;l’i%ive, social, emotional, and physical growth

langAand feeling based 0@461’1 Nicholson, who pointed out some energetic and
i

i Xtive ways for practicing drama, such as helping students to gain a new
nderstanding wrapped with an imaginative and personal engagement with the work.
rama, in other words, helps restore the overall situation by changing the learning

procedure when it starts with context and heading toward the form of language.
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Likewise, drama makes language learning more practical and helps to prepare students
for real-life circumstances (Idogho, 2018). Furthermore, drama can be utilized Tfn
different subject matters, such as math and science, in addition to English{Fi s of
previous research indicated a variety of advantages related to drama*&esulted in
positive effects for students and teachers alike (Alvarado, 2017; Idoghe{2018; Ustuk &
Inan, 2017; Wulandari, 2019). Finally, DIE is an educational a Mhat converts the
idea of teacher-based classrooms into a different context &:ss oom with more
emphasis on students’ needs and concerns. Through thigyinitia OMS them to

revisit their expertise through a series of individual or

[
role-play a‘h@ new

e tﬂ\}!n IE i@ariety of
a topic by i@g&lat seeks to

discuss and explore topics such as inte onal relationshi O"I@% & Burton, 2002)

and conflict management (Chinyow(%?a; Ustu n,
[y

Educational drama, accor%

(2015), Mages (2010), and Mc

emotional skills need%a 0

successful commuzwl of el‘n

for the thougk\ es, 'ds oéftﬁers, improve children's interpersonal
relationsh@chi & :Ad ,ﬁ)l{;-} avroudis & Pagona, 2019).

R% resulti ?tn ind@ual actions and choices cannot be ignored in
ﬁ&l drama, just as the@;t be overlooked in real life. It is possible to replay

du
e Xﬂd scenes multiple times, particularly if students make different choices each
Q , which may lead to different outcomes. This method aids children in better
nderstanding the relationship between cause and effect, developing a sense of shared

responsibility, problem-solving versatility, and repeating a skill before they master it.

understanding (Adigiizel, 2014). In school, it i

ways. Drama in Education, for example, CW

€
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All in all, drama in education inspires those who engage with its plays to think deeper,
helps them to ask questions about how and why, and encourages them to particw
the world around them through innocent experiments. It also helps to exper%\e joy
of belonging to a group, focuses their attention for long periods of ti veloping
their listening and observation skills, and gradually. interact more effeefively with their
peers (Dogru, 2017). Good interactions and relationships can®be portrayed in
educational drama, provided that a social space exists whe X:e 1an guide, name,
and test their feelings by exerting complete contro r th wg’ 2016).
Educational drama is a teaching technique that en es equity *oigg; all

students while also assisting in the growth of he interpersd tior@%vs (Behak
T

& Bsharat, 2021; Mavroudis & Pagona, 20% u\ é
Educational drama entails particw: >011ab0rat1 rof@gnal development,

and positive attitudes; meanwhile, leads to \,w?rl g@ions when procedures

are handled psychologically, %ally,nand

1onjof pe@l meanings and multicultural

Johnson, 1984). In a recent thI
prospects among chilc% nts who bui n{eai@gs and identities through drama,

:

the researchers f that io 1ve ﬁma strengthened self-understanding
(Fitzpatrick & ;e&avie, &
1\ : | Cé_}
In la %clas 00mS; dr{m{j ivities may provide students with many
\
Va:

o (201 fribe@ny principles of drama in education as presented

L

by m&wic educators and r t%i’chers. First, drama promotes active learning with

N
ysicalQé(:‘tAckroyd, 2006; D. R.

benefits

g &notivation for students. It encourages students to take part in real-life activities
ndvchallenges. Drama also helps learners to develop self-confidence and trust, and it
so brings real-life situations into the classroom. Moreover, drama provides

unforgettable experiences. In addition, it stimulates students' intelligence, imagination,
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and ingenuity, and helps them become more empathic and effective communicators as

g
A0

1.2.7 The Benefits of Using Drama in Foreign Language Teachi

a result.

Drama has cognitive, mental, social, and aesthetic potential in WOn but few
studies have explored its relationship with foreign language peda s. Furthermore,
drama can naturally combine all language skills acc X:t e conventional
classification, including listening, reading, speaking, andWwriting, Wtroducmg
learners to authentic language and challenging u cafe n%arally
(Ntelioglou, 2011). Thus, drama presents 1 as a Jital hentlgrmode of

ra\lang ésg.nce learners

nd1®<ﬂn immediate and

communication, resulting in a fluent, purpo ul, g

need to remain alert to listen and de r@ their u

creative responses as a result of th{ context. AB\all,?ra

Kﬁelps students improve
S o 2
their ability to communicate in ingly ﬁyna iciand @maﬂve circumstances.

Zero (2014) pointed out\pec conn@)n between creative play and
language. Furthermor% ng to (INCI aﬂd@ert (1990), there is a two-way

mechanism whe a is use \bh( achmifg? other subjects. First and foremost,

these topics WIK

compelling %p the

illumin ese?ta%(Jf spec.@ topics outlined by the subject matter. Students
O

are Is enced by the powee(;ffdrama because they are more likely to find meaning

Nme which relnforces their interest and confidence, as well as their ability to
s

eriously and constructively.

0 The benefits of drama are also highlighted by many other educators. According

to O’Neill and Lambert (1990), one of the most beneficial contributions that drama adds
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to teaching other subjects is that it creates a conducive environment for a variety of
language use. In certain cases, language is both the foundation of drama and thevs
by which it is realized. Drama does, in fact, provide a strong incentive t@ech,
and as a result, this speech is embedded in a context and circumstancé’% it serves
an important organizational purpose. When students are asked to (Wte, discuss,

M entire language

skills. Furthermore,

ain t sWuse of the
g

target language because the drama situation helps th: practige t nku@Also,

make decisions, and determine implications, they must draw

vocabulary and tools, which helps them improve their la

according to (Dougill, 1987), drama exercises help learn

according to Zero (2014), communication an. sau\ﬁ i gro@ learners
come up with scenarios, assign roles, shp ifl\and out oﬁ:ﬂhes les, us direct the
action. The learner can gain an unde& of the po of ]@fﬁlage through this
imaginary activity. Indeed, Zero ( hlghllg % _\f advantages of using

role-playing and drama in an %oom"Whﬂ t stu@entered on preschoolers,

the same concepts can be e Zero divided the advantages

an
into two categories: ing by do l;g:} , offers a memorable learning
experience that ben both th 1Cipant a% community, and drama, for another,
enhances com st \}en&:{}&ékelmen, 2017).

1.2.8 ctu’ebﬂucah@ Drama and Speaking Skills

or ing to Alvarado (@Jr ), theater and drama are valuable techniques for

English in the classroom, as they allow students to assimilate their language

ing in fascinating and diverse ways. The drama also has the potential to offer true
a

rning. Moreover, Drama, for instance, involves verbal language learning through the

use of language, scripts, vocabulary, and reading. In addition to verbal learning,
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intrapersonal learning is also acquired through drama activities which refers to the
emotions and feelings involved in the drama, characteristics, and how we rea?‘l\
entity. Interpersonal learning, on the other hand, comes from collaboratin% hers
to construct a scene or role-play (Ashton-hay, 2005). The current Atechnique

encourages learners to articulate the dialogue well in a speaking skill p?ormance (Aini

etal., 2014). Thus, Noaman (2013) maintained that while imprquaking skills and

literature appreciation, this educational drama increases™ inat'on, originality,

sensitivity, fluency, versatility, emotional stability, col ation arw attitudes,

@
rowth jand eﬂg@ their
positive self-concept after having acquired criti

n%' y @Ving the
senses as an essential part of the learw i o i

understanding and retention of leami& t it can p

to name a few. In addition, it facilitates their langu

learners to bridge the gap between(thei receptl\a'td ffi @&bilities. As a result,
N

their effective speaking skills aveg ed, and th a@self is tested and created

by the students themselve hh a [ at
some of the scripts are % derstand. D, ‘I'n[a a@encourages respect for peers and
4

community cohesi what thf:
are easily hear &erst . &
‘ ¢ ! C,)(J

O
1.3 T%%;l F,ableﬂ;'rk .é\
b

is rementioned secti@;vdlscussed the various benefits of using cooperative
N

\u EFL classrooms and its potential to enhance students’ communicative and

S ing skills. Students who tend to use cooperative drama are given the opportunity

construct language, use language and then play with the language. These potentials
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pave the way for four theories to intervene and shape the framework of the current study.
These theories will be discussed in details in the coming sections as follows: YV

= Constructivist Theory.

= (Cooperative Learning Theory. A
= Experiential Learning q

= Active Learning Theory.

1.3.1 Constructivist Theory \d
®
’ NJ

SOCIAL CONSTRUCTIVISM
(Lev Vygotsky)

The Zone of
Proximal
Development
f ' PU ]

Scaffolding
. toring

The More
Knowledgeable
Other (MKO)

- Learning is an active
rather than passive
process.

Leamlng should be

+ Schema

+ Assimilation
« Accomodation
« Equilibration

Wure , 1:
& o
The Co%\v ?&,Le @‘i)lded into two approaches: the first is the
cognltl ctl\}st by Piaget, who claimed that children create
info i0 rough 1nteract1on in their social and physical world by focusing on
t Xperiences (Simina &}amel 2005). Secondly, the main role of the social
ironment is emphasized by social constructivism, which maintains that learners as
individuals develop their own knowledge through interaction with other learners. In

social constructivism, reasoning is thought to evolve in social circumstances (Aydin,
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2016); In addition, it is stressed that the co-construction of meaning is illustrated within
a group activity and that social constructivism is more concerned with meani

structure (Ustuk & Inan, 2017). Furthermore, constructivism claimed, Ié%\'l the
work of developmental psychology, that through their interpretive re‘*hips with
and experiences in their social settings, people create meaning. Preanormation
and interactions are believed to play an important role in learni Mrm the basis for
subsequent behavior. It focuses the mind of the learner o L?h.y"l of learning and
opens the door to rational thought and intellectual gr (Manuss )‘ From a

holistic and cognitive viewpoint, Piaget, a Swiss p%ist, explai tl"a c@on of
awareness, stressing that there are several cha'T d % derst@i'ng, such

sychg@?s:, Vygotsky,

introduces the social and cultural f: S oaleaming em@‘hes their role in

knowledge building. The social const iVismﬁo?V ﬁ,\{'y (Vygotsky & Cole,
N
1978) emphasized the value Q%\g toncreat unde(r(/ ding in context through

experiences with others in } ’1 S1 whic@brmation is to be applied.
For the construc%'n hod tofwor ;thd’s& need to be active and engaged

2

during the lesson. %Imorf’ \}gm S ofté.ﬂave to take responsibility for their
/sga‘

learning outco he vist t%iroom, so commitment and motivation
N e S 3
become an integral partfof st en&’ @ ing behaviors to be constructivist learners

NS
(Sajadi,2015)¥Education ?)opem%/e drama during the reading and acting out of

as reading, listening, exploring, and experiefiging.,The

—_
(]
o

pla}Q”rs such contact. To ibute to a deeper understanding of literary works,
Lt

s should explore and ask questions.

Q The Constructivist Approach is viewed by instructors as a guide to discovering,
n

derstanding, and making sense of what people learn. The instructor is also considered

to be the guide that makes students note and then correct their lost points and faults
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(Simsek et al., 2009). Instead of social or conventional educational means (Aldridge &
Goldman, 2007), the constructionist theory required that awareness be built w
contact with the world and relationships (with both adults and peerst%\fore,
students learn not only from the words of the teacher but also fi ucational
experiences created in the classroom (Spooner, 2015). Bada and Oll&ll? (2015) also
claimed that constructivism was in direct contrast to conve i(Waming which is
based on lecturing, and that learners and teachers were %‘x'anli active learning
process. The significance of learning, therefore, arises th cWon of the
ooy

environment, classroom, and peer engagement of the nts. In'learni g'pfgl ants
help each other achieve the learning goals (Fe - io{ \,T

The constructivist theory supports t&a individual di Yr.lces can be
addressed using diverse teaching s@

of@%mative teaching
approaches can positively impact t%@hing pr\'&?

gi}ore, (Barrett & Long,
0 \
2012) stated that the most i theme it the an&amic framework of the

constructivist theory is a rigorous rocL ¢ injwhic @‘ners create new concepts or
theories based on thei standing. ‘Also (Jﬂa,\@b agreed that the constructivist
s $ &
theory accentuates Wnportr \ﬂ earn%_dependence on cognitive structures.
Loyens and G@O% ' at é{mctivist learning theory refers to the
¢
technique of knowledge ¢onst ti(£ tlﬁtjgnpowers individuals to learn information by

NS
changil% olding thei ?tellee&l concepts to attain new knowledge. Likewise,

~Qational drama with Q@?&rative teaching and learning will empower both the

si
tegx and the students and also build their knowledge of learning the English
angua

0 ge as a promising means for growth.
Meanwhile, Cooperative Learning (CL) is similar to the cognitive view of

learning since CL allows learners to revise and expand their knowledge. Students will

u
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benefit from being divided into groups because they will be able to communicate with
one another, which will help them develop a good knowledge foundation. Furth A
active learning is an important component of language learning, and coope@llows
students to manipulate resources and share experiences in order to lea structing
concrete concepts. As a result, CL is a tool for assisting students in iang with one
another in order to build their knowledge. Furthermore, CL is a teachihg approach that

puts the student at the core of the language-learning proc 1n the instructor.

It encourages students to interact with one another in or ain xw from their
[

peers. In the sense that students become involved a nnected to_t 4la m, it

aligns with activity theory. This allows stu de% i lan.ggge skills,

increase their motivation, reduce their anxiéty, a engﬁe equally in@s.

Behaviorism, cognitivism, conwa m, and C reh@%le input are all

philosophies that support cooperati%ming

cooperative learning is for eaci\%n

for each person to become mt iv,

al., 2018). Cooperati :ing also h &ri@ in social constructivism and
4 $ &

Vygotsky’s (19&36; 19| \n P%Us (1934/1986; 1978) cognitive

developmental % (195 dingc:%‘ese developmental theorists, as students

¢ { (?

collaborate, socio-gognitive ri r}’en@l ages deeper thinking. Vygotsky went on to

\
1 et'

say that%

bef ving to the individu@’el. Both Piaget and Vygotsky consider the learner to

ing dh h is s@ally created, and that it begins on a social level

b \tive agent, but Vygotskian theory stresses that learning is a social creation of

& ation that takes place in ever-changing historical and cultural contexts (Sawyer
Obeid, 2017).
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1.3.2 Cooperative Learning Theory

Cooperative Learning (CL), where small groups of students with de
abilities work together on different projects, and problem-based teac%\'here
students work together in groups to solve an open-ended problem u. variety of
materials, encourages greater student participation and leads to grea&gouragement

for students (Jung, 2017). Throughout the course of learning qqd teaching, the English

teacher will develop cooperative relationships, according t 014). To this end, an
active learning environment needs to be developed by ers t e!?m@nteraction

@
rs and stu s.‘A&%mple

\ ther@' spirit of
infuse @Ss.sence of the

ac@ﬁ)aﬁ et al., 2017).

According to M. P. Li and %2013), \ﬂ%n j,néﬁnle underlying CL is

N
Vygotsky's social constructivis‘%erati\(/‘e Leatning, iasca?ding to Jacobsen (1989),

is a learning method in which studeénts Iv to the@complish a shared goal. It is
part of the teaching a ing progess i v&h'rshtudents work together in small

ing (D. W. Johnson et al., 2010). The

g;/‘-.
Vex

groups to maximiz ir own |a
purpose of CL ig,to create a ere @ﬁich group success determines or affects
]\ ¢ b
individual s ss(Slavin, 2010). fis@ of the student-centered approaches that has
I e?k'

NS
n theliferature asx&uccessful method for assisting students in the

been re

dev ent of substantive munication skills, realistic learning skills, and
NG

1 ion comprehension skills (Darmuki et al., 2018; D. W. Johnson & Johnson,

6 - Slavin, 2011).
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Positive interdependence:
Students work as cohesive
groups to achieve shared

learning objectives

Promotive interaction: Individual accountability:

Stufit;ntscz;lssist,;land inte;tact Students do their best work,
e (;)l € [0 Solve share ideas and help group
problems function efficiently
Cooperative
learning
Interpersonal and social skills: Group processing:
students work together, trust each By reflecting on the learning

other and resolve conflicts
constructively to achieve a
common goal

process the effectiveness of
contribution of the members in the
group improves

_ ' ™
; Yv

Figure 1.2: Five Basic Componen?t iV earnin%\,/

1.3.3 Experiential Learning The{\%N Q\ é

Experienced learning and act learmng OTSS /@{ have been shown to

;..

contribute to the better paI’tICI ati students. qdent& active and experiential
learning are more involved i 1n th and m&e content with learning from
N
a variety of academic sitbject Jung, 2017; Marin ).
4 2
A - ( 40
Experiential
Learning C
Cycles Concrete Experience
Facts (What Happened?)
Theory of Action
Active Experimentation . RefleCt
Futures (What Will | Do?) . Reflective Observation
Implement Revised Theory Feelings (What Did | Experience?)

Assess Behavior & Consequences

N
\ Conceptualize
Abstract Conceptualization
0 Findipgs (Why Did

This Happen?)
1. David Kolb Revise Theory

2. Roger Greenaway compiled by Andrea Corney
3. Chris Argyris & Donald Schon wwwwy. edbatista.com/ 2007/ 10/ experiential.html

Figure 1.3: The Experiential Learning Cycle.
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In addition, experiential learning and constructive learning build on the
constructivism paradigm. Experiential learning, under the umbrella of the const\?mt
approach, allows students to engage in the learning process throu@gmg
interactions that involve spontaneous discussions, while the teachen‘&; provide
realistic tasks that enable students to speak impulsively and learn fiom their errors
(Marin, 2015). Students can make mistakes when engaging wi thNassmates during
the use of Educational Cooperative Drama (ECD) in ¢ Cc v'ith experiential

learning. These mistakes, however, enable students evel 111t1es for

communication, reading, and understanding, as WCH@I{C power he‘ve_{%ﬁenee
over their learning (Marin, 2015). Y. T
\l L év
The current study aims to ex he significa gof sﬁécooperative learning
0

and educational drama in Eng e class oms, 1a11y in the teaching of

1.4 Conceptual Framework

speaking skills. This aim is ‘T m ofiexp lo the influence of Educational
he learning

Cooperative Drama ( tl‘!e 1sh language among Palestinian
' a'

seventh graders in ar-to@ e pro of exploring the expected influence

is based on fi m 'at C Y%fbute to the structure of ECD. Thus,

constructivi i‘%w i ia; 1 C’)

armng theory, active learning theory, and
cooperative, 1 ?e ust!&or formulating the conceptual framework. The

E’@

clalms that the basi@hese four theories can be used and activated through
D and ECD, in turn, is affected by these theories since students need to be

e and engaged with various activities in the EFL classroom so as to be active
earners who can create meaningful language to communicate. Such claim motivates

the researcher to combine educational drama with cooperative learning to adopt a new
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approach, which is Educational Cooperative Drama (ECD). Hence, an active learning
environment needs to be developed by the teacher to enhance interacti

communication between the students themselves and with the teacher @1 To
succeed and achieve the educational goals, the students need to wo eratively
together to maximize their own learning and enhance their skills. Thist’y suggested
approach is expected to include new activities for enhanci% sh teaching and

learning, especially enhancing speaking skills.

Cooperative
Learning

&y :{:&"f |
N
%Mre 4:4The }ﬂce@ge} Framework of the Study.

O
1.5 S@of@ P lem$

is section discusses th\ lems facing the Palestinian students when learning

1Shyas a foreign language. To the researcher’s best knowledge, these problems are
& ifested in three major areas: low proficiency in the English language, the war
tuation in Palestine as well as the methods and strategies used by most EFL teachers.
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The first problem is centered around students’ low proficiency in the English
language, mainly in practicing the speaking skill. This problem is largely faced?ﬂl
students in Jenin city which is considered a war-torn city due to the contin@acks
of the Israeli soldiers. According to data collected from the Directorat&vcation in
Jenin, students in the seventh grade showed weaknesses in their speaking skills during
the last three scholastic years from 2016 to 2018, whic vmvealed in their
achievement. In addition, the researcher observed that the ion s'ystem regarding
the seventh grade gives 15% for listening and speaking s 15% foWlary, 30%
for reading skills, 20% for language (grammar), a 0% for writi g‘ sl_q'\ﬂ? This
evaluation system means that the speaking skil ly KV{H 0 acc@ng to the

Hen@&n?;re 1s a need

to find out alternative methods and teChmiques'that can e ce @udents’ speaking

skills and fill the gap in this particu%main, \T ,<\
"': y N,

By the same token, the l%of En

nglish nguag@(p?oﬁciency may be due to
the methods of teaching used by“the ur

records of the Ministry of Education in 20 1% ppa\dix

of teé@’s in primary schools. Most

teachers tend to give prienity"to accuracy cti'viﬁ%’at the expense of fluency task,

4 2 Q{
whereas languageté%ing fOCLIS \N.] erac& s rather than on using language for
10} s. Tha

communicativeq i ' hav ‘é‘gulted from teachers’ lack of knowledge

¢
about the i %e of empha ilé E{lgl?'sh language use in the classroom (Jawabreh,
NS

2015). s found jfhat ‘py teas&rs in primary grades in Jenin schools face the

pro@f teaching the Engl'@évn.guage communicatively, although the Palestinian
cE&m is structured on the communicative approach of teaching. Typically, most
eachers are accustomed to using traditional methods to teach language skills including

cturing, talk and chalk and others which are mostly focused on teaching reading and

writing and that the majority of EFL teachers prefer to use the Arabic language
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especially when teaching grammar (Abu Riash, 2011; Jawabreh, 2015; Jondeya, 2011;
Romabhi, 2010). Consequently, most EFL learners in Palestine face difﬁcultiew
communicating in English. %\

The lack of language usage inside the classroom is another probl t impedes
the Palestinian students of learning to communicate. Although the PWan students
learn English as a foreign language from the first grade, very limitedopportunities are

&

provided to enable them to use the language outside th om' (Al-Majdalawi,

2005). In addition, EFL teachers use their mother tongue e clagsro they often
[
encourage students to use their mother tongue duri eech exerci s,’w may

impede the development of students’ comm? e % (Abotira, 2017,
rea

Alhabbash, 2012; Farah, 2012). Such a situation ﬁs th fecti\@gs.of speaking
activities because if Arabic is permi %ﬁ time, FL@%lents will not be
motivated to use English. % A\ ,<\

Another issue is the poli'%ationﬂ in Palestine @e the Israel occupation

has a destructive impact o%\gion [ enctal. I-Séstepped up its geographical
se nt1

segregation strategy d»%n condintif: ;a' {A‘qb'uprising), which started in 2000
g ((/
by planting hundrec%milit poin%n}the West Bank and Gaza Strip and

erecting the S %
(OPT) (Ibhei s%ad, 2012). i (SJWas been devastating on Palestinian education

NS
ever Si% partliei P depi%d the Palestinians of their right to learn and to

merll. Furthermore, th ude of the teachers and the students were influenced

-9

=]

se @érael’s Occupied Palestinian Territories

b Xituation, which also influenced the teaching and learning process. In addition,
chool children used to face movement problems when going to and from school, as

lustrated in Figure 1.5.
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Nelghbors try to protect a
child arrested on his walle
home from school. East
Jerusalem, February 2015,

MAJD GHAITH

A\, \3\‘(*
Figure 1.5: Arresting Students or@ 00 aJthalth 2015).

The inhumane situations Wh re 1mp0‘s_Q_ ?t _\f'occupatlon on earth

caused the suffering of mllhoéopleﬂmcl i d ; handicaps, trauma, and

exploitation. It may take th em to recover from the war.
During these years, th Eeneratl is
t

raise the likelihoo Ks\ nflic 1vew$y the students. Schools should equip
sk es th

children With z?_}%’eed to remain safe and withstand the

géot‘b& lose a lot. Going to school will

consequenc ﬂlC S ools !re ejlcal in protecting children and fostering their
emot10 ocialfg j)y giving them comfort, protection, and opportunity. A
rmalcy is prov1ded®he school routine, and the school atmosphere is one

1n students are able to be students, not expected to act like adults (Nicolai, 2007).
In addition to limiting movement by checkpoints, closures, and curfews, the
alestinians suffer from traumatic events inflicted by armed and/or military violence.

There are regular traumatic incidents such as night attacks, explosions, house
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demolitions, physical abuse, and fatalities (El-Khodary & Samara, 2019, 2020).
Palestinian children who live under occupation are affected by insomnia, fea?ﬂe
darkness, phobias, depression, bedwetting, social isolation, negative socia%\tion,
aggressive conduct, forgetfulness, and school truancy. These sufferi@%icate that
under the current conditions, it is almost difficult to have normal chilwm Palestine
when the whole life is affected, especially children's potential ps Mgical well-being
(Abualkibash, 2020; Altawil, 2008; El-Khodary & Samara %2:2(').

Furthermore, the effect of occupation becomes“bigger HM’ and the

‘aX
following are some of the key constraints of the @m thatfaff h‘ l@inian
4
<

life.
2 o
= Violence. Military and Israeli settwnce tabi(hQ which inhibits
cro- ent)@)jects. Death and

planning micro- (enterprise) an (gove

disability due to this abuse impainithe c%o cé)éa and research and have
0

long-lasting physical a\ tal hﬁ%)}ec‘fu@ The threat of violence on
an

a regular basis hin e wf u@rers, distributors, and staff,

rk
[
resulting in a long-te declige in ogu%ij . The geographical and political
distinctio@ by ﬂl \al Vio%%)e between the West Bank and Gaza

pol@g ¢

. : rigtions on edlent. Pule to checkpoints and Israeli barriers, the difficulty

N

% into and out of Gaza itself continues to complicate the transport of people and
0 goods. The physical isolation of Gaza from the West Bank and then East

Jerusalem from the rest of the West Bank limits the scale of the Palestinian

o

ova()e_lpping organizations, and lacking rational

. . . N . . .
oving within the W(Q?t Bank, within Restricted Access Areas in Gaza, and

market and prohibits both exports and imports. Back-to-back transport
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procedures and other security measures required by Israel slow the movement
of goods and create additional expenses, which reduce competitivene
result is a series of highly fragmented and distorted local economies@nited
growth opportunities (ROFAS, 2018; WHO, 2017). *

= Human rights abuses. Workplace abuse (in addition to deathmljury cases)
has affected access to education and safety, often risi Npoint of severe
violations (United Nations Security Council, 2016) &i:ﬂ'r, children have
endured violations of their rights enshrined in the¥€onve iow Rights of

the Child (1990), of which Israel is a State Pa

The destruction of homes and building
in war, or as a form of retribution, n IOl‘fg‘-te cono Y(:nsequences
on those families and commun wah have in dt Qf’esources in these
lost structures (ROFAS, 201% \T ,<\
N,
0 2% O
The occupation also infl the standard of edﬁﬁon in the State of Palestine,

which was also related to tWong* wa rlp%@ounds of armed struggle, and
S

occupation. This includes 1 anc% Jf@ right to education, such as attacks

O

and threats of at@ins@ and (@Jdents or teachers; student arrest and

detention; an Nte entio ’"Ilhe @%D to education, such as limits on entry and

delays at (%ts, ti!jlse fmili chool facilities, and the destruction of schools

or cla w the ng lo&ad{,‘@m affects the availability and cost of materials to
A\

00\ nd rehabilitate sch&, resulting in scarcity of school accommodation and

wded classrooms. For students living in West Bank Region C, which is under

oaeli control of administration and Security, East Jerusalem, and the Gaza Strip, the
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negative impact of occupation and conflict on education is the most serious (UNICEF,
2018; United Nations, 2018). T
Based on the above-mentioned three issues, conducting this study 1®lered
as timely as it aims to solve these issues. In response to the above—m *d critical
issues, the current study seeks to provide a new method that inveWEducational
Cooperative Drama (ECD). As for the second issue, which 1SWthe presence of
occupation, the use of ECD is hoped to help both the hYa.nd the students in

improving the English language. In this regard, Nelson ela, the Wrican anti-
[

role that h hd p&fel\)?i;l to

u% ice t&?he world
i langu@vlzinally, the

methodological approach is unique \;’ entirely itati %ince it employs

observations, semi-structured 1nte recor

apartheid activist, argued that education plays a pow

change the world, especially when education ¢

and also builds a new future for teachi

QQQ nd artifacts, unlike

previous studies. The summa% 1ssugs an npecéz{fgolutlons is presented in
Figure 1.6. \ A

1.6 Research Questions

The current study a1 to

% angug; ng Pa@iman seventh graders in the war-torn Jenin?
h

% 3 at are the challeng@_’)&;ced by EFL teachers in Palestine when using
N

ducational Cooperative Drama (ECD)?

Qe How do the teachers and students perceive the use of Educational Cooperative

Drama (ECD) in a Palestinian seventh-grader speaking skills classroom?



{ Statement of the problem }

A 4 A
Expected solutions

Issues

A 4 4

New method which is Educational
Cooperative Drama (ECD)

low proficiency of English

Education is the most powerful weapon
to build a new future

The presence of occupation (war-torn) in
Palestine

A 4 A

Unique study which is entirely
qualitative study

\/
N 4 D
Figure 1.6: Issues and Exp lutio e Sta @t of the Problem.
< &
1.7 Objectives of the Stu A(Q
N

The objectives of this stady were threesfold: §
to ' ¢ &
dmil

Methodological issue (quantitative and
mix method only)

| |
E |
[ |
| |

I T T T

—

———

s (ECD) influences on the learning

1. To explore E%ional| ative Dr%
ofthe E@gu 0 Palec}&lan seventh graders in the war-torn Jenin.

¢
2. Explo% challeng fied(-} EFL teachers in Palestine when using

ucati nal(;c) er, }Ve D@ (ECD).
X

Aplore the teachers’ @%d’ students’ perceptions of the use of Educational
N

;\ooperative Drama (ECD) in a Palestinian seventh-grader speaking skills

classroom.



1.8 Significance of the Study

This study is of paramount significance as it is hoped to support EFL leamw
scaffold learners in their efforts to master the skills of English in general %\king
skills in particular. The use of ECD is hoped to increase learners’ coop skills and
the use of genuine language as a way to improve interaction. Througmoying ECD,
EFL students are expected to trust their own communicatio sMspecially under
war-torn effects where students need a better and more ¢ 'Yb.le nvironment for
learning English. Eyring (as cited in McCarthy, 2019) m ined hw‘gees who
lands fas 51'lt f\y?b;se,

ce% 1 ne@mmunity
(Celce-Murcia et al., 2014) and students al% i ir educéts: In addition

y tr@new pedagogies,

owerful means that can

have encountered psychological problems in their

enrich the English for Palesti P) l iculim wi l\%‘fective activities, styles, and

ideas. Thirdly, the Engli rvVisors

of the current Stwl theyl
students’ spea% s. Fi

@
similar stu&fe%h differen

NS
Further% resyllts arethoped t&d new insights into the literature review of new

met@gies in the field of rt@@h language curriculum, particularly under abnormal

@X situations.

tM :Are\&ected to benefit from the results

\haslze tlré(mportance of ECD in enhancing EFL
re téfrchers might be encouraged to conduct

|
ogulﬁi?s and samples and with different skills.
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1.9 Operational Definitions of Terms

For this study, the following operational definitions of terms are used.

1.9.1 Drama *
In language teaching, drama plays a key role in encouraging s?ﬂs to engage

in a more communicative environment. Drama-in-Education and 1 cess in English

Second/Foreign Language Classes (Saygili, 2015). Ir:reiéz limlited instructions

from a leader, improvisation is an unscripted, unrehe spontanceus sefies of acts,
[

usually containing statements of who one is, Wher60¢ and what ong is d(iiﬁg’t ere.
h

The emphasis is, therefore, on interacting wi acterg, perf; in{ydles, and

ion. 8@2015) also

hatcﬁ‘aulates the use of

entering into the inner experience of fantasy and i

defined drama here as any realistic a@ional activi

language in daily life and involves {me hypoth \ngc
. S > . .
Aladini and Jalambo (20 d tHat dra #t abil@domg, being, and being
&

normal. In order to cope with ultsi S, peo@engage in drama every day;
L

[

Drama is an art in whi¢h s Zts communic eln.@%al context that mimics real-life
4 s

circumstances (A. A%m J11 \be\ 21).% , drama happens, drama exists, and
drama is so n @lt i ething ei‘do every day when we face difficult
circumstances dition, Alviarado 6 ) defined drama as the process by which
o Y : :

imaginative thought s #/Into ; drama is based on internal empathy and

ik
identificatio

r Mtation of feelings and thoughts.

and leads to Q')Z'%ernval impersonation. This leads to the physical
N

Therefore, the use of drama as a method for teaching English results in real
mmunication; it offers teachers a broad choice of learner-centered activities to select

for teaching in the classroom (Alvarado, 2017; Idogho, 2018).
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1.9.2 Drama in Education

Aladini (2020) defined Educational Drama (ED) as a lived-through ex
that travels along a spectrum of education that involves several types. It go@oasw
role-playing, simulation, and hot seating to completely developed‘f& but the

emphasis remains on recognizing learning opportunities and how th% forms can be

coordinated. The researcher compiled that educational dram:. isNagogy that uses
r;na

play-like approaches to facilitate the communication, in l,| cognitive, self-

is ap ngle E%(.l’ at

the same time, very purposeful (A. Aladini & Jalam 21). Fuarth o‘e, ‘@se of
drama as a way of teaching through the currchYﬁ a< O@IE) It is
used to broaden the knowledge of learners, nc loo k@eahty through

f be@‘?or. According to
g{\'standing rather than

N

advocacy, reasoning, and speaking abilities of students.

imagination, and to look for meanlnw the surfa

(Idogho, 2018), “the objective of a-in-edu Tis

playmaking, although a play ade in th proce(:&/%’l‘he primary concern is
attitudes rather than chara a he is 0 cesses rather than products.
Furthermore, A. A. Al% Abu \EJ 6) d that the Content and Language
Integrated Learnin &L) currl was helpful in increasing students'
self-efficacy in ea 'gen (ﬁlj&fnd learning English through drama in

particular. g to the res rc{er@ L Palestinian teachers should employ CLIL

and dra%?ate@ (o ove s@ents self-efficacy (A. A. Aladini & Abu Owda,
202 c}fv

E r the current study, the researcher defines Educational Drama.as the use of

Q a as a method of instruction throughout the curriculum, where students are allowed

act out the lesson and improve their English in a fun way for both teachers and

students.
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1.9.3 Speaking Skill

Speaking skill is the ability to communicate with others in the target langu t
consists of accuracy, fluency, and comprehensibility. Oral expressions ar@d as
follows (Aladini & Jalambo, 2021): Oral expressions include not just th the right
sounds in the correct rhythm and intonation patterns, but also the chRe.:f words and

inflections in the correct order to convey the correct meaning. [ he reséarcher identified

it as an act of communication that tends to share meanin ough social interaction.

Noticeably, it includes contact, functional, contact and m ca rw attentive
L ]

and evaluative abilities. ' _\"}

ans .le;eople to

Furthermore, speaking is the verbal use

age and
\

communicate with one another (Namaziandest, 2019). ﬁ\ is the,act of@(svg.ing feelings

into words in order for others to %{}d the meaning @1& communicated

(Namaziandost, 2019). \ A

:' ) N\
For the current study, th%\er dgﬁnes ecSp&?c?g skill as the capacity to
speak English, as well as t hnic,\ nd Sxpres @self in a spoken language, is
the most challenging t%z I 0’

4 $ &
NN §
1.9.4 Educationa op ive am(:S'Q
|
In this s CDjis ;l%d&y &Ce?esearcher as a suggested teaching approach

to teac@kﬁ irr ar-%'rn an@ through integrating educational drama into

L

coo@e earning. This ne@u suggested approach is expected to include new
™~

aétivities, strategies and tools for enhancing English teaching and learning, especially

6 ncing speaking skills.
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1.10 Scope, Delimitation and Limitations of the Study
The main scope of this study is concentrated on determining if there?!h
influence of utilizing Educational Cooperative Drama (ECD) on Palesti%\enth

graders’ speaking skills in the war-torn Jenin city. This study h ollowing

limitations: .i
= Locative limitations: the study was conducted in a p%hool in Jenin, a
city in the West Bank, Palestine. '
= Temporal limitations: the study was carried out 1r the/first sémcster %the
N
academic year 2020/2021. ' _{')
4

* Human limitations: the participants odey W of m@ﬁnd female
seventh graders, English teacherscwnglishjan e sgg isors in Jenin

SNENG X

[} e,
1.11 Chapter Summary an rall Structuge of t@hesis
This chapter discussedwinsights into utilizing cational Cooperative Drama
(ECD) for Palestinian *grader,Spea g skills'in a war-torn Jenin city so as to

enhance the educ;gwysten], cursictulum, t ers, and students in the future. Also,
it dealt with the%tl e role
¢

torn cities immPalestine. Alsogth c!a}@_r/presented three theories related to this study;

—

€

FCD@gking skills, drama techniques, and war-

the con tiyfst thedr ;oopééﬁ\ve learning theory, and the experiential learning

N
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