Al-Azhar University -Gaza
Deanship of Postgraduate Studies
Faculty of Education
Master of Curriculum & Methodology

The Effectiveness of Teaching Drama on Developing English
Majors' Writing Skills at Al-Azhar University - Gaza

Submitted by:
Samar Salman Abu Yousef

Supervised by
Dr. Abdullah H. Kurraz
Associate Professor of Comparative Literature and Modern Theory

A Thesis Submitted in Partial Fulfillment of Requirements for
the Degree of Master of Curriculum & Methodology

September, 2018

"Nun. By the pen and that which they write"
(The Holly Quran, Al-Qalam, verse 1)

i

Dedication

I would like to dedicate my work to:
The soul of my Father,
who was the source of love and support,
my great Mother,
for her endless love, support & encouragement,
who has lightened my life with her kindness & support,
my beloved princesses Kady N' Rody,
the only smile who inspired me all the time
my dear brother and beautiful sisters & my sister- in- law,
whose love, continual support, and patience have encouraged me to attain my goal,
my friends & all those who illuminated my way toward success,

I dedicate this thesis.

ii

Acknowledgements
In the name of Allah the Most Gracious, the Most Merciful
My deep thanks and gratitude are due to Allah; the Almighty, who granted me health,
strength & knowledge and provided me with His great blessings, without His support and
guidance, this thesis, would not have seen light.
My cordial thanks go to those who taught me letters of gold and words of jewel of the
utmost and sweetest sentences in the whole knowledge. Deep thanks also go to those who
awarded me their knowledge simply and from their thoughts made a lighthouse that guides me
through knowledge and success path. I am also tremendously indebted to my honored academic
teachers, staff members and colleagues for their support throughout my study at Al -Azhar
University.
I would like to express my sincere and heart-felt gratitude to my supervisor professor
Abdullah Kurraz for his insightful guidance, continuous support, and extraordinary patience
throughout the development of this thesis. I also would like to thank the referee committee
members for their assistance, remarks, and considerable recommendations.
I truly thank my committee members Dr. Jaber Abu Shaweesh and Dr. Marwan Hamdan
for their useful and constructive notice and remarks, and pieces of advice.
My appreciation also goes to Dr. Mohamed Abd Al-Raheem, who provided me with
insightful assistance and proofread my thesis.
I am also thankful to the students who were cooperative and sincere in applying the study
at Al-Azhar University, where the study was carried out.
Again, I would like to express my wholehearted thanks to my Mother for her generous
support that she provided me throughout my entire life and particularly through the process of
pursuing the master’s degree. Because of her unconditional love and prayers, I have the chance
to complete this thesis. In addition, I am deeply grateful to my dear brother and sisters for
providing me with their care, attention as never- ending support. I would like to thank my
beautiful daughters, Kady& Rody, who brought me enjoyment and love that inspired me a lot in
keeping on my Study.
Finally, I would like to thank all those who helped and supported me through writing
down this study.

iii

Abstract
The Effectiveness of Teaching Drama on Developing English Majors' Writing Skills
at Al-Azhar University - Gaza

This study aimed to investigate the effectiveness of teaching drama on improving the writing
performance of third-level English majors enrolled in Drama II Course at Al-Azhar UniversityGaza. The target skills were writing skills in terms of writing mechanics: summarization,
paraphrasing, cohesion, coherence, correct grammar, punctuation, correct spelling, and using
new words, phrases, idioms, and expressions.
To fulfill the aims of the study, the researcher adopted the quasi-experimental approach on
(80) third-level English major students (One single group sample/focus group, male and female),
during the first semester of the academic year (2017-2018). The study is limited to learning two
plays (She Stoops to Conquer by Oliver Gold Smith and The Rivals by Sheridan) from the
Victorian English drama to examine how far teaching / learning drama could provide effective
learning that enhances students’ writing skills.
The instrument was a pre/post writing test on the participants of the study to measure any
possible differences between the pre-achievement and post-achievement. The collected data were
analyzed and treated statistically through the use of SPSS.
The findings revealed that there were statistically significant differences between the
mean scores of the students before and after completing the course in favor of the posttest.
In addition, at implementing the effect size equation, the results reveal that the
experiment had an effect size in favor of the students' achievements after the course.
In light of these findings, the researcher recommended the necessity of including
drama/plays in EFL curriculum in teaching / learning English language to attain better outcomes
in students' English writing achievements.
The researcher suggested that further researches should be conducted to explore the
effectiveness of using drama/plays in EFL curriculum at all stages of teaching / learning on
different English language skills.
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ملخص الدراسة

فاعلية تدريس الدراما على تنمية مهارات الكتابة في اللغة اإلنجليزية لدى طلبة
تخصص اللغة اإلنجليزية في جامعة األزهر -غزة
هدفت هذه الدراسة إلى التحقق من فاعلية تدريس الدراما/المسرح في تحسين أداء الكتابة لدى طلبة
المستوى الثالث تخصص اللغة اإلنجليزية ممن درسوا مساق الدراما  2في جامعة األزهر في قطاع غزة.
وكانت المهارات المستهدفة هي تقنيات الكتابة :التلخيص ،واعادة الصياغة ،والتماسك ،والترابط ،واستخدام
القواعد الصحيحة ،وعالمات الترقيم ،واالمالء الصحيح وأخي اًر استخدام كلمات وتعابير وتعبيرات

ومصطلحات جديدة .تم اختيار عينة الدراسة بشكل قصدي حيث أن عدد الطلبة المسجلين في الدورة كبير.
تكونت عينة الدراسة من ( )08طالبا وطالبة تخصص اللغة اإلنجليزية في المستوى الثالث (مجموعة واحدة/
إناث ذكور) ،خالل الفصل الدراسي األول للعام الدراسي ( .)7800 -7802اقتصرت الدراسة على تدريس
مسرحيتين من الدراما اإلنجليزية في العصر الفيكتوري.

ولتحقيق أغراض الدراسة ،استخدمت الباحثة اختبار قبلي وآخر بعدي فيما يتعلق بمهارات الكتابة ،ورقة تقييم
مهارات الكتابة ،مع التركيز على القواعد ،وعالمات الترقيم ،واإلمالء ،والتماسك ،والترابط ،واستخدام كلمات
وعبارات الجديدة.
قامت الباحثة بتطبيق االختبار التشخيصي قبل بدء الدورة ،وأظهرت النتائج أن المشاركين قد ارتكبوا
أخطاء شائعة في االمالء والنحو وعالمات الترقيم والتماسك والترابط وفي الكلمات /العبارات الجديدة التي
أسيئ استخدامها .ثم قامت الباحثة بتحليل البيانات التي حصلت عليها إحصائيا.
تم اختبار المجموعة مرة أخرى باستخدام االختبار البعدي المتعلق بمهارات الكتابة في نهاية الدورة،
باستخدام أدوات االختبار ذاتها ،وتم تحليل اإلجابات وأوراق العمل واختبار مهارات الكتابة األساسية من
اإلمالء والنحو وعالمات الترقيم والتماسك والترابط ،وسوء استخدام الكلمات/العبارات الجديدة .أظهرت نتائج
االختبار البعدي أن هناك فروقا ذات داللة إحصائية بين متوسطات درجات الطلبة قبل وبعد االنتهاء من

خطة مقرر الدراما لصالح االختبار البعدي .أيضا ،تم تحليل بيانات الدراسة كلها باستخدام عينة اختبار T
المستقل ،والذي استخدم لتحديد الفروق الهامة بين إنجازات الطلبة قبل المساق وبعده.
وفي ضوء هذه النتائج ،أوصت الباحثة بضرورة أن تضمن مناهج اللغة اإلنجليزية كلغة أجنبية مساقات
الدراما /المسرح في تدريس اللغة اإلنجليزية لتحقيق نتائج أفضل في إنجازات الطلبة فيما يتعلق بمهارات

الكتابة في اللغة اإلنجليزية .كما اقترحت الباحثة إجراء مزيد من األبحاث حول فعالية استخدام الدراما/المسرح
في مناهج اللغة اإلنجليزية كلغة أجنبية في جميع مراحل تعلم/تعليم مهارات اللغة اإلنجليزية ،وخاصة مهارات
الكتابة.
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Chapter I
Study Background
1.1 Introduction
Literature, as an important component of humanities, is a very popular subject which
reflects human culture, knowledge and wisdom. Literature is an art, an art of language, more
than just an entertainment, so it has a very close relation with language and linguistics. As it is
known, it is an important embodiment of the language in which it is presented. That’s why it is
endowed with a worthwhile role in language teaching / learning, especially in the EFL
classroom. In many countries today, literature has been taken as a compulsory subject, an
indispensible component of modern arts, which occupies a seat among school curriculums, Zhen
(2012). It is an undeniable fact that literature plays an important role in English teaching and
learning in non-native countries where students learn English as a foreign language.

In

Palestine, literature has attracted more attention among EFL teachers and educators for all levels
and almost in all fields, since the Ministry of Education allocated 80 credit hours to English
Language and Literature in the curriculum of Palestinian universities, Breem (1999). It's
necessary for the Palestinian people to have a good command of English Language, which is
regarded as the global language for its special position and role in the world. In this context,
international communication is a lot more popular, much importance is attached to English
learning and teaching; in the meanwhile, as an indispensible part and means of English teaching,
literature gains its deserved place. Nowadays every university has literature curriculum and
every student has the chance to experience and appreciate English literature in his / her English
learning at colleges. However, comparatively literature teaching in Palestine is a weak area and
there is a conspicuous lack of experience and skills in this field. Despite the problems and
defects, a lot of progress has been made since. This study is intended to define the role of
literature specially teaching/ learning drama, discuss its significance to develop students' English
language skills particularly English Majors students' writing skills at Al-Azhar University.
Obediat (1997) insightfully argues that: "English Literature helps students acquire a
native-like competence in English, express their ideas in good English, learn the features of
modern English, learn how to use the English language system to communicate, see how to use
idiomatic expressions, speak clearly, accurately, in short, become more proficient in English, and
become creative, critical, and analytical students" (p. 30).
2

More importantly, English Literature is not only a tool for developing the written and oral
skills in English language, but also a window opening into the culture of English language and
building up students' pragmatic competence. However, when using literature in the language
classroom, skills should never be taught in isolation but in an integrated way Hişmanoğlu (2005).
Teachers should try to teach the basic language skills (reading, writing, listening and speaking)
as an integral part of oral and written language use, as part of the means for creating interactional
meaning, not merely as an aspect of the oral and written production of words, phrases and
sentences. We should not underestimate drama's power as a teaching tool to reach our students.
Sometimes drama activities have surprised and unexpected positive results.
English literature is divided into several genres (novel, poetry, prose, fiction and drama).
In addition, English literature consists of certain lexical items and expressions that cannot be
found in linguistic texts Hişmanoğlu (2005). Literary texts in the context of language items
naturally lead to the use of new vocabulary and expressions in real situations. It is an undeniable
fact that language resources can be fully used by taking recourse to literature as an important
aspect of language learning. Thus, using literature specially drama as a technique for teaching
both basic language skills (e.g. reading, writing, listening and speaking) and language areas (e.g.
vocabulary, grammar and pronunciation) is very popular within the field of foreign language
learning. Teaching drama nowadays helps students go beyond “acquiring basic knowledge of the
language” to “learning about the language and how it works” (Carter and McRae 2002: 10).
In fact, there have been a sufficient number of studies that reported the positive effects of
using drama on L2 learning (Stern, 1980; Phillips, 1999; Fuentes, 2010; Zyoud, 2012), most of
which focused on effective factors. In other words, they claim that learners' motivation, interests,
and confidence in learning English are raised as a result of English drama class, and that it will
ultimately affect the L2 learning positively. This would be an indirect effect of English drama on
language learning. There are also many articles that describe how to use English drama in the
classroom (Davies, 1990; Kim, Park, & Kim, 2008; Park, 2011). However, these articles do not
provide any evidence which proves that the use of English drama actually helps students learn
the language. There are some studies that investigated the effects of using drama on the
improvement of overall English competence. However, there is a lack of studies which
investigated the direct effects of English drama on writing skills.
Drama is considered as a way of life - It is one of the most important literary genres,
which provides students with supportive environment which makes students able to use English
language with more effectiveness, fluency and accuracy. They also use the target vocabulary,
3

idioms and expressions appropriately. Thus, they become more engaged and felt less stressed
about using English language to communicate. In addition to that writing is considered as an act
of communication and a difficult skill which needs study and practice to be developed because
the ability to write is not naturally acquired Oshima and Hogue (2006). Through drama the
students can interact in a social environment that imitates real life situations. I believe that drama
should be integrated in the teaching / learning process in every classroom because writing is a
creative skill which needs writers to think deeply and analyze life situations and characters, read
between lines and elicit conclusions. These qualities can be provided by reading drama which, to
the best of the researcher best knowledge is a mechanic power for writing for example (prose,
wisdom, verses, preverbal, speeches, idioms, abbreviations, connotations, denotations,
symbolism, epics and poems) all help students to provide a piece of literary work and to produce
a correct language and may be a sublime one. To read drama is to know- to know everything
about language, spelling, punctuation, structure and other alphabetical arts. So it develops
students' art of speech, and this has a great effect on the art of writing.
Since drama is a kind of book meant for teaching / learning, therefore reading drama is a
kind of reading an educational book, which incites readers with flashes to think deeply in the
situations, the events, the characters, the time and the location and to read between lines to draw
conclusions. Thus, writing is a process of thinking to invent ideas and arrange them into
sentences and paragraphs. So, the researcher chooses these two variables, drama and writing
skills, because they link between literature (drama) and writing skill. Maley and Duff (2005)
pointed out that drama integrates language skills in a natural way. Since students read the text,
listen to other people’s lines, and play their roles, the integration of reading, listening, and
speaking occurs, making language learning natural and effective.
1.2 Statement of the Problem
Through the researcher’s experience as a teacher of English language at the University of
Palestine in Gaza Strip, she noticed that students suffer from weak English language skills and
get low scores in writing tests. The researcher believes that the problem of the present study
springs from students’ misuse of writing mechanics and techniques. This problem is being
documented through the researcher’s teaching, exam–making experiences, and consultations
with other colleague teachers. The researcher held a workshop with a group of the university
teaching staff and concluded that English majors suffer from a weakness in the targeted writing
skills. Not surprisingly the results of the workshop agreed with results of the pretest. Students’
weak performance in the four skills: listening, speaking, reading, and writing is attributed to not
4

implementing drama or improved educational strategies that take into consideration learners’
participation in the process of their learning drills, mainly in writing/composition.
Learning drama creates many positive attitudes in learning and acquiring English writing
major skills and sub skills, such as grammar (structure), spelling, punctuation, cohesion, and
coherence, Nunan (2003). This thesis tries to explore the effect of drama /plays in EFL
curriculum on teaching / learning English language writing skills. The employment of such
literary genre may help learners/students use different forms of writing skills and tasks or
techniques. Hence, it is so important to carry out such a study to examine the extent to which
teaching / learning English drama can help provide effective learning and enhance students’
writing skills.
1.3 Research Questions
To achieve the purpose of the study, the research problem is stated in the following major
question:
To what extent does teaching drama affect the development of English majors'
writing skills at Al-Azhar University - Gaza?
From the above-mentioned question, the following sub-questions are derived:
1. Are there statistically significant differences at (α≤ 0.05) between the subjects' mean scores on
summarization pretest and their mean scores on the posttest?
2. Are there statistically significant differences at (α≤ 0.05) between the subjects' mean scores on
paraphrasing pretest and their mean scores on the posttest?
3. Are there statistically significant differences at (α≤ 0.05) between the subjects' mean scores on
cohesion pretest and their mean scores on the posttest?
4. Are there statistically significant differences at (α≤ 0.05) between the subjects' mean scores on
coherence pretest and their mean scores on the posttest?
5. Are there statistically significant differences at (α≤ 0.05) between the subjects' mean scores on
using correct grammatical structures posttest and their mean scores on the posttest?
6. Are there statistically significant differences at (α≤ 0.05) between the subjects' mean scores on
punctuation pretest and their mean scores on the posttest?
7. Are there statistically significant differences at (α≤ 0.05) between the subjects' mean scores on
spelling posttest and their mean scores on the posttest?
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8. Are there statistically significant differences at (α≤ 0.05) between the subjects' mean scores on
using new words, phrases, idioms, and expressions posttest and their mean scores on the
posttest?
1.4 Research Hypotheses
1. There are no statistically significant differences at (α≤ 0.05) between the subjects' mean scores
on summarization pretest and their mean scores on the posttest?
2. There are no statistically significant differences at (α≤ 0.05) between the subjects' mean scores
on paraphrasing pretest and their mean scores on the posttest?
3. There are no statistically significant differences at (α≤ 0.05) between the subjects' mean scores
on cohesion pretest and their mean scores on the posttest?
4. There are no statistically significant differences at (α≤ 0.05) between the subjects' mean scores
on coherence pretest and their mean scores on the posttest?
5. There are no statistically significant differences at (α≤ 0.05) between the subjects' mean scores
on using correct grammatical structures posttest and their mean scores on the posttest?
6. There are no statistically significant differences at (α≤ 0.05) between the subjects' mean scores
on punctuation pretest and their mean scores on the posttest?
7. There are no statistically significant differences at (α≤ 0.05) between the subjects' mean scores
on spelling posttest and their mean scores on the posttest?
8. There are statistically significant differences at (α≤ 0.05) between the subjects' mean scores on
using new words, phrases, idioms, and expressions posttest and their mean scores on the
posttest?

1.5 Purposes of the Study
The study aims at achieving the following objectives:
1. Identify the effectiveness of teaching English drama in developing English writing skills of
junior English majors at Al-Azhar University-Gaza (AUG).
2. Formulate significant suggestions and recommendations on improving and innovating
instructional tools and strategies for teaching English Language skills of writing.
3. Improve third-level students' English writing skills (summarizing, paraphrasing, cohesion,
coherence, grammatical structures, punctuation, spelling, and using new words, phrases,
idioms, and expressions).
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1.6 Significance of the Study
Significance of the study includes the following:
1. To the researcher best knowledge, the current study is one of the few studies which tackled
the effect of drama on writing skills.
2. This study may contribute to improving the process of teaching English in general and the
writing skills in particular in Palestinian Universities.
3. This study may help university professors to be competent in teaching literary courses to
develop English language skills and sub skills of writing.
4. This study may help university professors adopt literary courses such as drama, poetry, novel,
and stories to develop plans and methods for teaching English language skills.
5. The results of this study can help such professors and planners to develop relevant educational
plans and strategies that employ literary courses to develop students' learning of language
skills.

1.7 Delimitations of the Study
The study is applied within the following limitations:
1.7.1 The Academic Limitation
The study is limited to teaching two plays from Victorian English drama taught at AlAzhar University-Gaza (AUG). The sample of the study consists of (80) third-level English
major students enrolled in Drama II (18th -19th century) course.
1.7.2 Time and Place Limitations
The study is conducted in the first semester of the academic year (2017- 2018). It is
carried out at Al-Azhar University – Gaza (AUG).
1.8 Operational Definition of Terms
Reviewing related literature and other previous studies, the researcher adopted the
following operational definitions, as they were comprehensive, clear, and direct to the point.
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1.8.1 Effectiveness:
It is a noun, which means the power to be effective; the quality of being able to bring
about an effect. It is the degree of improving the performance of English writing skills because
of teaching English drama. It will be measured by the performance test designed by the
researcher. It is represented by the effect size and measured by Eta Square (Hiew, 2010).
1.8.2 Drama Course:
It is a literature course assigned for third level English majors. It includes teaching basic
literary terms, figurative language, themes, and characterization.
1.8.3 Third Level English Majors:
They are English major students who are enrolled in the third level at Al-Azhar
University in the Gaza Strip. They are between 20 and 21 years old.
1.8.4 Writing Skills:
They refer to the language proficiency that includes students' engagement in written
communication in several forms for several purposes and audiences. They are namely,
summarizing, paraphrasing, cohesion, coherence, correct grammatical structures, punctuation,
spelling, and using new words, phrases, idioms, expressions.
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Chapter II
Literature Review
2.1 Introduction
This chapter presents the theoretical framework, which includes two main domains. The
first domain outlines issues regarding drama entailing aspects such as its definitions, importance,
drama in the classroom, drama and English language, drama and writing skills, and the role of
the teacher in drama classes. The second domain tackles points related to writing skills in
English and entails aspects such as their definitions, importance, writing process, principles of
teaching writing, mechanics of writing, and the role of the teacher in teaching writing.
2.2 English Literature and Teaching English Skills
In fact, teaching English language through English literature specially drama for the
second language learners has begun to receive attention in English as a foreign language classes
in the last few years. Many English teachers consider it as a highly productive skill also, teaching
English through literature today has developed the essential emphasis on its viability as a
communication skill to help acquire jobs, enhance business interests or provide various forms of
entertainments, Noaman (2013: 124).
The most interesting method of teaching English language is through literature. The
significance of literature in teaching basic language skills (reading, writing, listening and
speaking) is tend to expose to students different valuable experiences, real, creative and
imaginative, and to build in students the love for extensive and sustained pleasurable reading. So,
Literature can be used as motivating material which exposes students to various themes and
learning language skills unconsciously.
Besides, Custodio and Sutton (1998) elucidate that literature can open horizons of
possibility, allowing students to question, interpret, connect and explore. In sum, literature
provides students with an immeasurably rich source of authentic material over a wide range of
registers. If students can reach to the material through developing literary competence, then they
can effectively absorb language at a high level, especially, for students who have
verbal/linguistic intelligence, the language teacher who uses literature in a foreign language class
serves for creating a stimulating, entertaining, energetic students and lively lesson. (p. 20).
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Literary texts expose students to knowing their immediate environment and the world at
large. For instance a play or a poem can enable students to feel the effect of certain dilemmas
and powerful emotional reactions that can change their lives. Literature encourages students to
acquire the four language skills.
Through literature, students can cultivate reading culture that could lead to extensive
reading outside the classroom. Drama text can encourage students to develop speaking especially
when students are encouraged to act play as a way of developing language skills and when at
higher level they absorbed the character of an authentic novel or story especially when recorded
students practice their listening and speaking skills. Literary and debating society is another
aspect of literature that can be used for language teaching in and outside the classroom, this will
help learners to compose essay with ease. Therefore, using literature for enhancing English
language can help students to develop their language skills. Ajoke, Shapii, and Hassan (2015)
argues that literary texts can also help to develop learners’ interpretive abilities due to its rich
levels of meaning and active involvement by learners. In other words, helping students to learn
literature they get used to the ambiguities of the literary text, thereby developing their overall
capacity to infer the meaning of what is read and apply it to their daily life activities.
The roles of teachers cannot be overemphasized in using literature to encourage students
to learn language skills. Teachers should encourage learners to join literary and debating society
which presented them to different literary texts as indicated by Ajoke et al., (2015) the
introduction of literary and debating societies, reading/writing workshop and literary discussion
group help students to communicate with other learners, share ideas and gain confidence with
books and other pieces of literature, language teachers should select books that that are
interesting and that appeal to the students both culturally and linguistically. They should direct
students to read materials that could enhance their enthusiasm for reading and learning language
structure that could lead to better writing skill. Language teachers can also introduce audiovisual aids like watching plays and text related films.
Teaching language skills through literary texts can help to develop students’ ability to
interpretive contents of English text through multiple meanings of literary texts. Exposing
students to stylistic use of words and ambiguities of literary texts help them to understand
multiple meaning that can help them in real life situation. According to Pinar and Jover (2012), a
part from expanding the levels of interpretation of students, it can also stimulate the level of
imagination of students, critical abilities and increased emotional awareness. Therefore, students
will be able to respond personally to any text given to them and increased ability to respond by
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using their own ideas and emotions in English language. Accordingly, the researcher strongly
believes that drama teaches linguistic skills in various domains in addition to cultivating highly
esteemed thinking skills. Both are considered life and employability skills.
2.3 The First Domain: Drama
Drama is a way of life. It is embedded in every person's life from birth to death. We of
course use drama to learn, explore, and solve problems in new and difficult situations, Moore
(2004). Wagner (1976:9) and Holden (1981) agree that drama is an activity in which student is
asked to portray himself or someone else in an imaginary situation. Morgan (1987) defines
drama as "the art of communication". Drama is one of the most complicated forms of literature.
Among the various literary works, drama requires a skillful arrangement of language, which
makes it more difficult. (p. 7). Moreover, Wagner (1976) & Heathcote (1989) agreed that drama
is powerful because its unique balance of thought and feeling makes learning exciting,
challenging relevant to real-life concerns, and enjoyable. As educators, if we are not providing a
fun and meaningful learning environment for our students to learn, then we are not doing our
jobs.
Exceedingly, using drama in teaching the classroom gets students involved and gives
them the power to have a key role in their education. Wilhelm and Edmiston (1998) say: “Drama
is Imagining to Learn: Inquiry, Ethics, and Integration through drama,” they argue “Through
drama, students became a part of the teaching / learning process rather than mere observers or
inactive receptacles of the rich experience of learning; in this way, their learning was deeper,
more sustained, and infinitely more complex”. This thesis will explain the validity of using
drama to teach students. Through research of the arts, drama in particular, and a close look at
how students learn, one can attest the effectiveness of teaching by using drama. Furthermore,
Maley and Duff (2006) argue that drama in education is a lived experience which moves along
an educational continuum that embraces many forms. They describe it as a teaching tool, a
pedagogy that utilizes techniques to develop students’ communication, interpersonal, cognitive,
self-support, thinking and writing skills.
Using drama in the classroom as a means of teaching helps students learn academically,
socially, and developmentally. “The use of drama as a tool for teaching is not new. Historically,
both drama and theatre have long been known as effective means of education. The ways they
are used today, however, are new, and they differ in a number of respects from the ways they
have been used in the past.” (McCaslin and Schonmann, 2006: 7). Arts advocates and teachers
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have recently started to explore the use of drama as an integrated way of learning the curriculum.
Somers (2008: 63) defines drama as a “social art”. It works at “a real social level and at the
symbolic level of the dramatic language. These two functions work in a dynamic relationship”.
The general definition of drama according to the Oxford English Dictionary (2009)
means the action of intervening in any issue, to affect its track. The choice of the focused
intervention in this study means using pedagogical strategy (drama strategies and techniques)
focused on a particular skill (e.g. writing) to complement the existing classroom program.
The current researcher comes to the definition that through drama students can interact in
a social environment that imitates real life situations. I firmly believe that drama should be used
in every classroom. We can reach out to students who have not been reachable, and challenge
students who have already grasped the concepts. Drama provides an enjoyable way to learn. It
brings the affective back into the classroom, an institute where emotions and learning are
categorically divided. Recent brain research proves that emotions are related to learning. When
we get to the concept emotionally, we will have a better understanding of it. When we teach
using the arts, we associate past experiences with new stimuli. Teaching using drama brings
passion and learning together.
Teachers should use drama to teach the students. The teacher’s job in the classroom is to
teach students the curriculum and help them become life-long learners. To become a life-long
learner or someone who uses his skills to teach himself and solve daily problems, the person
must acquire some basic social and problem solving skills. Thus, Drama is a great way to
develop these skills. Drama was used to teach, and as a form of entertainment, by this way, it
allows the students to explore their experiences in using their imaginations. Also, drama can be a
viable tool in the classroom. It can be an effective way to bring any subject to life for a student.
It can serve as a personal connector to what a student is learning. Though the ideas of using
drama as an educational tool are not new, recent brain and educational research is causing it to
grow in popularity. Teachers who use drama to teach their students are find it a very successful
method.
2.4 Importance of Drama in the Teaching / Learning Process
Drama provides students with a wide range of individual vocabulary or grammatical
elements. Students become familiar with many of the characteristics of the written language,
reading fundamental and contextualized body of texts. They learn about the linguistic and
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rhetorical sentences, a variety of possible structures, and the different ways of connecting ideas
that develop and enrich their own writing skills. Students, also; become more productive and
adventurous when they begin to realize the richness and variety of the language they are trying to
learn and begin to make use of some of those possibilities themselves. Thus, they improve their
communicative and cultural efficiency in the authentic richness, natural to authentic texts.
One of the main functions of drama is its sociolinguistic richness. The use of language
varies from one social group to another. Similarly, it varies from one geographical location to
another. A person speaks differently in different social contexts like school, hospital, police
station and theatre e.g. (formal, informal, casual, frozen, intimate styles speech). The language
used varies or changes from one profession to another e.g. (doctors, engineers, and economists
use different terminology). Therefore, drama provides students with a wide range of language
varieties like socialists, regional dialects, jargon, idiolects, terminology etc., and develops their
sociolinguistic competence in English language. Hence, the inclusion of drama in the process of
teaching / learning a foreign language as a strong source reflects the sociolinguistic aspects of the
target language and is important. Seemingly, literature-based dramatic activities such as
(dramatization, role-playing, and improvisation) are valuable for English as a foreign language
(ESL/EFL) because they facilitate and accelerate development of the writing skills as they
stimulate students to achieve a clearer understanding of the work’s plot and a deeper
comprehension and awareness of their characters.
Confirming the importance of drama in language teaching, Kao and O’Neill (1998) state
in their book Words into Worlds, “Drama does things with words. It introduces language as an
essential and authentic method of communication. (p. 167). Drama sustains interactions between
students with the target language, creating a world of social roles and relations in which the
learner is an active participant. Drama focuses on the negotiation of meaning.

Thus, the

language of drama that arises is fluent, purposeful and generative because it is embedded in
context. By helping to build the drama context, learners develop their social and linguistic
competence as well as listening and speaking skills." However, drama is used in the present
research to represent the educational drama used for learning not drama as an art e.g. the use of
drama as method, as a means of learning other subjects. According to Ghosn (2002) "Narrowing
the term in that way flattens the way for a conceptual move which set up ''drama as learning'' in
opposition to `drama as an art form' (when drama is taught as a separate subject discipline)
without further exploration. This was not the way the term was used by advocates of drama in
Education who saw in the formulation `drama for learning' a way of embodying the change of
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attitude or understanding which came about because of participation in the drama and which
transcended mere developmental objectives or acquisition of personal qualities.
2.5 Drama in the Classroom
Using drama in a classroom is a good resource for teaching English language. It is with
drama that students become familiar with grammatical structures in contexts and learn how to
use the language to express, control and inform. The use of drama raises the students’ awareness
towards English language and culture. In this context, the use of drama as a tool gains
importance in teaching a foreign language. For this reason, the context of the drama should fuse
with the new language into a language teaching / learning process with high interest, relevance
and enjoyment. Students should benefit from drama to enhance their perception of life
experiences, reflect on specific circumstances and to understand the additional linguistic world in
a deeper way (Sariçoban, 2004, p. 15).
Drama is a supreme resource for language and life itself. In drama, characters act out all
the real acts people carry out in everyday life, the world drama both mirrors and illuminates
human lives. According to Kelner (1993), Arioğul (2001: pp. 11-18), and Mengü (2002) visions,
the inclusion of drama in the ESL/EFL curriculum provides the following educational benefits:
1. Makes the students’ writing task easier because it is simple and short when compared with the
other literary genres.
2. Enlarges the students’ worldviews about different cultures and different people.
3. Provides students with more creative texts requiring personal exploration supported with prior
knowledge of students.
4. Motivates students to write because it is an authentic material.
5. Offers a world of wonders and a world of mystery.
6. Gives students the chance to use their creativity.
7. Promotes critical thinking skills.
8. Facilitates teaching a foreign culture due to being a valuable tool in acquiring cultural
knowledge of the selected community because of its universal language.
9. Helps students coming from various backgrounds communicate with each other 10. Helps students to go beyond the surface meaning and dive into underlying meanings.
11. Stimulates the imagination and promotes creative thinking.
12. Promotes language development.
13. Heightens effective writing skills.
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14. Strengthens comprehension and learning retention by involving the senses as an integral part
of the learning process.
15. Provides teachers with a fresh perspective on teaching.
16. Increases creativity, originality, sensitivity, fluency, flexibility, emotional stability,
cooperation, and examination of moral attitudes, while developing communication skills and
appreciation of literature.
17. Helps learners improve their level of competence of their receptive and productive skills.
18. Offers students the space and time to develop new ideas and insights in a range of contexts.
19. Enables students to develop new understandings of knowing by transferring their gained
knowledge to their own world.
According to the above-mentioned reasons for using drama in teaching a foreign
language, the researcher confirms that the use of drama seems to be a very helpful technique in
today’s foreign language classes. As it is short fiction, it makes students’ writing tasks and
teachers’ coverage easier. An important feature of drama is its being universal. Meantime,
students all over the world have experienced dramas and can relate to them. Moreover, drama,
like all other types of literature, contributes the development of writing creative abilities by
providing students with new words, idioms, phrases, expressions, and rhetoric, aesthetic and
artistic techniques and mechanics.
On the other hand, Burke and O'Sullivan (2002: 192) identified seven reasons to include
drama in the foreign language classroom:
1. Teachers and students can concentrate on pronunciation.
2. Students are motivated.
3. Students are relaxed.
4. Students use language for real purposes.
5. Risk-taking equals strengthened language retention.
6. Community is created.
7. Students and teachers can approach sensitive topics.
In other words, the researcher sees that the use of drama is an effective technique in foreign
language teaching. Since drama is an authentic material, it helps students to promote their
comprehension, to improve their personality and behavior, and to make their language learning
more meaningful, colorful, realistic, motivating and interesting by using drama in their language
classes teaching. Students can benefit largely.
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In addition, using drama in the classroom facilitates students to organize and activate
the English language in a developed way. It is important to consider vocabulary, word order,
tense, correct grammar, and pronunciation because the communication and writing approximate
reality, the language is brought to real life Bolton (1986). Despite earlier findings, research
continues to show that classroom teachers are hesitant to use drama in the classroom.
The researcher Sun (2003) compiled a list as to some of the reasons why teachers are
reluctant to use drama in the classroom:
1. Teachers are easily overwhelmed by the various terms used in drama and theater.
2. Dramatic activities tend to be time consuming and unnecessary.
3. Since most teacher education programs do not offer courses related to drama and theater,
teachers are unfamiliar with facilitating dramatic activities.
4. Dramatic activities are so playful that teachers might be afraid that children will not take
learning seriously.
When drama is used in the classroom, teachers can see instant results. That occurs by
asking questions to shape the story, unveiling the details, sequencing the scenes, creating a
beneficial linguistic environment to elicit student output and promoting meaning negotiation in
the English language. Therefore, for more than 30 years drama has been promoted as a valuable
teaching tool for language learning. Kao et al (2011).
Students easily anticipate drama. Students who are involved with drama reveal skills and
strengths that the classroom teacher may not have seen before; Kelner and Flynn (2006) assure
there are some ways that drama can be effective in the classroom: First, drama is a motivator for
students that it can help students to facilitate and participate in reading. As well as, by drama
students can learn symbolic representation. Moreover, drama helps in grammar development,
because through using dramatic activities in the classroom, students are exposed to different
genres of literature, and they can do self-monitor their involvement and their ability to stay on
task. Finally, drama can be used as an assessment tool. Teachers can easily observe students in
their dramatic activities assessing their comprehension of a play. In sum, there are endless ways
to bring instruction to life when drama is used.
Drama also proved its effectiveness in developing creative thinking. Özdemir and
Cakmak (2008) states, "Drama enables students, in all levels of education, develop their
intellectual skills such as creativity, problem solving, communication, socialization and empathy
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and it gives individuals the opportunity for self-actualization, group work and sharing their
responsibilities. "Many studies revealed the effect of drama on creativity such the study of OrtizSeda (1984), Dupré (2006), and Taskin-Can (2013). The use of drama in the classroom does not
put plays for students. The goal is not to teach acting and performance skills. The goal is to teach
basic curriculum areas using drama. If teachers want to reach their students and teach them in the
most effective way, they will incorporate drama into the classroom. The impact this kind of
inherent learning can have on the student is invaluable. The cognitive, emotional and motor
dexterity that is gained using drama creates enthusiastic and intelligent students for life.
2.6 Drama and English Language
The use of literary texts in language teaching can be summarized as follows:
1. Literary texts will help not only to improve writing but listening, speaking and reading skills
as well.
2. The texts should be chosen carefully, because it should not be forgotten that in these texts
there might be grammatical, linguistic, and literal difficulties.
3. Literary texts should include the structures and vocabulary previously learned, in that there
should not be difficult and ambiguous structures.
4. Literary texts will help to realize the individual and societal development. They make the
readers to improve themselves culturally and educationally in accordance with their emotional
features.
2.7 Drama and Writing Skills
Drama is valuable for ESL/EFL. It facilitates and accelerates development of the writing
skills since it motivates students to achieve a clearer comprehension of a work's plot and a
deeper comprehension and awareness of its characters. In addition, drama can be useful for
teacher to develop students writing skill through involving them and making them more
confident by time to use words and sentences in a correct way. On their part, Maley and Duff
(2006) point out advantages of using drama in an EFL classroom. Firstly, that drama integrates
language skills in a natural way. Since students read the text, listen to other people’s lines, the
integration of reading, listening, speaking and writing occurs, making language learning natural
and effective. During the process, students become actively involved in learning the drama; thus,
learning becomes learner-centered (Fuentes, 2010).
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Secondly, drama is beneficial because it involves the use of the language in a specific
context Philips (1999). When a specific context is given, the relationship between the language
form and function becomes clear, which promotes meaningful language learning. In addition,
meaning becomes clearest in the context of discourse. Thirdly, drama helps students gain the
confidence and self-esteem needed to use English. Fourthly, multiple intelligences Gardner
(1983) are often used as a theoretical background to support the use of drama in the language
classroom. According to Gardner, individuals possess nine distinct intelligences (i.e.
logical/mathematical,

visual/spatial,

body/kinesthetic,

musical/rhythmic,

interpersonal,

intrapersonal, verbal/linguistic, naturalist, existentialist intelligence). However, only the students
with the logical/mathematical and verbal/linguistic intelligence tend to have an advantage at
school. Therefore, in order to facilitate language acquisition among diverse students with
different strengths, teachers are advised to develop learning activities, which tap on multiple
intelligences. In that sense, drama offers a variety of activities where multiple intelligences such
as visual/spatial, body/kinesthetic, musical/rhythmic, interpersonal, verbal/linguistic intelligence
are drawn. Lastly, as for the linguistic advantage, it is known that drama helps learners with
pronunciation, vocabulary, and fluency in particular (Fuentes, 2010).
People tend to believe in the advantages of using English drama. Even native speakers
share this blind belief in drama from an educational point of view. According to Stern (1980),
British teachers do not use drama to teach about language or literature primarily. Being
influenced by Piaget and Vygotsky, the English curriculum in the British educational system
focuses on students’ “personal and emotional experiences, imagination, intuition, and sensibility
rather than subject matter. Yet, there has been a lack of studies, which test the direct effect of
drama on the learning of specific expressions. As previously mentioned, Park and Won (2003)
reported the improvement in vocabulary and grammar because of drama class. However, they
discussed the improvement under the framework of overall communicative competence. The
present researchers thought that discussing the enhanced overall communicative competence
from the result of taking part in drama for 6 hours might be an overgeneralization. In terms of
language acquisition, Park's (2008) study seems more relevant. He witnessed their participants
using the expressions they have learned through drama in real life.
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2.8 The Role of the Teacher in Drama Class
Drama plays an important role in learning English as a second language. However, there
are some difficulties that language teachers face in teaching English through drama. First, there
are no clear objectives that define the role of drama in English as a foreign language. Second,
there is a lack of preparation in the field of teaching drama in learning English as a foreign
language. Third, there are few convenient educational materials that can be used by language
teachers in language classes.

Therefore, many teachers attempt to include drama in their

classroom, but lack the background and practice in this field. The teacher has an important role
in teaching English through drama, when he determine the aim of language teaching in relation
to the students’ needs, interests and tendencies by giving them a questionnaire or interviewing
them orally, so he can set up the aim and the objectives of the language teaching. So, he should
select the suitable language teaching method, teaching techniques, and classroom activities. As
well as, he should select the literary texts relevant to the aim and the objectives of his teaching.
When selecting literary texts to be used in language classroom, the teacher should consider the
student’s language proficiency, interests, and tendencies in order not to bore students with
inappropriate materials. Finally, he should give the students drama in its original form so that
they can develop their literary competence in English language.
Consequently, they can learn practically the figurative and daily use of English language
in the literary texts and encounter different genres of literature (e.g. plays, poems, short stories,
etc.) at the university levels. Then, students can observe how characters in a play use figures of
speech, such as simile, metaphor, metonymy, etc., to express their communicative intention;
students learn how to write English more correctly, clearly, creatively, and originally.
2.9 Summary
Drama is the most important tool that provides much more participation for both teachers
and students in the learning process. In foreign language classroom, drama is effective method
allows the teacher to present English language in an active, communicative and contextualized
way. By Drama, the teacher can address the four skills of language learning especially writing
skills and it promotes and facilitates the study of some aspects of language such as pronunciation
and body language.
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2.10 The Second Domain: Writing Skills
Writing skill is the most important skill in English Language. It is as a means of
communicating ideas, as well as a skill that needs study and practice to be developed Oshima
and Hogue (2006). The ability to write is not naturally acquired; it is usually learned as a set of
practices in formal institutions, or other environments settings. Meanwhile, writing is an
essential skill through which success can be attained in any academic contexts. Brooks (1964)
says that “Writing is much more than an orthography symbolization of speech; it is more
importantly a purposeful selection and organization of expression.” This means that writing is a
group of organized expressions that form a whole and convey specific meanings. Furthermore,
Nunan (2003) defines it as a process of thinking to invent ideas, exploring and arranging them
into statements and paragraphs, rather than a mere production of graphic symbols.
The ability to write a second/foreign language is becoming widely recognized as a crucial
skill for educational, occupational and personal reasons. One of the main goals of learning to
write is to pursue careers that involve extensive writing. Moreover, at the university level,
writing is used as a tool for learning. However, some EFL learners view it as a difficult activity,
since it requires different abilities such as; mastering grammar, vocabulary, punctuation and
higher level of productive language than speaking i.e. the written language needs to be more
explicit, accurate, appropriate, and effective than the spoken discourse. Hence, the writer has to
structure and integrate information into cohesive and coherent paragraphs in addition to
generating and organizing ideas and translating them into a readable text. Thus, sufficient
knowledge about the language is required because:
“The process of text generation or encoding internal
representations (ideas) into written text, may be disrupted by the
need for lengthy searches for appropriate lexical and syntactic
choices. Consequently, the written product may not match the
writer’s original intention.” (Weigle, 2002: 36).
Obviously, Weigle spotted the difficulties writers experience when they endeavor to encode in
writing their ideas. They need to posses the ability to employ vocabulary and structures that can
portray delicately their feelings. If they fail to do so due to their weak language skills they will
not succeed in conveying their feelings, stances, and attitude properly.
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2.11 Definition of Writing
There are various definitions for writing. Nevertheless, these definitions are
homogeneous. Millrood (2001:1) defines writing as "A communicative skill. It is to send, store
and retrieve message with the help of written symbols". Moreover, Archibald (2001) says that
writing is a skill that demands awareness and experience in many areas. It is a multidimensional
and a multifaceted skill that is caused by the interaction of the writer's knowledge, experience,
skills and the cognitive requirements of the task. In contrary to oral aural skills, writing can
provide students the chance to work at their own pace, especially if it is done at home or without
any limited time assigned by teachers and allows them to think the task over before producing
language" (Harmer, 2006). Also, Monaghan (2007) notices that teaching writing would
incorporate writing strategies, defined as methods of imparting necessary knowledge of the
conventions of written discourse and the basis of grammar and syntax through various
pedagogical methods.
2.12 Importance of Writing
Needles and Knapp (1994) emphasize the importance of writing as a skill based on subskills and processes such as handwriting and spelling; a rich knowledge of vocabulary; mastery
of the conventions of punctuation, spelling, word usage, and grammar; and the use of strategies,
such as (planning, evaluation, and text review). All are essential for producing structured articles
in a coherent way with sophisticated and relevant ideas, supportive examples, and appropriate
details. This is consistent with Keys (2000), Sperling and Freedman (2001), who suggest that
writing plays two distinct but complementary roles. First, it is a skill that relies on the use of
strategies, such as (planning, evaluating, and reviewing texts) to achieve a variety of goals, such
as (writing a report or expressing an opinion supported by evidence). Second, it is a means to
broaden and deepen students' knowledge; it serves as a tool to learn the subject.
Students' writing can provide useful guides for success, failure, confusion and mistakes,
and the teacher can diagnose individual and general problems based on this written work (Long
and Richards, 1987). Thus, writing requires more basic skills than perhaps any other skill. Many
of us learned it in elementary school. However, as we age, we focus too much on the use of the
"right" words, so we forget the important part of the process. Briefly, writing is very necessary in
the learning process and at all stages of learning because it is an essential basis that will evaluate
your work, learning, and in college, in the workplace, and in the community, because writing
motivates you to expand thinking beyond your first impressions because as you write you can
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move easily among facts and opinions without getting confused and without confusing your
reader. This fosters your ability to explain a complex position to readers and to yourself. In
addition, writing encourages you to refine your ideas when you give others feedback, as well as
helps others gives you feedback. Finally, writing ideas down preserves them so that you can
think upon them later. Moreover, the researcher asserts the importance of writing because most
contexts of life (school, university, the workplace, and the community) all of them demand for
some level of writing skill to achieve several goals, such as writing a report or expressing an
opinion.
2.13 The Writing Process
Writing process is a process in which writers begin to write down their ideas on paper
and it is a valuable aid to the whole learning process. The writing process consists of four main
writing stages: planning, drafting (writing), revising (redrafting) and editing. As clear in Figure
(2.1), the stages are neither sequential nor orderly. Indeed, ''many good writers utilize a
recursive, non linear approach – writing a draft may be interrupted by further planning, and
revision may lead to reformulation, with much recycling to earlier stages'' (Krashen, 2004).

Figure (2.1) The Writing Process Plan
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In addition, writing is not an easy task, because it needs high skills and thinking abilities. It
is worth noting that this productive skill has important stages to focus on while teaching writing.
White and Arndt (1991:5) confirm that writing works as a cyclical process, and this means when
students review their writings, they may return to the prewriting phase to expand their ideas.
They show the nature of the writing stages as illustrated in the following diagram.

Figure (2.2) The Writing Process Stages

Moreover, Clifford (1991) points out that the circle on the left refers to the initial stage of
writing which is to generate the ideas, the message and the content. The second circle on the
right refers to the organization of the ideas that suit the writer's purpose. The third circle, at the
bottom, refers to the tools used to convey the message such as the punctuation marks,
vocabulary, spelling, syntax and morphology. These three circles (stages) overlap to give a sense
of the dynamic nature of the process of writing. The phases of writing activity are coherent and
connected. The goals of the pre-writing activity are to prepare students to activate their previous
knowledge before they write. The goals of the during–writing activity are to develop writers. The
goals of the post–writing activity are to provide opportunities for students to share, publish,
evaluate and present their final pieces of writing to an audience. Therefore, teachers should
follow these stages appropriately in presenting any writing activity for the sake of enhancing
students' writing ability and performance.
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2.14 The Principles of Teaching Writing
Tang (2006: 52-53) proposes some principles for enhancing writing skills and how they
can be implemented in an ESL classroom. The following are some:
- Raise students' awareness: Students should be assisted to observe the role of writing in
language learning.
- Students have ideas: Students don't need only to be familiar with ideas, but also they need to
develop ideas. This is the teachers' responsibility to aid students scrutinize their own ideas
through teaching.
- Read to write: Writing does not occur alone. Before a learner starts to write, he/she should
read so that he/she can learn the language and become familiar with specific model or
rhetorical structures.
- Teach process writing: Process writing is characterized by the attentiveness of the writer of
the process writing and the interference of a teacher, or peers at any time during the process of
writing to develop writing skills instead of correcting mistakes.
This approach seeks to let students share information, make personal choices about
reading and writing, take the responsibility of their own learning task, take writing as process,
and expand cooperation.
The current researcher believes that these principles are realistic and can be applied on
the ground easily. Thus, if the teacher follows these principles in teaching writing for EFL
learners, he/she will notice an improvement in students' writing performance.
2.15 The Mechanics of Writing
Mechanics of writing are writing sub-skills. Norman et al. (2005) define it as "the subskill that includes punctuation, spelling, abbreviations, acronyms…etc." Similarly, Smith
(2003:2) suggests that the term 'mechanics' refers to the processes involved in obtaining words
into print-handwriting or typing, spelling, grammar and coordination. Meantime, Sun (2003)
simply declares that mechanics of writing “define specific conventions for words used by one in
his/her documents. These conventions include capitalization, contractions, gerunds, participles,
numbers, numerals, pronouns, technical abbreviations, acronyms, units of measurement, and
punctuation marks”.
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The current study focuses on developing the above-mentioned mechanics of writing
among students especially: punctuation marks, correct spelling, and spelling. Meanwhile, the
researcher focused on four skills that include coherence, cohesion, grammatical structures and
vocabulary. These skills will be discussed in details as follows:
2.15.1 Punctuation Marks
“Punctuation marks” are signposts used by writers to give directions to their readers
about which way a sentence is going. Using punctuation properly is one of the most crucial
elements in making the meaning of the sentence clear. The common uses of the basic
Punctuation marks: The comma (,), the period (.), the semicolon (;), the colon (:), the parentheses
( ), the brackets [ ], the dash (-), the exclamation mark (!), quotation marks (" "), the hyphen (-),
apostrophe (') and apostrophe + s ('s). Mattlabi and Shedifat (2015:6) mention the common uses
of the basic punctuation marks (see appendix D).
According to Naeem (2007), punctuation marks are one of the components of writing
mechanics. These marks are divided into internal and external marks, the internal punctuation
marks are used within the sentence like commas, semicolons, dashes, but the external
punctuation marks are used at the end of a sentence or a question that reveal sentence patterns
and relationships of clauses and phrases. Another classification of punctuation marks is divided
into marks within the word like apostrophes and hyphens, marks between words and end marks.
For Rude (2006: 173), "Punctuation marks help people read sentences accurately.
Internal marks –commas, semicolons, and dashes – as well as end punctuation marks reveal
sentence patterns and relationships of clauses and phrases. Incorrect punctuation may create a
confused document. Knowing where to punctuate and why contributes to accurate editing." On
his part, Harmer (2006) asserts the significance of punctuation marks as people judge the product
of writing on both the content and the use of punctuation. Incorrect punctuation leads to a
negative and difficult impression and hampers understanding the text.
Michigan (2005) confirms that punctuation marks are important giving an interesting
example to show how these small marks can greatly affect meaning: "I hate liars, like you." and
"I hate liars like you." Moreover, King (2003) asserts that the interest in emphasis using
punctuation marks probably reached its zenith in the late 19th century, helping to make sense of
the sentences. Nowadays, sentences are shorter. Thus, the need for the complicated divisions
within long sentences no more exists. Punctuation today is a blend of both: a system capable of
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conveying force, intonation, urgency, doubt, rhythm, tension and passion, and another system
whose duty is to achieve consistency and clarity in meaning. The Italian scholar Angelillo (2002)
recommends that students should regard punctuation as an essential act of composition and not
only a step in editing, but also they should use punctuation marks during composing to help them
form the meaning.
In the current study, punctuation marks is measured in terms of students’ ability to write
a meaningful paragraph using punctuation correctly in all types of sentences, they have to know
the use of full stop, comma, apostrophe, question marks and so on.
2.15.2 Capitalization
One of the most important features of English writing is capitalization (beginning a word
with a capital letter). Failure to capitalize a word that should be capitalized is a serious mistake.
Therefore, learning proper capitalization takes on a completely new meaning. From learning to
distinguish between “capitonyms” (a turkey in Turkey, a march in March) to learning the basic
rules of capitalization, students have much to gain from mastering this area of writing
mechanics. The researcher will mention the rules of capitalization that students should apply in
their English writing (see appendix D).
In the current study, capitalization will be measured in terms of students’ ability to write
a paragraph correctly by using capital letters at the beginning of sentences and surnames.
2.15.3 Spelling
Spelling in English Language is the forming of words from letters according to accepted
usage: orthography. Spelling is a sequence of letters composing a word. As well as, spelling is
the way in which a word is spelled. English spelling is irregular that it presents a problem for
most writers. Nevertheless, correct spelling is necessary (Mattlabi and Shedifat, 2015:20).
English spelling is so irregular that it presents a problem for most writers. Nevertheless, correct
spelling is necessary. Memorizing lists of words and spelling rules, using memory devices to
learn the spelling of difficult words, looking at the words in print, learning some tricks of the
trade, all these help you master English spelling (See appendix D).
In the current study, spelling will be measured in terms of students’ ability to write words
correctly.
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2.16 Coherence
"Coherence" comes from Latin co+ haerere. The verb haerere means to stick. Hence,
coherence means "sticking together'. According to Webster's Dictionary, the criteria for
something to be coherent is that it shall be consistent, congruent, in accord, logically integrated
and clearly articulated, united in action or connected naturally by a common principle. Other
definitions of coherence include:
1. Coherence is defined as the semantic or logical connection or order of diverse elements,
relationships, or values. Documents should be written in such a way that the reader can easily
interpret and understand what he or she is reading, and that all new information is easily
absorbed.
2. When we read a text, we assume that it is coherent. That is, each sentence relates in some way
to the last and the whole text has some sensible structure.
3. Connection or dependence, proceeding from the subordination of the parts of a thing to one
principle or purpose, as in the parts of a discourse, or of a system of philosophy;
consecutiveness.
4. Logical or aesthetic consistency: the quality of being logically or aesthetically consistent, with
all separate parts fitting together to form a harmonious or credible whole.
Coherence is essential to enable the reader to follow the flow of ideas and the intended
meaning of the writer. Richards (1990) supports the effectiveness of coherence as an important
quality for effective writing. Gebhardt & Rodrigues (1989: 81-83) point out that the importance
of coherence in making ideas stand out together, where each sentence should relate to the
proceeding and following sentences. They propose four tools that enhance coherence:
1. Repetition of words, ideas, phrases
2. Synonyms.
3. Pronoun reference.
4. Transitional markers.
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However, coherence is often considered as unclear and a difficult concept to teach and
difficult to learn, Roberts and Kreuz (1993). At the same time, Cerniglia et al. (1990: 229)
confirm the difficulty of teaching coherence.
Although most teachers consider coherence an essential element
of good writing, it remains difficult to teach. Teachers acclaim
its benefits, demonstrate its effects, and exemplify good models,
but students still do not know how to write coherently.
Moreover, coherence is the implicit links in a text; it exists in the ways people interpret texts
rather than in the texts themselves. On their part, Lautamatti (1982) and Redeker (1990)
emphasize that there are two types of coherence: prepositional coherence and interactional
coherence. (See appendix D).
1. Prepositional Coherence:
One source of resources used in interpreting texts is basic knowledge, which allows
readers to identify the implicit links between concepts and propositions in the text. These
conceptual links are the basis of propositional coherence. Prepositional coherence generally
plays a greater role than in providing unity to written texts.
2. Interactional Coherence:
A second resource is used by people to identify the implicit links in a text includes the
communicative functions or acts in the discourse. Widdowson (1998) argues that interactional
coherence plays a dominant role in spoken discourse as well as in written texts, thus it provides
unity to a text through a linked series of pragmatic functions or speech acts.
In the current study, coherence will be measured in terms of students’ ability to write the
sequence of event making sense and unity.
2.17 Cohesion
Good writing provides the maximum amount of new information from a sentence to the
next, with the maximum coherence of the topic. Pronoun reference can contribute to coherence if
it is clear or to confusion if it is not, Scholes and Comely (1981). Regarding cohesion, many
researchers endorse that cohesion, on the macro level is related to linking ideas whereas on the
micro level it is concerned with connecting sentences and phrases. “The concept of cohesion is a
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semantic one; it refers to relations of meaning that exist within the text, and that defines it as a
text” (Halliday and Hasan, 2014).
McNamara (2001) points out that cohesive devices also allow interlocutors to establish
links between parts of speech and conceptualize the transition of information from one part of
speech to another. Gaps in cohesion lead participants to either make inferences or, if inferences
are not possible, to negotiate meaning. Many other researchers have highlighted the importance
of text cohesion, arguing that a text stands as a text by means of cohesion. But for cohesion,
sentences would be fragmented and would result in a few unrelated sentences (Hinkle, 2004).
Furthermore, Tanskanen (2006) refers that cohesive devices allow the speaker to provide
indicators of coherence in the message, and they provide interlocutors with a means to interpret
the message. In this respect, there are two main approaches to analyze cohesion in a text. First,
we can use the taxonomy of cohesive devices of Halliday and Hassan (2014). Second, we can
use the lexical analysis of Hoey (1991), which emphasizes lexical cohesion but also explain the
types of other devices. While Hoey's lexical analysis allows the identification of cohesion breaks
in a text, Halliday and Hasan’s taxonomy does not. Moreover, literary texts expose learners to
coherent writing, which helps them arrange their ideas in a coherent logical way through related
paragraphs. One should bear in mind that lack of coherence in writing will fail to communicate
its intended message to readers. Bamberg (1983).
"To make a text comprehensible, there should be two main ways in
which sentences are combined with each other within a text; they are
cohesion and coherence. These concepts work together rather than
independently, in helping one to understand the ways in which a text
makes sense" (Bani Salameh and Fatihi, 2010:102).
This means that cohesion and coherence complement each other in making texts
comprehensible and meaningful for the readers. Moreover, teaching writing while exposing
learners to a literary text, bring together “the technical skills of composition, the cultural
knowledge within the linguistic form, and the cultural content literature has to offer” Mueller
(1986:1). Furthermore, if selected carefully, literary texts will engage learners’ interest and
motivation. (See appendix D).
2.18 Differences between Coherence and Cohesion
For many, there is not much difference between coherence and cohesion. In fact, many
TEFL practitioners use the two terms interchangeably. For instance, sentence connectors and
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transitional devices such as in addition, moreover, likewise, however, in contrast, yet, on the
contrary, in fact, after all, thus, in conclusion, therefore, besides, furthermore, finally, in short,
etc. are sometimes referred to as cohesive devices and sometimes as coherence devices. This is
an oversimplification, but it is not totally wrong for coherence and cohesion are two sides of the
same coin, namely text, whether spoken or written. Consider the following two definitions.
1. Coherence: The requirement that texts hang together conceptually.
2. Cohesion: The requirement that texts cohere grammatically and lexically (Hatem and Mason,
1990:239).
The above two definitions point out to the fact that a text must meet two requirements,
namely: a- Unity of ideas, and this is achieved through coherence, and b- presence of ties
(grammatical and lexical) between consistent utterances and sentences in an exchange or a
written text (e.g. a paragraph), and this is what constitutes cohesion.
The interplay of coherence and cohesion is intensely studied, but still not a fully
understood issue. Halmari and Virtanen (2005:299). Despite this, the researcher will attempt to
explore the differences and relationship between these two elusive concepts. Meantime,
Muqattash (2008) defines coherence as the requirement that texts hang together conceptually
whereas cohesion as the requirement that texts cohere grammatically. In fact, these two concepts
are the most confused and confusing ones in writing literature. For many, they are used
interchangeably and at best, there is little difference between them. For example, sentence
connectors and transitional devices are frequently referred to as cohesive devices and at other
times as coherent ones. Al-Masri (2005:72); Gebhardet and Rodrigues (1989: 81); Maclin (1981:
48); Muqattash (2008, 86).
The researcher believes that both coherence and cohesion play a very important role in
writing and constitute an essential element of good writing. Thus, cohesive devices are like road
signals that direct the driver; the reader, smoothly along the road towards a better understanding
of the message delivered. As well as, Mani (2001) argues that an integration of these two kinds
of discursive information would yield significant improvements in the task of writing. (See
appendix D).
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2.19 Grammar
English grammar can be hard to master. Grammar rules become ´alive´ when drama
courses are applied. For example, you can learn the activity of word order, where students are
asked to write the sentence in the correct order of words. The elements of the sentence can be
further emphasized when emotional touch is received, meaning that it is written with anger,
happiness, sadness, love, and so on. (See appendix D)
2.20 Vocabulary
Wessels (1987: 13) asserts that one of the potential benefits of drama is "the fully
contextualized acquisition of new vocabulary and structure". The real world provides students
with variety of contexts. Classroom setting is much more limited. However, creativity and
imagination helps to transform it into a different place. Moreover, Harmer (2006: 24) says that
"If we are really to teach students what words are meant and how they are used, we need to show
them being used, together with other words, in context." With the use of drama, an ordinary
classroom becomes an airport, a train station, a bus station, a restaurant, an office, a flat, a shop,
a playground, a park, a garden etc. Each of these places provides context with the option of a
wide range of vocabulary and a number of situations to practice the foreign language.
In the current study, vocabulary will be measured in terms of students’ ability to use new
words, idioms, phrases, idioms, and expressions
2.21 Paraphrasing
When a student is producing a piece of writing at university, he/ she will often want to
talk about what someone else has written about the topic. Quoting and paraphrasing are two
distinct ways of doing this. Quoting means directly including in his/ her work the published
words or other data he/ she has found in a source. Paraphrasing means expressing in your own
words the ideas, arguments, words or other material he/ she has found published elsewhere.
There are many reasons for quoting or paraphrasing in your own work, but essentially these
techniques allow you to show your understanding of current knowledge about the topic you are
studying and respond to that knowledge in your work. Remember that you will need to cite and
reference all the sources that have informed your work. It is a complex linguistic skill to
incorporate others’ work smoothly and efficiently into your own by quoting or paraphrasing. It is
a key skill of academic writing that will help to ensure that your work does not include elements
of plagiarism.
32

In the current study, paraphrasing is measured in terms of the students' ability to
paraphrase another author's writing they rewrite their argument using their own words, phrasing
and interpreting it in their own way. In addition, that happens during writing a text or a
paragraph, so the student must 1- Change the vocabulary. 2- Reorganize the structure of the
argument. 3- Cite the author directly, for example:
- Halliday (1978) claims that children develop their language by interacting with those around
them, or/ Children develop their language by interaction with those around them Halliday
(1978). (See appendix D)
2.22 Summarizing
A summary, as compared to a paraphrase, is always much shorter than the original text.
When you write a summary, you limit yourself to giving your readers only the main
idea/argument of an article or chapter of a book. To write a good summary, keep the following
points in mind:
- Read the original carefully ensuring that you understand the extract.
- Mention the author (and date) at the beginning of the summary and add again if you need to
remind the reader that you are summarizing another person’s ideas.
- State the author's main idea without distorting those ideas or adding your own.
- State the author's most important supporting evidence or sub-points without distorting them. Do
not include details.
- Use your own wording. If there is a phrase in the original text that is especially striking,
interesting, or controversial, or really cannot be changed without distorting its meaning, use the
author's exact words. Make sure, however, that you put quotation marks around them if you do.
- Don't include your own ideas or comments (editorial remarks). The summary should include
only the author's ideas. (See appendix D)
2.23 The Role of the Teacher in Teaching Writing
Chandra and Sharma (1996: 204-243) point out that teaching is not a light task and it is
not something that anyone can do without any kind of training. To create an effective education,
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it is essential that the teacher must have a highest level of education accompanied by training
techniques and teaching principles that help him/her to perform the task correctly. Moreover,
teachers should be aware of the modern strategies used in teaching – learning process to enhance
interaction with students. Furthermore, teachers should be aware of the student interests and
consider individual differences.
The teacher has a few tasks to perform to help the students to become better writers,
Harmer (2006: 41-42) debates five tasks a teacher can do before, during and after student
writing. They are:
1. Demonstrating: Students should be conscious of writing conventions and genre qualification
in specific kinds of writing, so teachers have to be able to put these features into their
consideration.
2. Motivating and provoking: Teachers should promote, help and motivate students to get ideas,
excite them with the value of the task and persuade them what fun it can be.
3. Supporting: Teachers need to be supportive in writing lessons and help students to overcome
difficulties that students face in writing.
4. Responding: Teachers should react to the content and construction of a piece of writing
supportively and make suggestions for its improvement.
5. Evaluating: When evaluating students` writing, teachers can indicate the positive points, the
mistakes that students made and may award grades.
From psychologists` points of view, writing anxiety should be reduced in schools and
universities. In the same context, Ju (2001: 121) argues that language two writing teachers use
the process approach to help students work through their composing process, starting work,
drafting, revising and editing. The teacher functions as an ideas generator, encourager, coach and
collaborator. A writing teacher can do a good job by giving assignments, marking papers, and
providing readings and by recognizing the complexity of composing.
The current researcher thinks that the writing teacher plays an essential role in teaching
writing. From her experience in teaching, the teacher should be a planner, facilitator, feedback
provider, organizer, helper, monitor and participant by giving assignments, promoting students to
merge their previous knowledge with the new knowledge into their own schema and present it in
a meaningful way. Moreover, he/she should be aware of the student and consider individual
differences. Therefore, we cannot develop the teaching and learning process if we ignore the
effective role of the teacher.
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2.24 Summary
Writing as a means of communication is considered as a difficult skill as it is a
productive skill not only to foreign students but also to native speakers. Our students suffer when
they are asked to write. The researcher chose to develop students' writing skills by employing
drama techniques. Students should be given the chance to practice writing process stages:
prewriting, drafting, revising, editing and publishing through using the new vocabularies they
learned through Drama Course. Therefore, teachers of English language should be trained on
using drama techniques to practice writing process stages in their classes for its importance in
helping their students to overcome the obstacles that face them in writing lessons.
This chapter highlighted the need to incorporate literature especially drama into the
teaching of English language, especially in relation to the language skills: listening, speaking,
reading, and writing. It highlighted the relevance of literature and literature genres to English
teaching and learning. It also discussed the benefits that students could derive by paying
attention to literature genres, (drama, prose, and poetry), in the English language classroom.
Drama in a language classroom allows the students to comment, justify and mirror themselves.
Teaching English language through Drama has become the fashionable phenomenon and it is
particularly a good source for developing students ‘abilities of writing correctly. Drama is
undoubtedly one of the main resources used as an effective means of language teaching.
Particularly, drama was regarded as the most important part of foreign or second language
teaching.
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Chapter III
Previous Studies
3.1 Introduction
Again, the study aims to examine the effectiveness of teaching / learning English Drama
course on enhancing students' writing skills. It tries to examine (32) previous studies to benefit
from their procedures, tools, results, and recommendations. The previous studies are divided into
two sections. The first domain sheds light on (18) studies related to learning drama for English
majors and presents reasons for including drama in foreign language lessons from various points
of view. Furthermore, it gives a list of main drama techniques useful for learning and dealing
with clues on how to succeed with drama in ELT. It demonstrates using drama in a foreign
language teaching and learning. The second domain tackles (14) studies related to developing
writing skills in English.
3.2 Studies Related to the Effect of Teaching / Learning Drama on Language skills
Pishkar et al. (2017)
This study aimed to investigate the effectiveness of teaching two selected drama texts
from modern English dramas in improving students’ speaking fluency and accuracy. To achieve
the aims of the study, the researchers used the experimental approach on 60EFL students, aged
between 19-25 (80% girls and 20% boys), of English language and literature at Hormozgan
University in Iran. The data were recorded using speaking transcripts that were analyzed to show
the progresses after the treatment. In this study, the researchers considered four factors to be
noticed during the students' speaking, they are the numbers of pauses in each narration, the
number of words per minute, the mean length of utterance, and number of stressed words. The
study revealed that the speech rate, the mean length of utterance, phonation time ratio and the
number of stressed words produced by the students per minute were the best results of fluency
scores, and thus, students’ speaking fluency increased, whereas the students’ speaking accuracy
decreased in some areas of speaking abilities and oral communications.
Mwangi (2016)

This study aimed to investigate the effectiveness of dramatization strategy in teaching
English language to promote learner achievement. The study was carried out in public secondary
schools in Meru County, Kenya. It set out to establish the effect of role-play, simulation, mime
and language games in curriculum implementation at secondary school level. The study was
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guided by five objectives and five hypotheses. Quasi- experimental design was adopted for the
study. A sample of 66 head teachers, 126 teachers, 15 education officers and 314 learners were
selected from sixty-six public secondary schools out of 82 schools, to represent teachers,
education officers and learners that had form three and four classes as at January, 2012. Data was
collected using questionnaires, test scores and guided interview. The data was analyzed
quantitatively and qualitatively using SPSS. It was established that dramatization was relevant to
teaching English Language; its utility was superior to lecture strategy. This study recommended
that the government should plan to address the issue of including dramatization in teaching the
integrated syllabus by requesting KICD to incorporate dramatic genres, in English language
curriculum.
Namundjebo (2016)
This study aimed to investigate the role of drama in enhancing students’ communicative
skills at the University of Namibia. The researcher followed the mixed method of qualitative and
quantitative methods. The sample consisted of 45 students enrolled in the English Access Course
(EAC) at the University of Namibia in the second semester in 2014. To collect data, the
researcher employed entry and exit questionnaires, focus group interviews, researcher’s
reflective notes and participants’ portfolios that comprised of participants’ views, thoughts,
feelings, attitudes, beliefs, values and perceptions towards English learning and teaching. The
researcher with the help of the participants integrated drama activities in the English Access
Course curriculum to enhance students’ communicative skills. Data obtained through the entry
and exit questionnaires was analyzed using descriptive statistics of percentages while the data
from the participants’ portfolios, researchers’ reflective notes and interviews were transcribed,
organized, and coded. Research findings revealed the effectiveness of drama oriented English
lessons to the benefit of students’ speaking skills, motivation, self-esteem and confidence in their
abilities to communicate in English. In addition, the findings revealed that drama activities aided
students develop a community and foster group cohesiveness, which helped in building students’
confidence when speaking English in front of their classmates.
Torrico (2015)
This study aimed to investigate the employment of drama techniques to enhance
students’ speaking skills. To achieve these goals, the researcher followed the experimental
approach (an experimental and control group) on the second year Bachillerato students. Before
starting the experiment, the researcher administered the pre-questionnaires for the experimental
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group to measure their initial level of motivation. Both groups were also tested to evaluate their
speaking skills level. Then the experimental group followed the learner-centered teaching
syllabus based on drama activities, meanwhile the control group continued with their daily
routine. At the end of the experiment, the experimental group was administered a postquestionnaire to check their level of motivation and both groups were tested again to measure the
development of their speaking skills. The results of the data analysis revealed that the
experimental group’s motivation was enhanced, as well as their speaking level and recorded
higher speaking outcomes compared to the control group.
Bataineh (2014)
This study aimed to investigate the importance of literary discourse in developing the
foreign language learners' pragmatic competence. To achieve the aims of the study, the
researcher followed the experimental approach (the control group and the experimental group)
on the ninth stage students from Al-Jazeerah Schools in Amman Private Directorate of
Education. Both groups were administered an identical pre-test that showed a uniformity in the
results with insignificant variation. A syllabus based on literary texts including all the genres of
English literature was designed for the experimental group. For the control group, core language
textbooks covering the same components were selected for instruction. Both groups were
instructed for a full semester. By the end of the semester, they were given a post-test. The results
of the study suggested that the literature syllabus sounded good for developing the learner's
pragmatic competence, in the sense that there was a significant difference in the performance of
the two groups, in favor of the experimental group. The findings also drew the instructors,
curriculum developers, and course designers' attention towards integrating more literature
centered language activities in the process of language teaching.
Al-Barri et al (2014)
This study aimed at examining the effectiveness of the dramatic role- playing upon the
linguistic achievement and the development of verbal expressive performance among the basic
4th grade students in Jordan. To achieve the aims of the study, a linguistic patterns achievement
test and the verbal expressive performance checklist were used. The sample of the study
consisted of (52) 4th grade students from a school that was purposefully selected from public
school of Al- Zarqa educational district. The sample was randomly distributed into two groups.
The experimental group consisted of (25) students who were taught by dramatic role- playing
methods, and the control group consisted of (27) students who were taught by the conventional
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methods. The results indicated that there were statistically significant differences between the
two groups in the linguistic pattern achievement test and the verbal expressive performance
checklist in the favor of the experimental group.
Khaemba (2014)
This study aimed to explore the influence of drama on the promotion of communicative
competence of primary school pupils in Nakuru Municipality in Kenya. The study tested pupil
competences in terms of their speaking and writing skills. The communicative competence of
pupils who had experienced drama was compared to that of a similar group of pupils who had no
experience in drama. The study used a descriptive survey design. Two tests, one on writing and
another on speaking for pupils and a questionnaire for teachers were administered. Data was
collected from 360 Std.7 pupils from fifteen primary schools in the Municipality and 30 teachers
from the same schools. Data collected was classified, presented, analyzed and then interpreted
using descriptive and inferential statistical techniques. The findings showed that pupils who had
experienced drama had a better communicative competence in the English language compared
to pupils who had no experience in drama. The study recommended that schools should take up
drama seriously to provide an opportunity for pupils to practice language for better competence.
Through this research, head teachers, teacher advisory Centre tutors, quality assurance, and
standards officers learnt the significance of promoting drama as an important co-curricular
activity in schools.
Gill (2013)
This study aimed to investigate that activities based on drama-based techniques that
could be valuable in giving Asian ESL students opportunities to use communicative spoken
English confidently and without restraint during their time in English-language-speaking
countries. When students are required to speak in English they often get anxious and fear about
making errors related to grammar, fluency and clarity that might cause them to be embarrassed
and hamper their motivation to speak. Therefore, they are deprived of speaking practice. The
researcher found that drama lets his students speak communicatively, free of the fear of
continuous correction, in a relaxed environment that appeared to help reduce their anxiety. As a
result, their motivation to speak increased, leading to extended speech production.
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Rew and Moon (2013)
This study aimed to investigate the direct effects of English drama on the learning of
target expressions and structures. Forty-nine Primary school students participated in English
drama class for (8) weeks. The results of Post-test I demonstrated that English drama was an
effective aid for participants to learn the expressions that appeared in the play. In Posttest II, the
participants were found to be able to utilize the learned expressions in new situations half of the
times. They depended heavily upon formulaic speech rather than creative speech, producing
either a perfect sentence or nothing. In this paper, the researcher highlighted the term, 'All-ornothing phenomenon'. Additional important findings proved male students’ superiority over
female ones in the retrieval of expressions gleaned from the roles of others. However, female
students were better in remembering and using their own lines rather than their male
counterparts, when given new situations.
Erdogan (2013)
This study aimed to explore the effect of the creative drama method on pre-service
classroom teachers’ writing skills and attitudes towards writing. Additionally, the views of the
pre-service teachers concerning the creative drama method were also investigated. The
participants of the study were 24 pre-service teachers studying at Karadeniz Technical
University Fatih Faculty of Education. The participants were asked to write activities with using
creative drama method. The researcher employed the mixed approach. The writings of the
participants at the beginning and end of the study were evaluated through “Writing Skill
Evaluation Form”. Their attitude towards writing was analyzed through “Writing Attitude Scale”
again at the beginning and end of the study. Interviews were conducted with the participants to
uncover their views on the creative drama method. The findings of the study suggested that the
creative drama method improved the participants’ writing skills and attitudes towards writing.
Reed and Seong (2013)
This study aimed to suggest pragmatic instructions for conducting English course that
focused on speaking and listening skills through using drama as a language teaching activity.
Recent research on drama in the ESL/EFL classroom was about the benefits of drama and
methods one could use, but research on techniques, activities, and methodology that is more
beneficial in regards to student's improving their language capabilities was lacking in Korea. In
this study, drama approaches and techniques were examined based up on the constructivist
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methodology in teaching English as a second language and researcher’s observation and
participants’ journals were analyzed. The research provided a model for a drama course that
might effectively enhance student's speaking and listening skills. The suggested model proposed
a blend of approaches and a variety of techniques that had been used globally among the EFL
community, focusing on bonding activities for warm-up and team-building, guided activities for
creating a scenario and debate and discussion.
Alrajhi et al (2013)
This study aimed at investigating the effect of using drama as a teaching technique on
improving the oral proficiency of the preparatory year students in the applied sciences stream at
Al-Imam Muhammad Bin Saud Islamic University. The sample consisted of 42 male preparatory
year students distributed in two sections, one constituted the experimental group, and the other
constituted the control group. A pre-posttest was used to measure the oral proficiency of the two
groups. The experiment took place during the first semester of the academic year 2011/ 2012. To
answer the question of the study, the researchers used the Oral Interview test as an eliciting tool.
The interview was scored according to some oral assessment criteria designed by the researcher,
based on the Foreign Service Institute Oral Interview (FSI). After going through the
dramatization and improvisation techniques, the two groups were post tested using the same oral
proficiency test. The means of the pre and posttests for the two groups were calculated. A t-test
was applied to analyze the results of the subjects on the pretest and post-test at the level of
significance (=0.05). The findings of the study revealed statistical significant differences in the
oral proficiency favoring the experimental group taught according to dramatization and
improvisation techniques based on dialogue formats.
Bayraktara and Okvuranb (2012)
This study aimed to investigate the effectiveness of creative drama on improving
students’ writing skills. To achieve the aims of the study, the researchers followed the mixed
study design on the school principle, teachers and students from a primary school located in the
capital city of Turkey, Ankara. The sample divided into the control group and the experimental
group. All students were asked to write a story at the beginning and at the end of the study.
However, the students in the control group participated in reading, creative writing and creative
drama activities for a total of eight times and each of these activities lasted for approximately 40
minutes. During these activities, the students read a storybook, discussed the elements of the
story such as theme, characters, events, time, and the location of the events. After that, the
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students were asked to participate in creative drama activities based on their daily readings. At
the end of the study, students’ written stories from all classrooms were read and scored based on
a story-writing rubric and interviews were conducted with study classroom students regarding
their experiences throughout the study. The results of the data analysis revealed that the
experimental group was enhanced, as well as their writing level and recorded higher
achievement compared to the control group.
Shakfa (2012)
The present paper studied the problems of English Language and Literature junior and
senior majors enrolled in a drama course at the Islamic University of Gaza (IUG) faced. The
course emphasized the significance of drama. A survey was administered and a questionnaire
consisting of open and closed questions to get both quantitative and qualitative information of
what each participant attributed to each facet of the study. The participants were (133) randomly
selected, which was 39% of the population of the current study. The population included both
male and female students of “English Literature in the 20th Century” in the second semester
(2006–2007). The data were analyzed using Pearson correlation, T-test independent sample,
Spearman correlation, means and percentages, as well as Alpha Cronbach and Split-half.
Findings showed that many of the students agreed, “Reading drama is more common than
watching it.” Students faced this major difficulty in learning drama. Over 70% of the students
agreed “students feel frustrated with the length of a play,” “Extensive use of symbolism, similes,
metaphors,” and “writing style” were serious problems. Further research is strongly
recommended to be conducted particularly in IUG to fill in the gap among issues students face
such as cultural, communicative, and linguistic facets in learning drama. The removal of these
obstacles could benefit different aspects of learning and teaching drama and literature. These
implications can be multi-dimensional in terms of linguistic, cultural, and communicative aims.
Punsiri (2012)
This study aimed to explore the effect of drama techniques and activities on learning
Foreign Language Classroom Anxiety (FLCA) that affect English language learning of Thai EFL
students with FLCA. The participants were 44 non-English majors selected by non-random
sampling method. The research tools were eight drama techniques-based lesson plans, FLCA
questionnaire and guided questions for focus group discussion. The quantitative data were
analyzed by means, standard deviation, and t-test while the qualitative data were analyzed by
content analysis technique. The findings indicated that, after learning through drama techniques,
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all 44 participants' FLCA reduced significantly. From the analysis of qualitative data, drama
proved to be the most effective techniques in reducing FLCA.
Hiew (2010)
The purpose of this study was to identify the effectiveness of using literature response
journal to upgrade students’ writing fluency. Firstly, it utilized the quantitative method using the
quasi-experimental approach, specifically, the non-equivalent group pre-posttests design.
Secondly, four factors viz. writing practice, reading habit, parental encouragement and students’
perceptions towards the English language were selected to determine their degree of correlation
with students’ writing fluency. Two groups of 30 Form Four students were systematically
selected from six Form Four classes to form a control and treatment group respectively. The
paired samples t-test was used to determine any significant difference in the total word count
between the first day and the last day of the journal entries. In addition, students in the treatment
group were given a four-point value Likert scale questionnaire regarding their writing practice,
reading habit, their parents’ encouragement in their English learning and their perception
towards the English language. Each factor was correlated with their writing fluency using the
Pearson Product-Moment to determine the degree of correlation. The data analysis showed a
significant difference in the paired samples t-test and supported that literature response journal
helped improve students’ writing fluency. Furthermore, the Pearson Product-Moment showed
that students’ writing fluency had a moderate and significant correlation with their writing
practice and reading habits while students’ writing fluency had a weak and no significant
correlation with parental encouragement and students’ perceptions towards the English language.
Jarayseh (2010)
This study was to highlight the impact of using drama in teaching on the proficiency and
fluency of the students studying English. Moreover, it was important to discover its impact on
their social and academic life, hoping that this might lead to giving more attention and care for
the use of drama in teaching English and the expected advantages for Palestinian students in the
future. The students of seventh and eighth graders in Herman Gmeiner School/ SOS and
TalithaKumi School in BeitJala were the participants of the study. There were 31 students from
Herman Gmeiner School and 26 students from TalithaKumi School. The sample of the Impact of
Using Drama study was chosen randomly from these two schools. After exposing fifty-seven
students from seventh and eighth grades to drama-in-education techniques, they filled out the
specifically designed questionnaire, which was given to all students in order to know their views
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during the drama lessons. Moreover, they took a test after being exposed to the two drama
pieces. At the end of exposing them to drama for twelve weeks practicum, an assessment was
carried out of every student in the two schools. Results indicated that using drama in learning
English would make the students more enthusiastic and had more impact compared to the
traditional approaches. The researcher explained the positive effect of using drama in enhancing
students ‘confidence, self-esteem and oral communication skills. Finally, the results indicated
that the use of drama in education led to an overall language competence ensuring that they
became active participants rather than passive recipients in the class.
Akdağ and Tutkun (2010)
This study aimed to determine the effect of drama as a teaching method on the
achievement level of primary school fourth grade students in English lesson. The participants
were 50 students from two separate classes at the fourth class whose gender, socio-economic
conditions and the previous year academic success were homogeneous. Those participants were
randomly divided into control and experimental group. As the method of the research, PretestPosttest experimental design with control group was used. The data were collected via an
achievement test that consisted of the questions concerning knowledge, comprehension and
application levels including the subjects of weather conditions, seasons, food and drinks that
were developed by the researcher. Research findings revealed that the teaching method based on
drama was more effective than the traditional teaching method since drama method gave every
individual an opportunity to participate naturally and actively in teaching-learning process.
Finally, the researcher recommended that English teachers should be trained on how to apply
drama method to increase their cognitive proficiency, affective features, and behavioral skills.
3.3 Studies Related to Developing Writing Skills in English
Alinasab and Gholami (2017)
This paper aimed to explore the effects of the integrated writing tasks (source-based
writing tasks) on EFL learners’ composing abilities and investigated the probable differences
between those tasks and independent writing ones in improving Iranian EFL learners’ essay
writing abilities. To achieve the aims of the study, the researchers followed the quasiexperimental design was implemented to gauge EFL learners’ writing improvements using a
pretest-posttest layout. The sample was (20) female learners taking a TOEFL iBT preparation
course were randomly divided into an only-writing group with just independent writing
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instruction and essay practice, and a hybrid-writing-approach group receiving instruction and
practice on independent writing plus source-based essay writing for (10) sessions. Based on the
findings, the participants with hybrid writing practice outperformed their counterparts in
integrated essay tests. Their superior performance was not observed in the case of traditional
independent writing tasks. This study called for incorporating more source-based writing tasks in
essay writing courses.

Saihi 2015
This study aimed to investigate the effects of the instructional process-genre oriented
approach to develop students‟ writing and to raise their awareness of the importance of
processing essay writing and the target genre features in EFL classes of Biskra University in
Algeria. Moreover. it investigates its effects on the five aspects of essay writing: content,
organization, vocabulary, language use and mechanics. It also explores its effects on the
students‟ knowledge of genre features, purpose and audience. To achieve the aims of the study,
the researcher followed the experimental approach on (116) third year students, they are divided
into (63) student form the experimental group, and (53) students form the control group.
The experimental group was exposed to process-genre oriented instruction while the
control group received product-oriented instruction. The researcher obtained a pilot study with a
group of (25) volunteers (students) from third year classes and reached to a set of procedures. To
collect data, the researcher used three research instruments. First, t-tests are conducted with the
two groups: experimental and control. Second, a post-experiment questionnaire administered
with experimental group further supports the t-tests scores, for it evaluates the students‟
perceptions and attitudes towards academic writing. Third, classroom observation also reports
their writing performance in their classrooms. Based on the analysis of data, process-genre
oriented approach proves to be an effective instructional approach to EFL writing classes of
Biskra University.

Cole and Feng (2015)
This study aimed to investigate the effectiveness of research-based techniques in
improving the writing skills of ESL students. The researchers selected five Strategies: journal
writing, activating prior-knowledge, pre-viewing vocabulary, utilizing graphic organizers,
scaffold instruction, and increased teacher/peer conferencing. To achieve the aims of the study,
the researchers followed mixed method approach to investigate the validity of the techniques on
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ESOL students from the second grade. The first method was the experimental group consisted of
(5) students, whereas the control group consisted of (6) students from the upper grade levels of
elementary school. The second method was a qualitative method designed to gather information

regarding how ESL students feel about themselves as writers, what their thoughts were about
their actual writing, and what they thought they needed help with. This was done via a student
survey. Teachers were also given a survey inquiring about how they felt about teaching writing,
what areas of concern they had for ESL students, and what techniques they had previously used.
Throughout the year, the experimental group implemented the above strategies with writer’s
workshop. With the control group, both the researchers and the classroom teacher followed the
writer’s workshop curriculum with ESOL students. At the end of the year, ACCESS data and postinstruction writing samples were gathered for analysis. The writing samples were scored using the same
rubric from the beginning of the year. The study revealed that both groups (experimental and control
groups) improved. The experimental group improved slightly more than the control group, especially in
the writing samples. The findings suggested the use of technology in teaching writing and other

language skills and systems.

Nyvoll Bø (2014)
The study investigated the students’ and teachers’ experiences and attitudes to English
writing and feedback in the upper secondary school. It investigated how teachers provided
feedback to English writing and how students received feedback. In addition, the study also
explored how feedback influenced the development of the students’ writing by analyzing some
of the students’ drafts. The Researcher used mixed methods, both qualitative and quantitative
research methods. Semi-structured interviews with three teachers were conducted, 83 students
answered questionnaires and four student texts were analyzed. Process writing, multiple drafts or
peer feedback were not common in the teaching of English writing, even though the teachers
said there were benefits with, for example, process writing. The analysis of student texts showed
that the students who were required to revise their texts, improved them because of the feedback.
However, most of the revisions were done in terms of language, and these students did not
respond to the teacher’s comments on content. Finally, this thesis contributed to developing
English writing and feedbacking upper secondary education system in Norway by focusing on
writing and feedback in one upper secondary school approach. It provided insight into the
experiences and attitudes to written feedback as by the students and teachers. The study
confirmed other research in this field e.g. Vik, (2013: 149), namely that written feedback at the
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upper secondary schools that had been studied was primarily post-product feedback, because the
teachers did not seem to have time to practice pre-product feedback.
Javid And Umer (2014)
This study aimed to identify the important writing tasks and major areas of difficulty in
academic writing in the second semester of academic year 2012 at foreign languages department,
Taif University (TU). The population was all the junior and senior students, who have already
spent two to three years at TU, whereas the freshmen and sophomores were not investigated. In
order to achieve the aims of the study, the researchers developed a 40-item Likert-scale agreesdisagree questionnaire. It was translated into Arabic and piloted before it was administered to
(194) Saudi EFL learners (108 males and 86 females). The findings pointed out the particular
writing problems which Saudi EFL learners encountered in their academic writing due to their
weaknesses in using appropriate lexical items, organization of ideas and grammar. The other
weaker areas include wrong use of prepositions, spellings, irregular verbs, articles, punctuation,
suffixes and prefixes. The recommendation was to implement a stricter admission policy,
develop activities, provide increased practice in academic writing and increase language courses,
develop tailor-made activities, provide increased practice in academic writing, exploit modern
teaching techniques and equip the classrooms with modern teaching aids to improve Saudi EFL
learners’ academic writing.
Setiadi (2014)
This research aimed at improving the students’ writing skills through the genre-based
approach in grade XI/S3 of SMAN 1 Pleret in the academic year of 2012/2013. The data were
collected through observation, interviews, and test on the students’ performance using
instruments of interview guideline, observation sheet and writing rubric. The data from the
observation and interviews were analyzed qualitatively and the students’ test scores were
analyzed using descriptive statistics. The results of the research demonstrated that the
implementation of the genre-based approach was able to improve students’ writing skills.
Students’ problems in writing could be diminished by implementing the stages in the genrebased approach. The building knowledge of the field and the modeling and deconstructing of the
text stages improved the students’ vocabulary and knowledge on the topic and context of the
text, and their knowledge and ability on the text type including the text structure and language
features. The joint construction and the independent construction of the text stages improved the
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students’ ability in exploring ideas and developing them into a good text. Scores of the students’
performance also indicated improvement in the students’ writing skill.
Yousef (2012)
This study aimed to investigate the impact of a suggested program based on writing
process approach on developing paragraph writing skills and students' attitudes towards writing.
To achieve the aims of the study, the researcher followed the quasi experimental method so she
used a writing achievement test, and a writing attitudes scale as instruments for the study. The
sample of the study was divided into two classes of eleventh graders from Al-Faloja Secondary
Girls School in the Northern Governorate in Gaza. The experimental group consisted of (43)
students while the control group consisted of (44) students. The findings revealed that there were
significant differences in secondary school eleventh graders' performance in paragraph writing
skills before and after implementing the program and the students’ attitudes towards academic
writing after the program positively changed. The researcher recommended that EFL teachers
should use process writing approach as a valuable approach for improving students' paragraph
writing skills and developing their attitudes towards it.
Sharaf (2011)
The researcher, aimed to investigate the effect of teaching grammar in writing contexts to
enhance using grammar functionally for eleventh graders in Gaza governorate. To achieve the
aims of the study, the researcher followed the experimental approach. The sample of the study
consisted of (66) students from AL-Jaleel Secondary School for Girls. The participants were
divided into two groups: a control group and an experimental one. The researcher used the
strategy of teaching grammar in writing contexts in teaching the experimental group and the
ordinary strategy of teaching grammar in teaching the control group in the second term of the
scholastic year (2010-2011). A grammar achievement test of eight questions containing (49)
items was designed to be used as a pre and posttest to reveal the effect of using the strategy of
teaching grammar in writing contexts on the students' achievement in English grammar.
The validity of the test was refereed by the specialists and Pearson correlation coefficient.
The reliability of the test was measured by Alpha Cronbach formula and Split Half Method. The
results of the grammar achievement test were statistically analyzed by using T-test paired sample
to examine if there was statistically significant difference between students' mean scores of pre
and post application of the grammar achievement test of the experimental group. The findings
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indicated that there were statistically significant differences between both groups in favor of the
experimental one due to the strategy of teaching grammar in writing contexts. This study
recommended the importance of using the strategy of teaching grammar in writing contexts in
English language teaching to give better results in students' achievement of English language.
Also, the researcher suggested using, activating, and implementing this strategy on the other
skills of the English language.
Sdoudi (2011)
This study aimed to investigate the effectiveness of a suggested program for tackling
letter writing deficiencies among the 11th graders in the Middle Governorate. The sample of the
study consisted of (68) 11th graders, (34) each group. The experimental group contained (17)
male students and (17) female students: and the same for the control group. The researcher used
a pre-test and a post-test, the pre-test showed the equitation of the experimental group and the
control group. Moreover, it located the deficiencies that the students countered. The suggested
program was based on the "writing process approach" and was applied on the experimental
groups in (12) lesson sessions along (6) weeks.
The results of the post-test showed the statistically significant differences between the
control group (male and female11th graders) and the experimental group (male and female 11th
graders) in letter writing performance after applying the suggested program. The results of the
posttest showed that the experimental group achieved a better performance, which was computed
as statistically significant differences in T-test values between the experimental group and the
control group. In the layout domain, (3.866** significant at 0.01), the punctuation domain
(3.754**significant at 0.01), the sentences domain (2.541* significant at 0.05), the language
domain (3.103** significant at 0.01), and the total post-test scores (3.637** significant at 0.01).
The statically significant differences in the results proved to be in favor of the experimental
group. The researcher recommended that the suggested program should be used for tackling the
letter writing deficiencies among the 11th graders due to the proved effectiveness of the
application of the program among the participating students.
El-Shami (2011)
This study aimed to investigate the effect of using interactive writing on developing the
mechanics of writing of eighth graders in Gaza private schools. To achieve the aims of the study,
the researcher followed the experimental approach on (37) male students of eighth graders. The
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population was divided into two groups, an experimental and a control group. The experimental
group consisted of (18) students and the control one consisted of (19) students. The researcher
used two tools, pre-post achievement test and a portfolio. The researcher applied the pre-test
before starting the experiment; the results showed that the two groups were equivalent in their
previous learning and general achievement. The results were statistically analyzed. The findings
of the study revealed that there were statistically significant differences between the mean scores
attained by the experimental group and those by the control one in favor of the experimental
group, and this due to the interactive writing method used.
Gomez (2010)
This study explored the perception of students, graduates and supervisors on students’
development of general writing skills and academic writing skills through the completion of the
master’s thesis in teacher education programs in Colombia. In-depth interviews were conducted
and participants from seven teacher education programs in this mixed methods study completed
online surveys. In addition, this study examined the process of writing the thesis through the
analyses of drafts from three graduates. The findings of this study showed how students’
development of academic writing skills was grounded on their initial general writing skills and
was realized through the appropriation of the thesis genre. This development followed different
paths according to students’ writing ability. This study argued that there were factors at the
personal, supervision, and program levels that contributed to this development. Similarly, the
development of these writing skills had an impact on the individual, their teaching, and their
academic communities.
Bataineh (2010)
This study examined and explored the effect of the internet on improving university
students' writing performance. The population of the study consisted of all students in the
English Language Department at Al-Isra' University who were enrolled in (Writing One), in the
first semester of the academic year 2006/2007. The purposive sample of the study consisted of
62 students. They were divided into two sections: Section one which comprised the experimental
group was supported by web-based software while, Section Two, which was regarded as the
control group, created their articles via paper and pencil. A web page was designed with a useful
link and learning materials were included, and an e-mail address for the course teacher was
determined. Statistical analyses were used to analyze data from the pre-test and post test scores.
The results showed that students who worked with the internet had significant gains in their
writing performance compared with the control group. Additionally, the students who worked
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with the internet were more motivated to write than the other group. In the light of the above
findings, it is recommended that the internet should be incorporated in the teaching of writing
and other language skills.
Abd Al-Raheem (2010)
This study aimed to investigate the effectiveness of a suggested program for improving
the academic writing skills of the English department students at Al-Aqsa University in Gaza. To
achieve the aims of the study, the researcher the researcher followed the experimental approach
on (973) students enrolled in writing II in the second semester of the academic year 2009/2010.
The sample consisted of 166 males and 807 females from the third level at Al-Aqsa University in
Gaza. The targeted skills were: cohesion, organization and cogency. The pretest of the skills
revealed that the subjects of the treatment group, whether high or low achievers, lack the ability
to write a cohesive, well-organized, and cogent argumentative essay though there was a
statistically significant difference in the three skills collectively and each skill separately
between high and low achievers in favor of the former. The post treatment test of the skills
showed that there was a significant change in the writing skills of the subjects whether high or
low achievers. Likewise, the statistically significant difference between high and low achievers
in the pre-treatment disappeared. This means that the low achievers managed to approximate
high achievers. Based on the analysis of data, the suggested program proves to be an effective
program for improving the academic writing skills of English department students at Al-Aqsa
University. The study recommends, resorting to teaching writing via the process writing
approach because it proved to be useful in reducing the students’ writing apprehension.
Abu Jarad (2010)
Abu Jarad conducted a study which attempted to provide answers to the following
questions: 1) Are there statistically verified results that the incorporation of journal writing yields
positive results and attitudes among the students who practice journal writing? 2) Are there
statistically verified results that the teacher’s comments and exchanges all the time are useful? 3)
Are there statistically verified results that the student-student exchange is useful? The sample of
the study was (33) writing one students from the eglish department of Al-Azhar University –
Gaz. 66% were females, and 34% were males. The researcher taught them for two semesters and
provided them feedback on their jornal writing and encouraged them to seek editing help from
their peers. In week 13 in the second semester he distributed a 14 – item questionnaire
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investigating the subjects’ responses and their attitudes towards journal writing, teacher’s
feedback and peer feedback.
The results showed that the incorporation of journal writing had yielded positive results
and attitudes among the students who practiced journal writing. Over 90% of the subjects agreed
strongly that journal writing improved their fluency. 94% believed that journal writing gave
them more personal power over writing and 85% said that journal writing allowed them to
develop their personal voice. Moreover, the subjects, when asked about their experience of
keeping a student-student exchange journal and whether they considered the student-student
exchange to be more useful and encouraging than teacher-student exchange journals, about 82%
of the sample responded that student-student journals were very authentic. About 79% suggested
that such useful activity be continued to talk about their desire to communicate with one another.
The researcher recommended that EFL teachers need to have their students exchange
their journals with each other. Teachers should keep in mind that interactive journal writing is a
means of furthering a writer’s cognitive and communicative abilities and this suggested that this
form of writing be practiced in the classroom to enhance students’ written fluency. The
researcher also recommended that teachers should consider whether they need their students to
keep the same journal partners for more than one semester or not as they could be allowed to
keep or change their journal partners if writing teachers deemed fit.
3.4 Commentary on the Previous Studies
The current study, however, disagreed with some previous studies that addressed English
Language skills in general and the ways they could be improved by employing modern
educational techniques and strategies. All which resort to the intervention or inclusion of
literature in general and drama in particular. Furthermore, the study of Pishkar et al. (2017)
addressed the effectiveness of teaching two selected drama texts and its role in improving
students' speaking fluency and accuracy. Similarly, the study of Mwangi (2016) investigated the
effectiveness of dramatization strategy in teaching the English language to promote learner
achievement. The study of Namundjebo, (2016) concentrated on the role of drama in teaching
English to enhance students' communicative skills.
However, the current study is distinct from the other studies as it investigated the effect
of using drama on developing English writing skills among third majors at Al-Azhar University
in Gaza. Several tools such as two plays from Victorian English drama taught at AUG (She
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Stoops to Conquer by Oliver Gold Smith, The Rival by T.D. Sheridan), a diagnostic test as a
pretest and posttest, position papers, an achievement test, and writing skills rubric were used.
Accordingly, the topics and purposes of the previous studies were different. Some studies
focused on the importance of literary discourse in developing the foreign language learners'
pragmatic competence, such as the study of Bataineh (2014). However, most of the studies
focused on the effectiveness of using drama intervention as a process, a strategy, a tool or a
technique on enhancing and developing the students' speaking, listening and communicative
skills among students and their attitudes such as those of Mwangi (2016), Namundjebo (2016),
Al-Barri and et al (2014), Khaemba (2014), and Jarayeseh (2010).
This current study focused on investigating the effectiveness of teaching Drama on
developing writing skills among third majors' students at AUG in Gaza.
Concerning the methodology of the previous studies adopted, some of previous studies
agreed to the current study in using the quasi-experimental approach such as that of Alinasab
(2017), Mawangi (2016), and Hiew (2010), where as most of the studies used the experimental
approach such as those of Pishkar et al. (2017), Torrico (2015), Bataineh (2014), Al-Barri and et
al (2014), Aalrajhi (2013), Sdoudi (2011), Akdağ and Tutkun (2010). While some studies used
the mixed qualitative and quantitative methods such as the study of Namundjebo (2016), Bo
(2014), Rew and Moon (2013), Shakfa (2012), this study used the quasi-experimental approach,
one single group, and pre-posttest design.
Regarding to the tools, there were different tools used in the previous studies that
provided the researcher with clear insights to conduct the present study efficiently. The tools
used in those studies included pre-posttests, surveys, questionnaires, observation cards, writing
rubric, and interviews. However, this study used pre-post achievement test to measure the effect
of teaching Drama on developing third year students writing skill, positions paper scores and
writing rubric.
Concerning population and sample of the previous studies, they were different from one
study to another in number, age and gender. Studies such as those of Al-Barri and et al (2014),
Khaemba (2014), Rew and Moon (2013), Bayaktara and Okvuranb (2012), Akdağ and Tutkun
(2010) focused on eliminatory schools, while those of Bataineh (2014), Jarayseh (2010) focused
on preparatory grades. Most of the studies focused on secondary school students such as the
study of Mwangi (2016), and the study of Nyvoll Bø (2014), and secondary school teachers
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such as those of Mwangi (2016), and Erdogan (2013), and Sdoudi (2011). Some studies focused
on university students such as those of Pishkar, Moinzadeh & Dabaghi (2017), Namundjebo
(2016), Torrico (2015) Alrajihi (2013), Elhabiri (2013), Shakfa (2012), Punsiri (2012), and
Bataineh (2010). There was one study focused on master students such as the study of Gomez
(2014). Similarly, the current researcher conducted this study on third-level English language
majors at Al-Azhar University in Gaza.
Besides, the statistical treatments used in the previous studies to analyze the results
included T-test, Pearson correlation, Spearman Correlation, T-test independent sample, Means
and percentages, Standard Deviations, Alpha Cronbach Technique, and Split-half Technique. In
this study, the researcher utilized Pearson correlation, Spearman Correlation, T-test independent
sample, Means and percentages, Standard Deviations, Alpha Cronbach Technique, and Split-half
Technique.
To sum up, results of all the previous studies agreed on the importance of literature and
drama in the teaching/ learning process. The studies proved that drama inclusion had a
remarkably positive effect on students' attainment and motivation towards English learning.
They also agreed that using drama in teaching had a significant impact on learning English as
well as on developing students' writing skills.

3.5 Summary
In short, this chapter discussed (32) previous studies conducted regarding literature and
drama and their effect on developing writing skills and on students’ attitudes towards writing.
Brief details were given and the researcher presented her comments on those beneficial previous
studies. In conclusion, the researcher benefited from these studies in some aspects, especially in
Drama and writing skills from the theoretical framework and the design of the achievement test.
In addition, these related studies helped the researcher to answer the questions of the study.
Moreover, the researcher induced that the inclusion of drama in writing is an instructional model
that creates an appropriate learning environment that stimulates the students' power towards
learning writing that encourages their interaction, which brings about better achievement.
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Chapter IV
Methodology
4.1 Introduction
This chapter discusses the procedures the researcher followed throughout the study. It
introduces a complete description of the methodology of the study, the research design, the
population, the sample, the variables, the instruments used to collect data, the answer to the
questions of the study. Moreover, it introduces the statistical analyses used throughout the study.
4.2 Research Design
After determining the study statement and reviewing the related literature, the researcher
adopted the quasi-experimental approach on (80) third-level English junior major students at
AUG (One single group, both male and female). Such an adoption was due to the nature of the
study which aimed at finding the impact of teaching / learning drama on writing skills on 3rd
level students' writing skills. Writing skills will be taught via integrating the writing skills to the
drama classes, by which she could investigate finding the impact of teaching English drama on
developing English majors' writing skills in terms of writing mechanics, summarization,
paraphrasing, cohesion, coherence, correct grammar, punctuation, correct spelling, and using
new words, phrases, idioms, and expressions, through both quantitative and qualitative inquiry. It
is worth mentioning that Bajpai (2011:748) points out that the quasi-experimental design is an
exploratory type of research design and has no control over extraneous factors. In other words,
quasi-experiments focus on a single treated group and have no control group Walberg and
Subotnik (2006:13).
This study is limited to teaching two plays (She Stoops to Conquer by Oliver Gold Smith
and The Rivals by T. D. Sheridan) from Victorian English drama taught at AUG. The study is
conducted in the first semester of the academic year (2017- 2018). The researcher has applied it
on both female and male English majors at AUG (One single group sample/focus group). To
achieve the aim of this study, the participants were taught writing skills via drama II course. It
used a variety of techniques. This study aimed to investigate the effectiveness of teaching
drama/plays to the third-level English majors enrolled in the Drama II course to examine the
extent that teaching such drama can help to provide effective teaching / learning that enhances
students’ writing skills.
The research includes two variables; the first variable is teaching drama for university
students. The second variable is writing skills. The experiment lasted for four months (16
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weeks). This means that the students spent forty-eight (48) hours during the study. The students
participated in drama course II for a total of (14) sessions, and each session lasted for
approximately (60) minutes.
4.3 Population of the Study
The population of the study consisted of all the EFL third-level English juniors majors
students enrolled in Drama II (18th -19th century) course in both Faculty of Education and Art
during the first semester of the academic year (2017- 2018) at Al-Azhar University in Gaza
Strip. The total population of the study was (120) male and female students.
4.4 Sample of the Study
The sample of the study includes (80) junior English majors at Al-Azhar UniversityGaza. These students enrolled in Drama II (18th -19th century) course at AUG during the first
semester of the academic year (2017- 2018). It consisted of (60) female students and (20) male
students. Table (1) shows the distribution of the sample. The sample of the study was
purposively selected because of the large number of the 3rd level students.
Table (4. 1) The distribution of the sample

Group

Female

Male

Total

Count

60

20

80

* The group was all aged nearly 21-22 years old.
4.5 Variables of the Study
The study included the following variables:
1. The independent variable: teaching / learning English Drama.
2. The dependent variable: writing skills.
4.6 Instruments of the Study
To attain the purposes of the study, the researcher utilized a pre / post writing test. She
prepared a pre/ post writing skill tests covering certain writing paragraphs skills as:
summarizing, paraphrasing, cohesion, coherence, grammatical structures, punctuation, spelling,
and using new words, phrases, idioms and expressions. The pre/ post tests recorded and rated
based on a writing rubric. In this study, the two plays were used as a teaching and learning tool
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to enhance students' writings. Moreover, the researcher asked students to write down paragraphs
and position papers as an assignment each session.
4.6.1 Writing Skills Test
4.6.1.1 Objective of the Test
A pre writing test (a diagnostic test) was prepared by the researcher on the participants of
the study in the first day of the course to measure the students' achievement in writing
performance in: summarizing, paraphrasing, cohesion, coherence, grammatical structures,
punctuation, spelling, and using new words, phrases, idioms and expressions. All students were
asked to write a paragraph at the beginning of the study, while the post writing test (a summative
test) was administered in the last day of the course to measure any possible progress and
difference between the participants' pre-achievement and post-achievement.
4.6.1.2 Items of the Test
In the pre writing skill test, the researcher asked the students to write down a paragraph
about one of specific topics. The paragraph was assessed in terms of eight types of writing skills:
summarizing, paraphrasing, cohesion, coherence, grammatical structures, punctuation, spelling,
and using new words, phrases, idioms and expressions. All of these skills should be used
correctly in students' writing paragraphs. (Appendix B).
The post writing test was divided into two questions. The selected questions were related
to the two plays that students had learned during the drama II course. The students were asked to
answer the questions; their writing was assessed according to the following writing skills:
summarizing, paraphrasing, cohesion, coherence, grammatical structures, punctuation, spelling,
and using new words, phrases, idioms, and expressions. (Appendix C).
In the first question, students had to discuss the multi-thematic play of "She Stoops to
Conquer" by Oliver Goldsmith.
In the second question, students had to discuss the stylistic techniques to deliver the
themes of "The Rivals" by Richard B. Sheridan.
The questions were written in English. They included information about the purpose of
the test, the time permitted to complete the test, and the criteria on which scoring would be
based. Moreover, the test was scored honestly.
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4.7 The Pilot Study
In order to examine the suitability and appropriateness of the test in terms of time,
difficulty and discrimination coefficients, the test was conducted (as a piloting test) on a
randomly selected group of (30) of the 3rd level at AUG, who had similar characteristics to the
target group. These two groups studied at the same university, Al-Azhar University and were
from the same culture and environmental background. The necessary revisions and
recommendations were made in the light of the statistical results.
4.8 Validity of the Test
Al Agha (1996:118) states that "a valid test is the test that measures what it is designed to
measure". The researcher used the referee validity and the internal consistency validity in order
to prove that the test was valid to be applied in the study.
4.8.1 The Referee Validity
The test was introduced to a panel of specialists in English language and methodology in
Gaza universities, Ministry of Education and experienced supervisors. The items of the test were
modified according to their recommendations. (Appendix A).
4.8.2 The Internal Consistency Validity
Al Agha (1996: 121) asserts that the internal consistency validity indicates the correlation
of the score of each item with the total mean score of the test. It also indicates the correlation of
the mean score of each domain with the total mean score. This validity was calculated by using
Pearson Formula. Table (4.2) shows the correlation coefficient of every item of the writing
achievement test.
Table (4. 2) Correlation Coefficient of Every Item of the Writing Skills

Item

Pearson
Correlation

Period
Comma
Colon

**0.305
**0.446
**0.398

Semicolon

**0.483

Dash

**0.519

Quotation marks

**0.496

Apostrophe
Proper nouns

Pearson
Correlation

Item

Item

Pearson
Correlation

Tenses
Articles
Fragments
Complex
sentence
Compound
sentence
Compound
complex
sentence

**0.287
**0.491
**0.335

Synonyms
Antonyms
Repetition

*0.258
**0.388
**0.457

**0.519

Reiteration

**0.483

**0.709

Parallelism

**0.495

**0.646

Vocabulary

**0.389

**0.358
**0.465
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Spotting the
main idea
Deleting
subordinate
details
Using one own
words
Reducing the
length

**0.559
**0.369
**0.495
**0.400

Pearson
Correlation

Item

Pearson
Correlation

Item

First word in a
sentence

**0.459

Progress of
ideas
Logical
sequencing

Pronoun

**0.326

Languages

**0.483

Absence of
breaks

**0.370

Tittles

*0.273

Subordinating

**0.446

Days

**0.423

Coordinating

**0.443

**0.603
**0.631

Pearson
Correlation

Item

Reporting verbs
Using other own
words
Noun distortion
of the authors
ideas
Retaining
almost the same
length
Retaining the
same
importance of
ideas

**0.396
**0.391

**0.402

**0.452

**0.300

*r table value at df (78) and sig. level (0.05) = 0.217
**r table value at df (78) and sig. level (0.01) = 0.283

The table shows that the coefficient correlation of each item within its domain is significant at
(0.01, 0.05) level. Thus, it can be concluded that the test is highly consistent and valid as a tool
for the study.
Table (4. 3) Pearson Correlation Coefficient for Every Skill in the Writing Skills Test

Skill

Pearson Correlation

Sig. level

Summarizing

**0.760

sig. at 0.01

Paraphrasing

**0.563

sig. at 0.01

Punctuation

**0.858

sig. at 0.01

Coherence

**0.787

sig. at 0.01

Cohesion

**0.789

sig. at 0.01

Grammar

**0.800

sig. at 0.01

Vocabulary

**0.389

sig. at 0.01

Spelling

**0.744

sig. at 0.01

* r table value at df (78) and sig. level (0.05) = 0.217
** r table value at df (78) and sig. level (0.01) = 0.283

As shown in table (4.3), there is a correlation between the scopes and the total mean
score and each scope with the other scopes at sig. level (0.01, 0.05). Again, this shows a high
internal consistency of the writing skills test, which reinforces the validity of the test.
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4.9 Reliability of the Test
The test is regarded reliable when it provides equal outcomes in case of applying it again
for the same purpose in the same conditions Al-Agha (1996:120). The reliability of the test was
measured by the Spilt- half technique and Kuder-Richardson Formula 21 (KR21).
4.9.1 Split-Half Method
It depends on splitting the test into two parts, and calculating the correlation between the
parts, then making a correction for the correlation coefficient by Spearman–Brown Prophecy
Formula. Abu Hattab & Sadeq (1980: 14) as shown in table (4.4).
4.9.2 Kuder-Richardson Formula 21 (KR21)
(KR21) depends on calculating the percentages of correct answers to the test items, and
also on the variance of every item. The researcher used the (KR21) to measure the reliability of
the test. Table (4.4) shows (KR21) and Split half coefficients of the writing skills test.
Table (4. 4) (KR21) and Split Half Coefficients of the Writing Skills Test

No. of Items

KR21

93

0.883

Total

Split half coefficients of the test domains
0.909

The results of table (4.4) indicated that the reliability coefficient by using Spilt-half
(0.909) is more than (0.883) the reliability coefficient by using KR21 and this indicates that the
test is reliable to be used as a tool in the study.
The results showed that the spilt- half coefficient is (0.909) and KR21 is (0.883) and this
indicates that the reliability of the test was high.
4.10 Statistical Analysis procedures
The data was collected and computed by using the statistical package for the Social
Sciences (SPSS). The researcher used the following statistical processing:
1. T-Test Paired Samples: has been used to figure out any statistical differences between the pre
and post test.
2. Spearman correlation formula: was used to determine the internal consistency validity of the
test.
3. Pearson correlation coefficient: was used to identify the correlation among the items of the
test and the scale.
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4. Split-half and KR21 techniques: were used to the reliability of the scale items.
5. Eta square: was used to assess the effect size of the independent variable (i.e. drama course).
”

To measure the size effect, the researcher used Eta square “η2 by using the following formula
as stated in table (4.5) Affana (2016: 217).

η

2

t2
=

t2 + df

Table (4.5) Effect Size of Teaching/learning Drama Course on Students’ Achievement in Writing Skills

Test

η2

Effect Size
Small

Medium

Large

0.01

0.06

0.14

Table (4.5) shows the effect size level of teaching / learning drama course on students' achievement in writing
skills.

4.11 Description of Drama Course
The two plays (She Stoops to Conquer by Oliver Gold Smith and The Rivals by T. D.
Sheridan) from the Victorian English drama (18th -19th century) of drama II course at Al-Azhar
University in Gaza were used in enhancing writing skills during the first semester of the
academic year (2017-2018). The course lasted for four months (16 weeks). This means that the
students spent forty-eight (48) hours during the study. The students participated in drama course
II for a total of (14) sessions, and each session lasted for approximately (60) minutes. During the
sessions, the students read the play for example (one scene), discussed the elements of the play
such as theme, characters, events, time and the location of the events. They also discussed the
language used by the authors such as metaphors, allusions, description, narration, satire, irony,
humor, meditation and contemplation). As well as, they discussed the writing skills. After that,
the students were asked to write a paragraph based on their daily reading. At the end of the
study, students’ written paragraphs, position papers and assignments were read and scored based
on a writing rubric throughout the study
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4.12 Procedures of the Study
Concerning the major question and sub-questions of this study, the researcher used both
pre and posttests, drama course, students’ assigned papers with rubric as basic tools and did the
following steps to achieve the aims of the study as follows:
1. Literature Review and previous studies related to the variables of the research to get a full
understanding regarding how to use drama and how to teach it, and to benefit from their
samples, tools, methodology, results and recommendations, focusing on writing skills.
2. Designing the tools of the study, which are the pre (diagnostic) and post tests, a drama
course, a rubric, focusing on English language writing skills and techniques (see appendices
B, C, D respectively).
3. Consulting a few language teaching experts as referees to verify the validity and reliability
of the tools (see appendix A).
4. Choosing the sample of the study.
5. Applying the pre-writing (diagnostic) test on the sample of the study on the first day of
drama course to establish the base line of the students' writing skills.
6. Attending, participating in, guiding the students, and presenting basic English Language
skills issues during the lectures using the two said plays.
7. Conducting the post writing test on the sample of the study on the last day of the drama
course.
8. Collecting and analyzing the data of the pre and post tests statistically by using appropriate
statistical analysis tools to identify the differences in the writing skills between the pre and
posttest.
9. Interpreting the results of the study and setting some practical suggestions and
recommendations based in the light of the results of the study.
4.13 Procedures during the Lectures
Procedures of implementing writing skills lectures included the following steps:
1. The researcher gave the students an idea about her role during the fourteen sessions of
drama and writing course, and how they are beneficial in helping them to enhance their
writing skills in English.
2. A pre post test was administered.
3. During the sessions, the students read the play for example (one scene), discussed the
elements of the play such as theme, characters, events, time and the location of the events.
They also discussed the language used by the authors such as metaphors, allusions,
description, narration, satire, irony, humor, meditation and contemplation). As well as, they
64

discussed the writing skills. After that, the students were asked to write a paragraph based on
their daily reading.
4. 4-The Students worked together during lectures; discussion, presentation, argumentation,
and summarization.
5. The researcher provided students with a model of basic writing skills (rubric), and then
students worked in pairs and groups under the supervision of the lecturer. The teacher
moved around offering help as necessary concerning English language skills.
6. For constant feedback and evaluation, the researcher asked the students to write notes and
reflections in (group work) on the material they have had during the lectures. The students
were provided with the formative evaluation results which helped them recognizing their
errors and mistakes.
7. At the end of the study, students’ written paragraphs, position papers and assignments were
read and scored based on a writing rubric throughout the study.
8. The collected data were analyzed and treated statistically through the use of SPSS.
9. The results were interpreted; recommendation and research suggestions' were done.
Sessions:
The researcher gave (14) teaching sessions to the participants. There were as follows:
Session 1
The treatment group met for one hour (3) times a week for (14) weeks. The meetings
were held at Al-Azhar University classroom. In the first lecture, the researcher introduced herself
to the students. Following this, I gave a brief explanation of the purpose of the study, explained
the aims, objectives, as well as created rapport with the students. She informed them about the
experiment, took their individual consent to participate in the experiment, assured
confidentiality, and told them that the experiment would never affect their final academic
performance in the final test of Drama course II. The researcher tried as much as possible to
encourage students to write down all the assignments and the position papers. In the first lecture,
I asked the students to write down a paragraph about “Life in Gaza”, and then I collected the
papers from the students and began to check the papers, analyzed their writing mistakes, and
gave them feedback. The researcher revealed that the students suffered from many problems in
the areas of: Tenses, articles, spelling, parallelism, subordination and coordination, paraphrasing,
summarizing, cohesion, coherence, and vocabulary. (See appendix D).
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Session 2
At the beginning of the lecture, the researcher started to explain how to write a paragraph
correctly by using the writing skills when they write a paragraph. Then I explained the
punctuation marks to the students, discussed their mistakes, and asked them to be more careful
while writing any paragraph. The researcher told the students that by the end of the lecture, they
would be able to use: the period correctly, comma, Colon, Semicolon, quotation marks and
capitalization. (See appendix D).
Session 3
In the beginning of the lecture, I asked the students to write down a paragraph about
“Joining Al-Azhar University”. The students wrote down and gave me their papers, I checked
the papers and found many grammar mistakes, so I explained the tenses and the articles, as a
revision, and gave each student personal feedback.
Session 4
I asked the students to write down a paragraph about “Majoring in English”. Then I
explained compounding and fragment. At the end of the lecture, I collected the papers from
the students and asked them to write down a paragraph about “Importance of Drama” as
assignment to bring it the next lecture.
Session 5
In the beginning of the lecture, I collected the assignment from the students, then I gave
them 3 pages from the first play “She Stoops to Conquer” to summarize in the classroom to
make a summary. At the end of the lecture, I asked them to read chapter II and I for the next
lecture.
Session 6
I explained how to make a summary to the students, and then asked them to summarize
the first and second chapter from “She Stoops to Conquer” in the classroom in order to prevent
them from copying material from the internet.
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Session 7
In the seventh lecture, I explained the paraphrasing, told them how to make an effective
paraphrase, then I gave them a literary text from “She Stoops to Conquer” play to make a
paraphrase and bring it the next lecture.
Session 8
The students gave me the requested assignment and I analyzed the papers, I found they
were still making mistakes, so I asked them to make a paraphrase on a literary text.
Session 9
The student finished studying the first play “She Stoops to Conquer” and made the
midterm exam, so I asked them to write down about their feelings about the Drama course so far.
Session 10
At the beginning of the lecture, I distributed the papers to the students with my feedback
on each paper. Then I started to explain and define Coherence and gave the students an example.
Then I gave them an exercise and asked them to analyze a central character from “The Rivals”
play as an assignment to bring the next lecture.
Session 11
I analyzed the assignments and discussed the students’ mistakes with a feedback to each
paper, and then I discussed and defined cohesion.
Session 12
In the beginning of the lecture, I explained synonyms then gave the students some
examples. At the end of the lecture, I asked them to read chapter II from “The Rivals”, asked
students to summarize it as an assignment and bring it the next lecture.
Session 13
In the beginning of the lecture, I analyzed the assignments and discussed the students’
mistakes with a feedback to each paper, and then I discussed the spelling rules.
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Session 14
In the beginning of the lecture, I explained and discussed the students’ mistakes with a
feedback to each paper, and then I gave the student a revision of all the writing skills she had
taught them from the beginning of the semester.
Note: In each lecture, I asked the students to use the literary texts form the two plays of
the drama course material and employed it in writing assignments.
4.14 Summary
This chapter presented the methods used in the experiment and the research design. Also
the researcher presented a complete description of the methodology of the study, the population
and the sample. Afterwards, the researcher provided detailed information of the instruments
used. Next, in advance of conducting the study, the validity and reliability of the instruments
were tested. Finally, the researcher pointed to the statistical data analysis techniques used in this
study as a premier step for obtaining results that will be discussed in the next chapter.
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Chapter V
Findings, Discussion, Conclusions and Recommendations
5.1 Introduction
In this chapter, the researcher presents the results according to the statistical analysis of
the collected data. The findings of the research were discussed in the light of the research
questions. Therefore, the researcher employed statistical formulas such as means, frequencies,
percentages and t-test to show the results of the collected data. Tables were also used to clarify
and present these data with analysis and interpretation. In addition, effect size through (Η2) was
used to measure and obtain the extent to which the independent variable, drama course,
influenced the dependent variable, the single group’s writing skills.
5.2 Answer of the First Question
The first question states: “Are there statistically significant differences at (α≤ 0.05)
between the subjects' mean scores on Summarization pretest and their mean scores on the
posttest?,” To answer this question, the researcher tested the following null hypothesis: There
are no statistically significant differences at (α≤ 0.05) between the subjects' mean scores on
Summarization pretest and their mean scores on the posttest.
To test the first hypothesis, paired sample t- test was used to compare the differences
between the mean scores of both pre and post tests results of all writing skills at the significant
level ≤ 0.05, as shown in table (5.1).
Table (5. 1) Mean Scores of Summarization in the Pre and Post Tests

N

Mean

SD

T

P-value

η2

Pre-Test
Post-Test
Pre-Test
Post-Test

80

3.888

0.914

5.162

0.000

0.252

80

4.600

0.805

80

4.250

1.025

5.980

0.000

0.312

80

5.113

0.914

Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test

80

4.275

1.043

5.681

0.000

0.290

80

5.200

0.986

80

4.350

1.126

5.157

0.000

0.252

80

5.138

0.964

80

4.463

0.954

5.092

0.000

0.247

80

5.350

1.069

80

21.225

2.227

12.478

0.000

0.663

80

25.400

1.920

Summarization

Spotting the main idea
Deleting subordinate
details
Using one's own words
Reducing the length
Reporting verbs
Total

70

Table (5.1) showed that there was a statistically significant difference in the mean scores
of summarization in both the pre and post tests (t= 12.478, P-value= 0.000). The mean score of
total pre-summarization test was 21.225, whereas the standard deviation of total presummarization test was 2.227, while the post-intervention of total summarization score was
25.400, whereas the standard deviation of total summarization score was 1.920. This confirmed
that the English drama course significantly developed students' summarization skills. The effect
size (η2) indicated that the effect of drama course was large on developing the summarization
skills among students. The effect size equaled 0.663 as shown in table (5.1).
Obviously, implementing the effect size equation, the researcher found that the
significant effect size of the writing summarization skills namely: spotting the main idea,
deleting subordinate details, using one’s own words, reducing the length and reporting verbs is
large. This can be attributed to the types of activities presented in summarization sessions and
students' motivation, interaction, and collaboration when teaching writing skills as it allows
learners to interact with each other's teachers, and exercises through making comments and
answering activities anytime. Thus, the first null hypothesis is rejected and the alternative
hypothesis is accepted. These results are in an agreement with those reported in some other
related studies as Erdogan’s (2013), Elhabiri’s (2013), Bayraktar and Okvuran's (2012), Shakfa’s
(2012), and Hiew’s (2010).

5.3 Answer of the Second Question
The second question states: “Are there statistically significant differences at (α≤ 0.05)
between the subjects' mean scores on paraphrasing pretest and their mean scores on the
posttest?,” To answer this question, the researcher tested the following null hypothesis: There
are no statistically significant differences at (α≤ 0.05) between the subjects' mean scores on
paraphrasing pretest and their mean scores on the posttest.
To test the second hypothesis, paired sample t- test was used to compare the differences
between the mean scores of both the pre and post tests results on paraphrasing at the significant
level ≤ 0.05, as shown in table (5.2).
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Table (5. 2) Mean Scores of Paraphrasing in both Pre and Post Tests

Paraphrasing

N

Mean

SD

t

P-value

η2

5.510

0.000

0.278

4.563

0.000

0.209

5.535

0.000

0.279

4.033

0.000

0.171

9.906

0.000

0.554

Using one's own

Pre-Test

80

4.575

0.965

words

Post-Test

80

5.463

0.980

None distortion of

Pre-Test

80

4.338

1.055

the author's ideas

Post-Test

80

5.100

0.936

Retaining almost

Pre-Test

80

4.350

0.887

the same length

Post-Test

80

5.163

0.987

Retaining the

Pre-Test

80

4.600

0.949

same importance

Post-Test

80

5.250

0.987

Pre-Test

80

17.863

1.833

Post-Test

80

20.975

2.006

of ideas
Total

Table (5.2) showed that there was a statistically significant difference in the mean scores
of paraphrasing in both the pre-test and post-test (t= 9.906, P-value= 0.000). The mean score of
total pre-intervention of paraphrasing was 17.863, whereas the standard deviation of total preintervention of paraphrasing was 1.833, while the total means score of total post-intervention of
paraphrasing was 20.975, whereas the standard deviation of total post-intervention of
paraphrasing was 2.006. This confirmed that teaching English drama course significantly
developed the participants' paraphrasing skills. The effect size (η2) of drama course was large on
developing the paraphrasing skills among students = 0.554 as shown in table (5.2).
Clearly, implementing the effect size equation, the researcher found that the effect size of
paraphrasing skills namely: using one's own words, none distortion of the author's ideas,
retaining almost the same length and retaining the same importance of ideas is large. This can be
attributed to the types of activities presented in the paraphrasing sessions and students'
motivation, interaction, and collaboration when teaching writing skills as it allows learners to
interact with each others, teachers, and exercises through making comments and answering
activities anytime. Thus, the second null hypothesis is rejected and the alternative hypothesis is
accepted. These results are in an agreement with those reported in some other related studies like
Erdogan’s (2013), Elhabiri’s (2013), Bayraktar and Okvuran's (2012), Shakfa’s (2012), Hiew’s
(2010), Akdağ and Tutkun (2010).
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5.4 Answer of the Third Question
The third question states: “Are there statistically significant differences at (α≤ 0.05)

between the subjects' mean scores on cohesion pretest and their mean scores on the
posttest?,” To answer this question, the researcher tested the following null hypothesis:
There are no statistically significant differences at (α≤ 0.05) between the subjects' mean
scores on cohesion pretest and their mean scores on the posttest.
To test the third hypothesis, paired sample t- test was used to compare the differences
between the mean of scores of the pre and post tests results on writing cohesion at the significant
level ≤ 0.05 as shown in table (5.3).
Table (5. 3) Mean Scores of Writing Cohesion in the Pre and Post Tests

Cohesion
Subordinating
Coordinating
Synonyms
Antonyms
Repetition
Reiteration
Total

Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test

N

Mean

SD

T

P-value

η2

80

4.088

1.009

6.847

0.000

0.372

80

4.988

0.961

80

4.188

1.092

5.664

0.000

0.289

80

5.138

1.016

80

4.388

1.175

4.314

0.000

0.191

80

5.100

0.866

80

4.225

1.006

6.073

0.000

0.318

80

5.088

0.814

80

4.138

1.133

5.639

0.000

0.287

80

5.075

0.897

80

4.425

1.041

4.781

0.000

0.224

80

5.138

0.938

80

25.450

2.828

12.839

0.000

0.676

80

30.525

2.418

[

Table (5.3) showed that there was a statistically significant difference in the mean scores
of writing cohesion in the pre and post tests. The t value was 12.839, and P-value was 0.000. The
mean score of the total pre-intervention of writing cohesion was 25.450, whereas the standard
deviation of the total pre-intervention of writing cohesion was 2.828, while the mean score in the
total post-intervention of writing coherence was 30.525, whereas the standard deviation of the
total post-intervention of writing coherence was 2.418. This confirmed that teaching English
drama courses significantly improved students' writing cohesion skills. The effect size (η2) of
drama course was large on developing the cohesion skills among students as the total effect size
was 0.676 as shown in table (5.3).
73

Implementing the effect size equation, the researcher found that the effect size of the
writing cohesion skills namely: subordinating, coordinating, synonyms, antonyms, repetition,
and reiteration is large. This can be attributed to the fact that the students know how to use
connectors whether subordinators or coordinators from previous courses in addition to the
training students during the lectures and the feedbacks provided. University English majors like
to use conjunctions because they believe that using them is a mark of advanced and mature
writing. Thus, the fifth null hypothesis is rejected, and the alternative hypothesis is accepted.
These results are in an agreement with those reported in some other related studies like
Erdogan’s (2013), Elhabiri’s (2013), Bayraktar and Okvuran's (2012), Shakfa’s (2012), Hiew’s
(2010), and Akdağ and Tutkun (2010), as well as with the closet studies of Elhabiri’s (2013) and
Abd Al-Raheem’s (2010).
5.5 Answer of the Fourth Question
The fourth question states: “Are there statistically significant differences at (α≤ 0.05)
between the subjects' mean scores on coherence pretest and their mean scores on the
posttest?,” To answer this question, the researcher tested the following null hypothesis: There
are no statistically significant differences at (α≤ 0.05) between the subjects' mean scores on
coherence pretest and their mean scores on the posttest.
To test the fourth hypothesis, paired sample t- test was used to compare the
differences between the mean of scores of both the pre and post tests results on coherence at
the significant level ≤ 0.05 as shown in table (5.4).
Table (5. 4) Mean Scores of Writing Coherence in Pre and Post Tests

Coherence

N

Mean

SD

t

P-value

η2

5.521

0.000

0.278

4.810

0.000

0.227

3.995

0.000

0.168

8.261

0.000

0.463

Progression of

Pre-Test

80

4.213

0.964

ideas

Post-Test

80

5.088

0.903

Pre-Test

80

4.450

0.992

Post-Test

80

5.238

0.903

Absence of

Pre-Test

80

4.213

1.027

coherence breaks

Post-Test

80

4.763

0.875

Pre-Test

80

12.875

1.782

Post-Test

80

15.088

1.640

Logical sequencing

Total

[
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Table (5.4) showed that there was statistically significant difference in the mean scores of
coherence in both pre and post tests (t= 8.261, P-value= 0.000). The mean score of total preintervention on coherence was 12.875, whereas the standard deviation of total pre-intervention
on coherence was 1.782, while the total mean score of the post-intervention on coherence was
15.088, whereas the standard deviation of total pre-intervention on coherence was 1.640. This
confirmed that teaching English drama courses significantly upgraded students' writing
coherence skills. The effect size (η2) of drama course was large on enhancing the coherence
skills among students. The total effect size is 0.463 as shown in table (5.4).
Ostensibly, on implementing the effect size equation, the researcher found that the effect
size of writing coherence skills namely progression of ideas, logical sequencing, and absence of
coherence breaks is large. This can be attributed to the fact that this skill is difficult to learn,
achieve, and measure because it is closely related to background knowledge about topics
involved. Arab learners, influenced by Arabic heritage, tend to digress and repeat themselves,
which negatively affects coherence in their writings. Regardless of the intervention and
continuous pieces of advice students were given by the researcher, it seems to her that the
participants did not dedicate enough time to revise and go through their written texts. More
importantly, coherence needs profound training to get established in students' writings. These
findings could be attributed to the many advantages of writing inclusion, which encourages
critical thinking, fosters creativity and teaches students how to create organized writing. Thus,
the forth null hypothesis is rejected and the alternative hypothesis is accepted.
Accordingly, these results are in an agreement with those reported in the studies of
Erdogan’s (2013), Elhabiri’s (2013), Bayraktar and Okvuran's (2012), Shakfa’s (2012), Hiew’s
(2010), and Akdağ and Tutkun (2010). Meantime, the closet studies include Elhabiri’s (2013),
and Abd Al-Raheem’s (2010).

5.6 Answer of the Fifth Question
The fifth question states: “Are there statistically significant differences at (α≤ 0.05)

between the subjects' mean scores on using correct grammatical structures posttest and
their mean scores on the posttest?,” To answer this question, the researcher tested the
following null hypothesis: There are no statistically significant differences at (α≤ 0.05)
between the subjects' mean scores on using correct grammatical structures posttest and
their mean scores on the posttest.
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To test the fifth hypothesis, paired sample t-test was used to compare the differences
between the mean scores of pre and post tests results on using grammatical structures at the
significant level ≤ 0.05 as shown in table (5.5).
Table (5. 5) Mean Scores of Using Grammatical Structures in the Pre and Post Tests

Grammar

N

Mean

SD

T

P-value

η2

5.071

0.000

0.246

4.205

0.000

0.183

4.900

0.000

0.233

3.446

0.001

0.131

3.717

0.000

0.149

6.225

0.000

0.329

5.438

0.000

0.272

11.338

0.000

0.619

Pre-Test
Post-Test

80

4.013

0.787

Tenses

80

4.675

0.883

80

3.988

1.061

Articles

Pre-Test
Post-Test

80

4.788

1.099

Pre-Test
Post-Test

80

4.050

1.054

Fragments

80

4.900

0.989

Pre-Test
Post-Test

80

4.600

0.789

Complex sentence

80

5.050

1.066

Compound
sentence

Pre-Test
Post-Test

80

4.388

0.626

80

4.788

0.706

Compound complex Pre-Test
Post-Test
sentence

80

4.250

1.000

80

5.025

0.779

80

4.325

0.911

Parallelism

Pre-Test
Post-Test

80

5.125

1.036

80

29.613

2.379

Total

Pre-Test
Post-Test

80

34.350

3.238

Table (5.5) showed that there was a statistically significant difference in the mean scores
of grammatical structures in the pre and post tests (t = 11.338, and P-value = 0.000). The mean
score of total pretest on grammatical structures was 29.613, whereas the standard deviation of
total pretest on grammatical structures was 2.379, while the mean score of the grammatical
structures in the total posttest was 34.350, whereas the standard deviation of total posttest on
grammatical structures was 3.238. This confirmed that teaching English drama courses
significantly improved students' grammatical structures. The effect size (η2) of drama course
was large on enhancing the grammatical structures skills among the students. The total effect
size was 0.619 as shown in table (5.5).
Implementing the effect size equation, the researcher found that the effect size of the
writing grammar skills namely tenses, articles, fragments, compound complex sentences, and
parallelism is large, but the effect size of the complex sentences is medium. This can be
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attributed to the types of activities presented in grammar sessions and students’ motivation,
interaction, and collaboration when teaching grammar, although the fact that using various
conflicting tenses is hard. Besides, the article system in English is very elaborate and confusing
to Arab learners. Many studies carried out in the Arab world proved that the article system and
tense system is problematic for Palestinian learners. Thus, the sixth null hypothesis is rejected
and the alternative hypothesis is accepted.
These results are in an agreement with those reported in some other related studies as
these results agree to those reported in some other related studies as Erdogan’s (2013), Elhabiri’s
(2013), Bayraktar and Okvuran's (2012), Shakfa’s (2012), Hiew’s (2010), and Akdağ and Tutkun
(2010), as well as the closet studies of Gill (2016), Rew and Moon (2013), and Hiew (2010).
5.7 Answer of the Sixth Question
The sixth question states: “Are there statistically significant differences at (α≤
0.05) between the subjects' mean scores on punctuations pretest and their mean scores
on the posttest?,” To answer this question, the researcher tested the following null
hypothesis: There are no statistically significant differences at (α≤ 0.05) between the
subjects' mean scores on punctuations pretest and their mean scores on the posttest.
To test the sixth hypothesis, paired sample t- test has been used to compare the
differences between the mean scores of both the pre and post tests results on punctuation at
the significant level ≤ 0.05 as shown in table (5.6).
Table (5.6) Mean Scores of Punctuation in Pre and Post Tests

Punctuation
Period
Comma
Colon
Semicolon
Dash
Quotation marks
Apostrophe
Total

N
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test

Mean

SD

t

P-value

η2

4.341

0.000

0.193

4.324

0.000

0.191

4.579

0.000

0.210

4.335

0.000

.192

4.841

0.000

0.229

3.672

0.000

0.146

4.986

0.000

0.239

12.014

0.000

0.646

80

3.325

1.430

80

4.188

1.068

80

4.663

1.262

80

5.425

1.053

80

4.650

1.092

80

5.288

0.783

80

3.950

1.018

80

4.650

0.969

80

4.038

0.947

80

4.813

1.045

80

4.188

1.332

80

4.863

1.003

80

4.438

1.210

80

5.188

0.713

80

29.250

3.232

80

34.413

2.642
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Table (5.6) showed that there was a statistically significant difference in the mean scores
of punctuation in both the pre and post tests (t= 12.014, P-value= 0.000). The mean score of total
pre-intervention of punctuation was 29.250, whereas the standard deviation of total preintervention of punctuation was 3.232, while the mean score of the total post-intervention of
punctuation was 34.413, whereas the standard deviation of the total post-intervention of
punctuation was 2.642. This confirmed that teaching English drama course significantly
promoted students' punctuation skills. The effect size (η2) of drama course was large on
developing the punctuation skills among students as the total effect size was 0.646 as shown in
table (5.6).
Thus, implementing the effect size equation, the researcher found that the effect size of
the punctuation skills namely: period, comma, colon, semicolon, dash, quotation marks and
apostrophe is large. This can be attributed to the fact that this skill does not need a lot of work on
the part of the students. Obviously, the participants did very well on the punctuation in the
pretest because they were taught these skills in early writing courses. In other words, the
students' mean scores in the pre-test were high and any improvement in this respect is doomed to
be medium. Thus, the third null hypothesis is rejected and the alternative hypothesis is accepted.
These results are in an agreement with those reported in the studies of Bayraktar and
Okvuran's (2012), Shakfa’s (2012), Hiew’s (2010), and Akdağ and Tutkun (2010). The closet
studies include Erdogan’s (2013) and Elhabiri’s (2013).
5.8 Answer of the Seventh Question
The seventh question states: “Are there statistically significant differences at (α≤ 0.05)

between the subjects' mean scores on spelling posttest and their mean scores on the
posttest?,” To answer this question, the researcher tested the following null hypothesis: There
are no statistically significant differences at (α≤ 0.05) between the subjects' mean scores on
spelling posttest and their mean scores on the posttest.
To test the seventh hypothesis, paired sample t-test was used to compare the differences
between the mean sores of the pre and post tests results on using correct spelling at the
significant level ≤ 0.05 as shown in table (5.7).
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Table (5.7) Mean Scores of Correct Spelling in the Pre and Post Tests

Spelling
Words ending with –e
Words ending with –y
Doubling the final consonant
Words ending with –ay
Plural nouns and present verbs
Words with i before e

η2

N

Mean

SD

T

P-value

Pre-Test
Post-Test

80

4.888

0.795

6.303

0.000

0.335

80

5.575

0.854

Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test

80

5.175

0.839

4.485

0.000

0.203

80

5.800

0.786

80

5.100

0.756

4.261

0.000

0.187

80

5.625

0.786

80

5.163

0.702

4.777

0.000

0.224

80

5.738

0.853

80

5.350

0.677

5.819

0.000

0.300

80

6.100

0.908

80

5.238

0.767

5.932

0.000

0.308

80

6.025

0.927
13.155

0.000

0.687

80

30.913

1.857

80

34.863

1.966

Pre-Test
Total
Post-Test
[

Table (5.7) showed that there was a statistically significant difference in the mean scores
of correct spelling in the pre and post tests; (t = 13.155, P-value = 0.000). The mean score of
correct spelling of the total pretest was 30.913, whereas the standard deviation of the total pretest
was 1.857, while the mean score of correct spelling in the total posttest was 34.863, whereas the
standard deviation of the total pretest was 1.966. This confirmed that teaching English drama
course significantly enhanced students' correct spelling. The effect size (η2) of drama course was
large on developing correct spelling skills among students because the total effect size was
0.687, as shown in table (5.7).
Implementing the effect size equation, the researcher found that the effect size of the
spelling skills, namely words ending with -e and present verbs and plural nouns is large. This
significant effect can be attributed because of students’ care and keen involvement in the lectures
to develop their writing competences. As well as they performed very well on correct spelling in
the pre-test because it is easy for them, being taught on these things previously, so it is quite
natural that the effect size was large. Thus, the eighth null hypothesis is rejected and the
alternative hypothesis is accepted.
These results are in an agreement with those reported in some previous studies such as
Erdogan’s (2013), Elhabiri’s (2013), Bayraktar and Okvuran's (2012), Shakfa’s (2012), Hiew’s
(2010), and Akdağ and Tutkun (2010), as well as the closet of both Erdogan's (2013) and
Fuentes (2010), among others.
79

5.9 Answer of the Eighth Question
The eighth question states: “Are there statistically significant differences at (α≤ 0.05)

between the subjects' mean scores on new words phrases, idioms, and expressions
posttest and their mean scores on the posttest?” To answer this question, the researcher
tested the following null hypothesis: There are no statistically significant differences at (α≤
0.05) between the subjects' mean scores on new words phrases, idioms, and expressions
posttest and their mean scores on the posttest.
To test the eighth hypothesis, paired sample t-test was used to compare the differences
between the mean scores of pre and post tests results on using new words, phrases, idioms, and
expressions at the significant level ≤ 0.05 as shown in table (5.8).
Table (5.8) Mean Scores of Using New Vocabularies in the Pre and Post Tests

Vocabulary

N

Mean

SD

T

P-value

η2

Pre-Test

80

4.638

1.022

4.512

0.000*

0.205

Post-Test

80

5.400

1.026

[

Table (5.8) showed that there was a statistically significant difference in the mean scores
of using new words, phrases, idioms, and expressions in the pre and post tests; (t = 4.512, Pvalue = 0.000). The mean scores of using new words phrases, idioms, and expressions in the
total pretest (pre-intervention) was 4.638, whereas the standard deviation of using new words
phrases, idioms, and expressions in the total pretest (pre-intervention) was 1.022. While the
mean score of the total post-intervention of using new words phrases, idioms, and expressions
was 5.400, whereas the standard deviation of using new words phrases, idioms, and expressions
in the total post-intervention of using new words phrases, idioms, and expressions was 1.026.
This confirmed that teaching English drama courses significantly enhanced students' using new
words phrases, idioms, and expressions skills. The effect size (η2) of drama course was large on
developing the new words, phrases, idioms and expressions skills among students as the total
effect size was 0.205 as shown in table (5.8).
Implementing the effect size equation, the researcher found that the effect size of the
writing vocabulary skills namely using new words, phrases, idioms, and expressions is large.
This large effect size of using new vocabulary in the both types of interventions was ascribed to
the fact that there was a focus on these vocabulary skills in both pre and post tests. Thus, the
seventh null hypothesis is rejected and the alternative hypothesis is accepted.
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These results are in an agreement with those reported in some previous related studies
like Erdogan’s (2013), Elhabiri’s (2013), Bayraktar and Okvuran's (2012), Shakfa’s (2012),
Hiew’s (2010), and Akdağ and Tutkun (2010), as well as with the closet studies of Fuentes
(2010), Erdogan's (2013), and Abd Al-Raheem’s (2010).

5.10 Discussion of the Findings
The study was conducted to investigate the effectiveness of teaching drama on
developing English majors' writing skills at Al-Azhar University- Gaza. To achieve this aim, the
researcher used one group quasi-experimental design and conducted a pre and post writing tests
on the participants of the study. The researcher presented the results according to the statistical
analysis of the collected data. The findings of the research were tackled with regard to the
research questions. Therefore, the researcher employed different statistical formulas such as
means, frequencies, percentages and t-test to show the final results of the collected data. Tables
were also used to clarify and present these data with analysis and interpretation. In addition,
effect size through (η2) was used to measure and obtain the extent to which the independent
variable, drama course, had an effect on the dependent variable, the single group’s writing skills.
In the light of the study's hypotheses, the findings can be summarized as follows:
5.10.1 Findings of Question (1)
The first question is stated as follows:
Are there statistically significant differences at (α≤ 0.05) between the subjects' mean scores
on summarization pretest and their mean scores on the posttest?
The results concerning question one (the first hypothesis) indicate that that the computed (T)
values were larger than the critical (T) value at degree of freedom 78 and significant level (0.01)
for each skill and total score of summarization skills. This means that there are statistically
significant differences at (α≤ 0.05) in the level of summarization between the mean scores of
summarization in the pre and post tests in favor of post-test. This result indicates that teaching
drama developed summarization skills among third level students at Al-Azhar University-Gaza.
This significant difference could be attributed to the fact that these skills are not very
demanding as they are transferrable from English to Arabic. Besides, the researcher did her best
to teach the participants how to summarize a given text concentrating on the steps involved in
this process. Additionally, the participants got feedbacks on the common problems they
experienced along with personal and individual feedbacks.
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The researcher found that the effect size of drama course was large on developing the
summarization skills namely: (spotting the main idea, deleting subordinate details, using one’s
own words, reducing the length and reporting verbs) among students in favor of the post test.
The finding of examining this hypothesis was in agreement with the findings of the studies
of Erdogan’s (2013), Elhabiri’s (2013), Shakfa’s (2012), and Hiew’s (2010) who proved that
teaching drama had a remarkable effect on students' achievement in the course of drama, as well
as with Bayraktar and Okvuran's (2012) who found that students performed better on the posttest in writing skills.
The findings were also in agreement to those of previous studies in different subjects such
as, Pishkar et al. (2017), Namundjebo (2016), Torrico (2015) who used drama on students'
achievement and proved their speaking skills.

5.10.2 Findings of Question (2)

The second question is stated as follows:
Are there statistically significant differences at (α≤ 0.05) between the subjects' mean
scores on paraphrasing pretest and their mean scores on the posttest?
The results concerning question two (the second hypothesis) indicated that the computed (T)
values were larger than the critical (T) value at degree of freedom 78 and significant level (0.01)
for each skill and total score of paraphrasing skills. This means that there are statistically
significant differences at (α≤ 0.05) in the level of paraphrasing between the mean scores of
paraphrasing in the pre and post tests in favor of post-test. This result indicates that teaching
drama developed paraphrasing skills namely: (using one's own words, none distortion of the
author's ideas, retaining almost the same length and retaining the same importance of ideas)
among third level students at Al-Azhar University-Gaza.
This significant difference could be attributed to the types of activities presented in the
paraphrasing sessions and students' motivation, interaction, and collaboration when teaching
writing skills as it allows learners to interact with each others, teachers, and exercises through
making comments and answering activities anytime.
The researcher found that the effect size of the drama course on paraphrasing skills was
large because paraphrasing skill is very difficult and draws on complex language and thinking
skills. Paraphrasing a well-written text by English native dramatists is not easy. That's why the
intervention had a medium effect on using synonyms and changing the structures employed in
the original text is undoubtedly challenging.
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The finding of examining this hypothesis was in agreement with the findings of the
studies of Erdogan’s (2013), Elhabiri’s (2013), Shakfa’s (2012), Hiew’s (2010), Akdağ and
Tutkun (2010) who proved that teaching drama had a remarkable effect on students' achievement
in the course of drama, as well as with Bayraktar and Okvuran's (2012) who found that students
performed better on the post-test in writing skills.
5.10.3 Findings of Question (3)

The third question is stated as follows:
Are there statistically significant differences at (α≤ 0.05) between the subjects' mean
scores on cohesion pretest and their mean scores on the posttest?
The results concerning question three (the third hypothesis) indicated that the computed
(T) values were larger than the critical (T) value at degree of freedom 78 and significant level
(0.01) for each skill and total score of cohesion skills. This means that there are statistically
significant differences at (α≤ 0.05) in the level of cohesion between the mean scores of cohesion
in the pre and post tests in favor of post-test. This result indicates that teaching drama developed
cohesion skills namely: (skills namely: subordinating, coordinating, synonyms, antonyms,
repetition, and reiteration) among third level students at Al-Azhar University-Gaza.
The researcher found that the effect size of drama course was large on developing the
cohesion skills among students in favor of the post test. This significant difference could be
ascribed to the fact that the great effect of drama provided the students opportunity to be aware
of the sub skills in writing. As well as students know how to use connectors whether
subordinators or coordinators from previous courses in addition to the training students during
the lectures and the feedbacks provided. University English majors like to use conjunctions
because they believe that using them is a mark of advanced and mature writing.
Implicitly, the findings of this study were in harmony with the findings of some studies
such as, Erdogan’s (2013), Elhabiri’s (2013), Bayraktar and Okvuran's (2012), Shakfa’s (2012),
Hiew’s (2010), and Akdağ and Tutkun (2010), as well as with the closet studies of Elhabiri’s
(2013) and Abd Al-Raheem’s (2010).
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5.10.4 Findings of Question (4)
The fourth question is stated as follows:
Are there statistically significant differences at (α≤ 0.05) between the subjects' mean
scores on coherence pretest and their mean scores on the posttest?
The results concerning question four (the fourth hypothesis) indicated that the (T)
computed values were larger than the (T) critical value at degree of freedom 78 and significant
level (0.01) for each skill and total score of coherence skills namely: (progression of ideas,
logical sequencing, and absence of coherence breaks). This indicates that there are statistically
significant differences at (α≤ 0.05) in the level of (progression of ideas, logical sequencing, and
absence of coherence breaks) between the pre and post tests in favor of post-test. This result
confirms that teaching drama developed coherence skills among third level students at Al-Azhar
University-Gaza.
The researcher found that the effect size of drama course was large in the total scores of
the fourth hypotheses. This high effect could be attributed to the fact that coherence is difficult to
learn, achieve, and measure because it is closely related to background knowledge about topics
involved. Arab learners, influenced by Arabic heritage, tend to digress and repeat themselves
which negatively affects coherence in their writings. Regardless the intervention and continuous
pieces of advice students were given, it seems to the researcher that the participants did not
dedicate enough time to revise and go through their written texts. More importantly, coherence
needs profound training to get established in students' writings.
The finding of examining this hypothesis was in agreement with the findings of the
studies of Erdogan’s (2013), Elhabiri’s (2013), Bayraktar and Okvuran's (2012), Shakfa’s
(2012), Hiew’s (2010), and Akdağ and Tutkun (2010). Meantime, the closet studies include
Elhabiri’s (2013), and Abd Al-Raheem’s (2010).

5.10.5 Findings of Question (5)
The fifth question is stated as follows:
Are there statistically significant differences at (α≤ 0.05) between the subjects' mean
scores on using correct grammatical structures posttest and their mean scores on the posttest?
The results concerning question five (the fifth hypothesis) indicated that the (T)
computed values were larger than the (T) critical value at degree of freedom 78 and significant
level (0.01) for each skill and total score of using correct grammatical structures skills namely:
(tenses, articles, fragments, complex sentences, compound complex sentences, and parallelism).
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This indicates that there are statistically significant differences at (α≤ 0.05) in the level of
(tenses, articles, fragments, complex sentences, compound complex sentences, and parallelism)
between the pre and post tests in favor of post-test. This result confirms that teaching drama
developed coherence skills among third level students at Al-Azhar University-Gaza.
The researcher found that the effect size of the writing grammar skills namely (tenses,
articles, fragments, compound complex sentences, and parallelism) is large, but the effect size of
(the complex sentences) is medium. This high effect could be attributed to the fact that the
intervention had on the students' ability to use different grammar structures is attributable to the
fact that using tenses is difficult. Besides, the article system in English is very elaborate and
confusing to Arab learners. Many studies carried out in the Arab world proved that the article
system and tense system is problematic for Palestinian learners (Abdul-Raheem, 1999).
The finding of examining this hypothesis was in agreement with the findings of those
reported in some other related studies as these results agree to those reported in some other
related studies as Erdogan’s (2013), Elhabiri’s (2013), Bayraktar and Okvuran's (2012), Shakfa’s
(2012), Hiew’s (2010), and Akdağ and Tutkun (2010), as well as the closet studies of Gill
(2016), Rew and Moon (2013), and Hiew (2010).

5.10.6 Findings of Question (6)
The sixth question is stated as follows:

Are there statistically significant differences at (α≤ 0.05) between the subjects' mean
scores on punctuation pretest and their mean scores on the posttest?
The results concerning question six (the sixth hypothesis) indicated that the (T) computed
values were larger than the (T) critical value at degree of freedom 78 and significant level (0.01)
for each skill and total score of punctuation skills namely: (period, comma, colon, semicolon,
dash, quotation marks and apostrophe), which indicates that there are statistically significant
differences at (α≤ 0.05) in the level of (period, comma, colon, semicolon, dash, quotation marks
and apostrophe) between the pre and post tests in favor of post-test. This result confirms that
teaching drama developed punctuation skills among third level students at Al-Azhar UniversityGaza.
The researcher found that the effect size of the punctuation skills is large. This high effect
could be attributed to the fact that the intervention had on the students' ability to use different
grammar structures is attributable to the fact that this skill does not need a lot of work on the part
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of the students. Obviously, the participants did very well on the punctuation in the pretest
because they were taught these skills in writing courses. In other words, the students' mean
scores in the pre-test were high and any improvement in this respect is doomed to be medium.
The finding of examining this hypothesis was in agreement with the findings of the
studies of Bayraktar and Okvuran's (2012), Shakfa’s (2012), Hiew’s (2010), and Akdağ and
Tutkun (2010). The closet studies include Erdogan’s (2013) and Elhabiri’s (2013).
5.10.7 Findings of Question (7)
The seventh question is stated as follows:
Are there statistically significant differences at (α≤ 0.05) between the subjects' mean
scores on spelling posttest and their mean scores on the posttest?
The results concerning question seven (the seventh hypothesis) indicated that the (T)
computed values were larger than the (T) critical value at degree of freedom 78 and significant
level (0.01) for each skill and total score of spelling skills namely: (words ending with -e and
present verbs and plural nouns), which indicates that there are statistically significant differences
at (α≤ 0.05) in the level of (words ending with -e and present verbs and plural nouns) between
the pre and post tests in favor of post-test. This result confirms that teaching drama developed
spelling skills among third level students at Al-Azhar University-Gaza.
The researcher found that the effect size of drama course was large on developing correct
spelling skills among students in favor of the post test. This high effect could be attributed
because of students’ care and keen involvement in the lectures to develop their writing
competences. As well as they performed very well on correct spelling in the pre-test because it is
easy for them, being taught on these things previously, so it is quite natural that the effect size
was large. In addition, this skill does not need a lot of work on the part of the students.
Obviously, the participants did very well on the punctuation in the pretest because they were
taught these skills in writing courses.
The finding of examining this hypothesis was in agreement with the findings of the studies of
Erdogan’s (2013), Elhabiri’s (2013), Bayraktar and Okvuran's (2012), Shakfa’s (2012), Hiew’s
(2010), and Akdağ and Tutkun (2010), as well as the closet of both Erdogan's (2013) and
Fuentes (2010), among others.
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5.10.8 Findings of Question (8)
The eighth question is stated as follows:
Are there statistically significant differences at (α≤ 0.05) between the subjects' mean scores
on using new words, phrases, idioms, and expressions posttest and their mean scores on the
posttest?
The results concerning question eight (the eighth hypothesis) indicated that the (T)
computed values were larger than the (T) critical value at degree of freedom 78 and significant
level (0.01) for each skill and total score of using new words, phrases, idioms, and expressions
skills namely: (Vocabulary), which indicates that there are statistically significant differences at
(α≤ 0.05) in the level of (using new words, phrases, idioms, and expressions) between the pre
and post tests in favor of post-test. This result confirms that teaching drama developed spelling
skills among third level students at Al-Azhar University-Gaza.
The researcher found that the effect size of drama course was large on developing using
new words, phrases, idioms, and expressions skills among students in favor of the post test. This
high effect could be attributed to the fact that the two authentic texts of the plays taught to the
students were full of extensive use of symbolism, similes, metaphors, and daily life expressions,
as well as the researcher focused on these vocabulary skills in both pre and post tests.
The finding of examining this hypothesis was in agreement with the findings of the
studies of Erdogan’s (2013), Elhabiri’s (2013), Bayraktar and Okvuran's (2012), Shakfa’s
(2012), Hiew’s (2010), and Akdağ and Tutkun (2010), as well as with the closet studies of
Fuentes (2010), Erdogan's (2013), and Abd Al-Raheem’s (2010).
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5.11 Conclusions
This study investigated the effectiveness of teaching drama on developing of English
junior majors’ writing skills at Al-Azhar University-Gaza. Mean scores for the group showed a
positive improvement in writing skill. According to data analysis results, the students seemed
satisfied and interested with writing skills inclusion in drama classes and thought that they
benefited from the treatment in the long term, although they had a heavy curriculum in drama
course II (two plays) and eight of writing skills to become a professional and creative in writing.
But the students had previous experiences with drama course I and the researcher thought that
the length of the study was long enough for students to really comprehend and get in to the art of
the two plays and be creative for writing any demanded paragraph masterly.
The study showed that the treatment helped learners participate and communicate with
each other in the lesson more, and improve both their accuracy and fluency in writing. These
results imply that teaching drama is effective in improving students’ writing skills and could be
viewed as an alternative teaching method that can be integrated with current methods for all
students and, perhaps, used more extensively with students due to their positive responds. The
number of participants was high enough to make a generalization.
In conclusion, it is evident that drama can indeed help improve students' writing skills.
5.12 Recommendations
In the light of the study findings, the researcher recommends the following:
5.12.1 Recommendations for the Teachers and Lecturers
1. Teachers and lecturers should use literary drama to teach writing skills.
2. Teaching drama in the writing classes helps students to exchange their ideas.
3. Integrating drama in writing courses makes the teaching / learning process more effective and
dynamic.
4. Providing students with frequent feedbacks, including positive reinforcement and suggestions
for improvement of language skills is necessary.
5. Focusing on writing skills and mechanics of coherence, cohesion, spelling, correct grammar,
and punctuation.
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5.12.2 Recommendations for the Ministry of Education
1. Teaching drama is very useful so both teachers and lecturers are advised to be well trained on
the ways to teach drama effectively.
2. Conducting a training course through using new approaches and methods in teaching writing
skills that enhances and develops English teachers' performance in teaching writing and other
language skills.
3. More lectures are advised to be given for teaching writing skills and other writing types.
5.12.3 Recommendations for Further Studies
1. Having proved that teaching drama had a positive impact on Al-Azhar Students' writing skills,
follow–up studies could be built on this research to see whether teaching drama has the same
influence on other language skills (reading, speaking, and listening).
2. Investigating the correlation between integrating different skills and students' language ability
should be done in the future. With more research on these issues, there are more opportunities
to find out problems or difficulties and possible solutions to improve the teaching of writing
skills for university students.
3. Effective paragraph writing is a skill that needs continuous practice. Taking this into account,
the students should practice writing a lot in the classroom and outside the class.
4. Curriculum designers should develop language skills courses that relate to the integration of
the four skills. EFL teachers should receive professional training workshops that brush up on
their skills to use an integration pedagogy that involves all language skills.
5. Teaching drama should be adopted to teach essay writing skills and other language skills.
6. Investigating English teachers' methods of evaluating students' achievement in writing skills.
7. Improving college students' writing skills and attitudes towards writing.
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Appendix (A)
Referees' Committee
The primary tool which is an achievenment test, pre and posttest was handed to these expertise in
education field in Palestinian Universitiesin Gaza Strip. The list includes the names and titles of
the refrees who kondly refreed the writing pre/post test achievement test.

Name of Referee

Qualification

Institution

Dr. Saeed Abdul-wahed

PhD Victorian Novels

Al- Azhar University - Gaza

Mr. Saeed El-Seesy

M.A in Applied Linguistics

Al- Azhar University - Gaza

Dr. Mona Khuzondar

MA – Applied Linguistics

Al- Azhar University - Gaza

Dr. Jameel Al-Asmar

PhD – Victorian Literature

University of Palestine

Mr. Abdul-Kareem Hamdonah

M.A - Methodology

University of Palestine

Dr. Jaber Abu Shawish

PhD in writing

Al-Quds Open University

Dr. Awad Keshta

PhD in writing

The Islamic University - Gaza

Dr. Mohammed Atiyah

PhD in writing

Al- Aqsa University
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Appendix (B)
The Pre-Writing Skills Test
Al-Azhar University -Gaza
Faculty of Education
Department of Curricula and Methodology

English Writing Skills Test
Dear student,
This is a writing skills test. It is designed to assess your English writing
performance. Your writing will be assessed according to the following writing skills:
summarizing, paraphrasing, cohesion, coherence, grammatical structures, punctuation,
spelling, and using new words, phrases, idioms, and expressions. The scores would
never affect your final academic performance in the final test of Drama course II.
Answer the following question:
Write a paragraph about one of the following topics:
1. Life in Gaza.
2. Joining Al-Azhar University.
3. Majoring in English.

Thanks for your participation.
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Appendix (C)
The Post-Writing Skills Test
Al-Azhar University-Gaza
Faculty of Education
Department of Curricula and Methodology

English Writing Skills Test
Dear student,
This is a writing skills test. It is designed to assess your English writing
performance. Your writing will be assessed according to the following writing skills:
summarizing, paraphrasing, cohesion, coherence, grammatical structures, punctuation,
spelling, and using new words, phrases, idioms, and expressions. The scores would
never affect your final academic performance in the final test of Drama course II.
Answer the following question:
Question One:
1- Oliver Goldsmith's "She Stoops to Conquer" is a multi-thematic novel. Discuss.
Question Two:
1- Richard B. Sheridan's "The Rivals" uses certain stylistic techniques to deliver its themes.
Elaborate.

Thanks for your participation.
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Appendix (D)
Implementing Sessions
Session 1
Past, Present and Future Tenses Revision
Dear student:
Upon the completion of this session you are expected to use tenses correctly.
When you are deciding which verb form, or tense, to use, you should make certain that
you do not confuse the words tense and time. Tense refers to the form of a verb, such as eating,
has eaten, will eat. Time is not a grammatical form; it is a concept existing in the mind of the
speaker or writer. There are only three “times”- past, present, and future- but there are many
tenses in English. These tenses express the relationships between time and other factors, such as
whether the action is completed or still in progress and whether the sentence states a true fact or
only a wish. Oshima and Hogue, (2006). For example, the verb forms (or tenses) in the four
sentences below all express different relationships to present time:
Simple Present:
- He studies during the day and works at night.
By using the simple present form, the writer is telling us that this is a habitual activit y
which has happened in the past, is happening in the present, and will probably continue to
happen in the future.
Present Continuous:
- He is working for his brother while his brother is in the hospital.
By using the present continuous form, the writer is emphasizing that the action is taking
place now-during the time that his brother is unable to work-and that it is only a temporary
activity.
Present Perfect:
- He has lived in the apartment for ten years.
By using the present perfect form, the writer is indicating that the person still lives there
now. If the person no longer lived there, the writer would have used the simple past form.
Simple Past:
- He lived in the same apartment for ten years.
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From these examples, you can see that verb tense and time are not the same thing. Many
factors determine the correct verb tense.
1- Present Tenses
1- Simple Present: Simple Form

I go.

Simple Form + S

He goes.

1. According to Oshima and Hogue (2006), Simple present states general truths. The time is
unimportant.
The sun rises in the east and sets in the west.
2. Simple present tense also describes repeated or habitual actions. In this case, an adverb of
frequency of repetition is used.
Soha attends classes three times a week.
3. In addition, the simple present is used with certain non-activity verbs to describe feelings,
perceptions, and conditions at the moment of speaking. These verbs are not normally used in the
present continuous:
I love you.

Do you believe in God?

I don’t understand you.

They need a loan.

He knows the answer.

They want to get married.

2- Present Continuous: Am

I am going.

Is + verb + ing

He is going.

Are

We are going

1. Present continuous describes a temporary action or condition that is actually taking place at
the moment of speaking:
- The students are taking a grammar quiz now.
- They are writing as fast as they can.
2. The present continuous also describes an action or condition that is currently in progress even
if not actually at the moment of speaking:
- Scientists are investigating the ocean for new sources of food.
- The cost of living is still climbing.
3- Present Perfect:

Has

I have gone.
+ Past Participle

Have

He has gone.
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1. Present perfect links the present and the past. It must be used for actions and conditions that
began in the past and still exist in the present.
- I have lived in the same apartment for two years.
- They have been married since 1975.
2. In addition, it may be used when the action began in the past and (1) is somehow still
important in the present (in the mind of the speaker), (2) happened in the very recent past, or (3)
is a recurring action in the past. The simple past may also be used in these three cases:
- You have worked very hard this semester.
- He has just finished his term paper.
- We have moved three times in the past year.
4- Present Perfect Continuous:

Has

He has been going.
been + verb + ing

Have

I have been going.

1. This tense must be used to combine a point-in-time action with a period-of-time time
expression:
- He has been writing this book for a year.
(Not: He has written this book for a year.)
- I have been catching a cold for several days.
(Not: I have caught a cold for several days.)
2. The present perfect continuous may be used instead of the present perfect to emphasize the
continuous or incomplete nature of an action.
Continuous action:
- The price of gas has been rising steadily since the Arab oil embargo precipitated the
energy crisis.
- It has been raining all morning.
Incomplete activity:
- I have been reading War and Peace for several weeks.
(but I haven’t finished it yet).
- He has been smoking my cigarettes.
(but there are still some left in the package).
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2- Past Tenses

1. Simple Past:

Simple form + ed

He worked.

Irregular past forms

He went.

According to Oshima and Hogue (2006), the simple past describes an action or event that took
place and was completed at a definite time in the past. Expression of past time, such a week/
month/ year ago, yesterday, and last year, etc., indicate the simple past:
- I saw the opera “Othello” on television last night.
- The store installed a small XYZ computer a month ago.
- The company doubled its profits in 1990.
2. Past Continuous:

Was

He was going
+ verb + ing

Were

We were going

1. This tense describes an incomplete or temporary past action:
- The president was talking on the way to the White House.
- The little girl was dancing.
2. In two-clause sentences, past continuous also describes a temporary action that was in
progress when a second action took place. The second action can either happen at the same time,
or it can interrupt the first action:
Use while + past continuous for the action in progress.
Use when + simple past for the interrupting action:
- His wife was working to support him while he was attending medical school.
- The president was smiling and waving to the crowd when the band struck up.
- We were driving across the bridge when it collapsed.
- While we were driving across the bridge, it collapsed.
2- Past Perfect:

Had + Past Participle

He had gone.

1. Past perfect expresses one past time before another past time. Use past perfect when you want
to emphasize that one action occurred earlier than another action. The more recent action usually
is in the simple past tense.
- He drove his car to school because he had missed the bus.
- The president did not begin the news conference until the room had become quiet.
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2. Sometimes the more recent action is not expressed.
- Until last year, the government had not concerned itself with the problem of illegal
aliens.
3- Past Perfect Continuous:

Had + been + verb + ing

He had been going.

1. Like the past perfect, past perfect continuous expresses one past time before another past time.
However, the continuous tense emphasizes the duration of the earlier action:
- We had been waiting for an hour before we were told that the concert had been
cancelled.
- The president had been speaking for almost two hours when the protesters arrived.
- Because he had been working too hard, he was nervous and irritable.
3- Future Tenses
1- Simple Future:

Will + simple form

He will go.

1. According to Oshima and Hogue (2006), this is the most neutral way to express future time:
- The government will raise income taxes next year.
- The sun will set at exactly 6:48 p.m. tomorrow.
Going to:

Is
+ Going to + verb

He is going.

Are
2. This form is also used to express future time, especially when the idea of intention or
inevitability is involved:
- I am going to change my major. (Intention)
- She is going to have a baby next month. (Inevitably)
2- Present Continuous Future Time:

Am
Is

verb + ing

He is going (tomorrow).

Are
1. The present continuous tense is also used to express future time. Normally, a future time
expression (“tomorrow”, “next week”, “this evening”) is necessary to convey the future
meaning.
- We are leaving on our vacation tomorrow.
- I am meeting my advisor at 2:15 this afternoon.
1- Simple Present Future Time:

Simple Form
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He leaves (tomorrow).

Simple Form + S
1. The simple present tense may also be used to describe future actions in the following
three situations:
(a) With verbs like come, go, arrive, depart, leave and a future time expression:
- The president leaves on his goodwill trip to South America tomorrow.
(b) In time clauses introduced by a time subordinator (after, before, until, etc):
- After the president delivers his speech, he will leave for the airport.
- I will not receive my degree until I complete my master’s thesis.
Note: The present perfect tense may also be used in these time clauses to express future time.
- After the president has delivered his speech, he will leave for the airport.
- I will not receive my degree until I have completed my master’s thesis.
(c) In conditional clauses:
- If we finish the project before the end of the term, we won’t have to work on it.
2- Future Continuous:

Will + be + verb + ing

He will be going.

Future continuous describes a future action that will be in progress at a specific time or times in
the future.
- I will be working on my term paper for the next several weekends.
- The children will be sleeping by the time we get home.
3- Future Perfect: Will + have + past participle

He will have gone.

Future perfect describes a future action that precedes another future action.
- We will have become a millionaire by the time he is twenty.
- The movie will have already started before we get to the theater.
4- Future Perfect Continuous: Will + have + been + ing He will have been working
Future Perfect Continuous is used to emphasize the duration of a future action that occurs before
another future action. This tense usually occurs with a “for + period of time” expression.
- The movie will have been playing for thirty minutes by the time we get to the theater.
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Session 2
Punctuation Marks
Dear student:
Upon the completion of this session you are expected to use the punctuation marks correctly.
According to Mattlabi and Shedifat (2015:6) the common uses of the basic punctuation
marks:
1. The Comma (,)
There are many uses of the comma. The researcher will mention some of them, and the
students must note that the comma is placed at the bottom level of the letter it follows, not above
that level. Mattlabi and Shedifat (2015:6-7) assert the uses of the comma are shown in Table (1)
below:
Table (1) The Uses of the Comma
Use the comma:

Examples

- Yes, I do / No, I don't
- He asks to be given a chance; that is, he wants to
take the exam.
- Oh, yes / Oh, no / on July 22, 1980.
- Coleridge, S.T / Brown, Jim,/
- Dear Sir, Sincerely Yours.
- When he entered the room, he sat down.
- At work, he never talks.
- I shall leave'', he said, "when I finish and phrase:
my work''.
- Upstairs, the house looks empty.
- In fact (Indeed), he is a kind man.
- We do not however, need his help.
- Consequently, he failed the test.
- Rain or shine, he plays football.
- The storm, having stopped, they went down
town.
- 2,000 / 30,000,000.
3- To separate
- Numbers and a series of items:
- She bought a pencil, a ruler, a book and a map.
-Vocatives, equal parts, and contrasted - Come, Jill, and join us.
elements:
- He borrowed a book, read it, and then returned it.
- Geographical places:
- The slower he drives, the safer he feels.
- A noun- restrictive relative clause. brother.
- The boy's father, not his uncle, will meet you./
- An appositive phrase or clause:
Books should be bought, not photocopied.
- A parenthetical adjective:
- Mu'tah, Al-Karak, is a historical place.
- 255 West Fountain Avenue, \Delaware, Ohio
43051.
1- After
- Yes and no.:
- - Exemplary forms and abbreviations (i.e.,
e.g., namely, that is):
- - Exclamations, dates, family names followed
by first name, salutations and ending of letters:
2- After
- An Adverbial clause / phrase/ or a
prepositional phrase at the beginning of the
sentence:
- Introductory words:
- Transitional elements (in fact, indeed,
however, consequently, yet, still):
- Absolute elements and phrases:
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Use the comma:

4- Before
- An ing-form phrase:
- connectives in long compound sentences:
- Tag questions:
5- To replace omissions:
6- To prevent misreading:

Examples
- The boy, who works here, is Maha's.
- Ali, who works hard, is a good man.
- Nada, Maher's sister, works in this school.
- The old lady, tired and lazy, shouted at the small
child.
- She went out, leaving her baby alone.
- He goes to the farm in the morning, and he (but
she) goes for a walk in the afternoon.
- He is right, isn't he?
- A bus is used for a short trip; a plane, for a long
one.
- In the morning, fog began to thicken.

2. The Period (.)
There are many uses of the period. The researcher will mention some of them. Mattlabi
and Shedifat (2015:10) confirm the uses of the Period are shown in Table (2) below.
The Uses of the Period
Use a period
1- At the end of
- A statement:
- An imperative:
- Abbreviations:
- Indirect questions:
2- Inside
- Abbreviations:
- Quotation marks:
- Numbers with decimals:

Examples
- She slept.
- Sit down. Vote for me.
- e.g., i.e., Ph.D., W. Wordsworth V.I.P.

- a.m., p.m., S.O.S (save our souls).
- She said, "I am Happy."
- 5.20, .05.

3. The Semicolon (;)
There are many uses of the semicolon. The researcher will mention some of them.
Mattlabi and Shedifat (2015:10) affirm the uses of the semicolon are shown in Table (3) below.
Table (3) The Uses of the Semicolon
Use a semicolon
Examples
1- Between two main - He feels thirsty; he has not drunk anything for a long time.
clauses:
- The country has meadows, rivers and oil; it needs people to
work hard.
2- Before conjunctives - It was cold; nevertheless, I went swimming.
inside
clauses
(e.g.,
nevertheless,
however, - He has arrived at last; etc) hence, I will see him.
consequently, hence,
- You deserve to be punished; however, I'll forgive you this time.
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- A equal B; C is less than A; therefore C is less than B.
3- To mark the omission of - Football demands time; chess, thinking.
a repeated verb.
4. The Colon (:)
There are many uses of the Colon. The researcher will mention some of them. Again,
Mattlabi and Shedifat (2015:11) emphasize the uses of the Period are shown in Table (4) below:
Table (4) Uses of the Colon
Use a colon
Examples
- He lived for only one thing: money.
1- To introduce
- A clarifying detail:
-What I want is clear: a big house.
- A list or details:
- She ended her speech with these words:
- A direct quotation, in the absence of "Is it any wonder that he has no time to be a man?''
"saying":
-He always buys a lot of food: bread, meat, tomatoes,
cakes, cheese and fruit.
- She heard his angry words: "Get out".
- Teacher: who is a chemist?
2- After
- Each speaker in a dialogue:
- Student: Mr. Baker (is).
- Expressions such as (as follow, the - The rule is as follows:
following):
- Gentleman: Dear Mrs. Robinson:
- A formal salutation in a business
letter:
- Charles Dickens: The World of His Novels.
3- Between
- Titles and subtitles of books:
- Critical Inquiry, vol.6: pp. 1-16. TESOL Quarterly,
- Volume and page reference:
24: pp. 315-325.
- Hours and minutes:
- 2:30, 4:45.
- Acts and scenes in plays:
- Julius Caesar, III: iii.
- Ratios:
14: 3 (ratio: 14 to 3)
5. Parentheses ( ) Brackets [ ] and the Dash (-)
There are many uses of the Parentheses, Brackets, and the Dash. The researcher will
mention some of them. Mattlabi and Shedifat (2015:12) assure the uses of the Parentheses,
Brackets, and the Dash are shown in Table (5) below:
Table (5) The Uses of Parentheses, Brackets and Dash
Use Parentheses around:
- Enumerating numbers and letters:
- Parenthetical reference:
- Clarifying details:
- Documentary reference:
- Contrasted information:

Examples
- They decided to (1) stop fighting, (2) talk to
each other, and (3) resume trade.
- She left for these reasons (a) poor health, (b) bad
weather, and (c) lack of money.
- Some novelists (for example, D.H. Lawrence)
wrote poetry.
- (See Widdowson, 1978, p.26),
- Wordsworth (1770-1850) was a great romantic
poet.
- (See table I below)
112

Use Parentheses around:

Use Square Brackets to:
- Explain the reference of a preceding word:
- Reproduce an error as it is:
- Show parentheses within parentheses:
Use a dash
- To sum up a previous statement:
- To show a sudden break of thought:
- To set off a series of items:
-To indicate omission:

Examples
- Abu Lqasim al-Shabby (unlike other poets) died
young.
- She [Mrs. Morel] was rather pale.
- ... he don't [sic] realize that he is wrong.
- See Shakespeare, King.
- Richard 11 [Cambridge, 1952]: iv:i, 201-221.
- He needs only one thing for his happiness - love.
- I think - no, I am sure -that he is guilty.
- Sunshine, fresh air, good food-these what I miss
here.
- May - August (i.e. May to or through August).

1. Quotation Marks (" ")
There are many uses of the Quotation Marks. The researcher will mention some of them.
Mattlabi and Shedifat (2015:13) confirm the uses of the Exclamation Mark and Quotation Marks
are shown in Table (6) below:
Table (6) The Uses of the Quotation Marks
Use double quotation marks
- For a direct quotation:
- Helen said, ''Dinner is ready".
- With unfamiliar or unusual words, terms, - He said the story was "phony'', [i.e., unreal].
titles, phrases, courses, etc.:
- Wordsworth's "I wandered Lonely as a
Cloud" is an emotional, romantic poem.
2. Apostrophe (') and Apostrophe + s ('s)
There are many uses of the Apostrophe (') and Apostrophe + s ('s). The researcher will
mention some of them. Mattlabi and Shedifat (2015:13) assert the uses of the Apostrophe (') and
Apostrophe + s ('s) are shown in Table (7) below. In general, use an apostrophe (') with plural
nouns ending in s, and an apostrophe + s ('s) with singular nouns or plural nouns without s; but
use either forms with singular nouns ending in s, as in Jones' book or Jones's book.
Table (7) The Uses of Apostrophe (') and Apostrophe + s ('s)
1- For possession or relationship with
- persons, animals and places (money+ ...
worth), the last part of a compound word, the
last name of joint partnership, but with each
name in individual ownership:
2- For contraction:
- With contracted forms:
- To signal omission of numbers:
- To form the parallel of numbers, words, and
years:

Examples
- Huda's book / his dog's name, Baghdad's
history/ Yesterday's lesson, a dollar's worth of
groceries/ My mother - in law's house/ Alice
and Jane's book/ Lawrence's and Joice's novels.
- Let's / o'clock / I'm / you're / ,etc.
- The spirit of "92.
- Count to 100 by 5's (Five's).
- Do not overuse ands and buts in your
sentences.
- The early 1700's (or 1700s).
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3. The Hyphen (-)
A hyphen is different from a dash in that it is inserted between parts of words not
between sentences to separate clauses or to sum up their meaning. There are many uses of the
Hyphen (-). The researcher will mention some of them. Mattlabi and Shedifat (2015:15) affirm
the uses of the hyphen (-) are shown in Table (8) below:
Table (8) Uses of the Hyphen
Use a hyphen
- Between phrases used as
adjectives:
- In certain fixed compounds,
and expressions, two-word
numbers and between fractions:

Examples
- A fly - by - night business / a high - schoolteacher.
- Walking - stick / bell-like / anti - intellectual / anti - aircraft /
ex-husband / H-bomb / T- Shirt / X-ray / U-turn.
- Make - believe / Know-it-all / person-call / take-off / thirtyfive / two-thirds.

- To prevent ambiguity:
- Five-pound bags / five pound - bags / re-collect / recollect.
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Session 3
Capitalization
Dear student: Upon the completion of this session you are expected to use the capitalization
correctly.
According to Mattlabi and Shedifat (2015:16):
1- Capitalize the beginning of every sentence, pronoun I, proper nouns, nationalities, religions,
languages, titles of people and written works (books, magazines, and articles), names of
geographical places, streets, squares, and parks. e.g.: John / China / Chinese / Professor / Dr.
Wilson / Asian / Trafalgar Square / The Nile / Mount Everest / Great Lakes / Arabic / The Times
/ The Holy Quran /Christianity, Islam / Gone with the wind / Things Are Fallen Apart (article).
2- Capitalize days, months, festivals, historical eras, events and documents, names of ships,
college courses abbreviations and interjections when used alone, e.g. Sunday / February /
Christmas / Easter / The Middle Ages / World War I / the Human Rights Declaration / the
Titanic / History 201/ Writing 4152 / P.E (Physical Education) / R.C (Red Cross) / U.K (United
Kingdome) / Oh!, Dear! , Ouch!
3- Capitalize directions when they refer to certain regions, family relationships when used with
the person's name and reference to a section of a work, e.g. The West / the South / the
Mysterious East; Aunt Linda / Uncle Henry; Chapter I / Volume IV / Act II.
4- Do not capitalize the following unless they begin a sentence:
The seasons of the year / centuries (unless they refer to a particular historical era),
occupations, abbreviations like, e.g., i.e., etc.; earth (unless it refers to the planet), proper nouns
acting as common nouns, the name of general school subject, and family relationships (when
used with a possessive pronoun), e.g. Spring / midsummer / fall semester / nineteenth century
(but the Nineteenth. Century / Industrial Revolution) / lawyer, professor, doctor (but professor/
Doctor James) / napoleon (pastry) / china (china ware) / maths, physics, history / my uncle, aunt,
father, etc. King (2003) considers capital letters as a form of punctuation in order that they guide
the eye and mind through a text. He asserts that the common usages of capital letters to start
sentences and surnames are clear enough; however, a good deal of ambiguous surrounds the use
of capitals in some other areas of writing. Capital letters have three useful functions in written
English;
1. Capital letters indicate the beginnings of sentences.
2. Capital letters distinguish the nouns and titles from the other words of a sentence.
3. Capital letters show respect in such sentences as “The President is speaking on television"
(Warriner and Griffith, 1982:425-426).
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Session 4
Spelling
Dear student:
Upon the completion of this session you are expected to write the spelling correctly.
As shown in table (9) below, Mattlabi and Shedifat (2015:22-26) identify the basic and
common spelling rules and principles of the English Language.
Table (9) Useful Spelling Rules
1- Spelling of words ending in – e
Rule 1: Drop final -e before a vowel. When c or g precedes the -e, the final -e is kept before a or o.
Move
Moving
Movable
Please
Pleasing
pleasant (pleasure)
Notice
Noticing
Noticeable
Change
Changing
Changeable
Notes: (a) The -c has /k/ sound if -e is dropped in certain words:
Practice
Practical
(b) In some cases when -able is added to a word ending in –e, both forms, with and without –e can
be found:
Like
Likable
Likeable
(c) Drop the final -e from the present forms of verbs ending in -ie and change the i to y before
adding -ing:
Die
Dying
Lie
Lying
(d) The -e is not dropped in dye dyeing (to distinguish it from dying)
Rule 2: Keep the final -e before a consonant
Awe
Awesome
Advertise
advertisement
Move
Move
Care
Careful
Awe
Awful
Exceptions:
(a) In a few nouns ending in -ment, the e is kept in British English: judgment, abridgement.
(b) The -e is dropped before th: width, ninth, fifth.
(c) In words ending in -ple, ble, or -tle, the le is dropped before -ly: simply, possibly, subtly.
2- Spelling of words ending in final -y:
Rule: Change final -y to i before an ending beginning with a vowel: -ance -eth, -er, -es, -ed
Defy
Defiance
Forty
Fortieth
Modify
Modifier
Dry
Dries
Envy
Envied
but,
Mercy
Merciful
Happy
Happiness
Notes:
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a- Final -y does not change before an -ing ending:
Fly
Flying
b- Do not change final -y to i if it is preceded by a:
Play
Played
Donkey
Donkeys
3- Doubling the final consonant
Rule (1): Double the final consonant in a one-syllable word
(a.) If it is preceded by only one vowel, and (b.) before a suffix beginning with a vowel
Stop
Stopped
Run
Runner
Fat
Fattest
Fog
Foggy
Sit
Sitting
Note: Do not double the final consonant when two vowels come before it
Look
looking
Rule (2):
Double the final consonant when it is preceded by one vowel in words of more than one
syllable when the last syllable is stressed and when a suffix beginning with a vowel is added
Forget
forgetting
Prefer
Preferring
Notes: a- Do not double the final consonant when the last syllable in a word of more than one
syllable is unstressed:
Listen
listening
Offer
offering
b- Double final -l even when the stress is on the first syllable.
Cancel
Cancelled-cancellation
4-Single - syllabled verbs ending in –ay
Rule (1):
a-with one first consonant, change the -y into -id to make the past form:
Lay
laid
Pay
paid
Say
Said
b- Otherwise, add -ed:
Play
played
Pray
Prayed
Stay
stayed
5-Changing Final y to i before Added Syllables: Change y to i before a vowel
mystery + ous
mysterious
marry + age
marriage
easy + er
easier
6-Plural Nouns and Present Verbs
Rule (1): Add –es when the noun or verb ends in a sibilant sound –s, z, ch, x:
Box
boxes
Buzz
buzzes
Church
churches
Dress
Dresses
Finish
Finishes
Wish
Wishes
Rule (2): Add -es to the noun or present verb ending in -o if the letter is preceded by a consonant:
Do
does
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Go
goes
Hero
heroes
Tomato
Tomatoes
Rule (3): Add -es when the noun ends in f or fe. Change the fe to v:
Knife
knives
Leaf
leaves
Life
lives
Rule (4): Change the -y to i and add -es when a noun or a present verb ending in -y is
preceded by a consonant:
City
Cities
Copy
copies
Party
parties
Study
studies
Rule (5): Add -s to the main word in compound nouns:
mother - in – law
mothers - in – law
music lesson
music lessons
Notebook
Notebooks
Rule (6): In all other cases add -s to the noun:
Day
days
Desk
desks
Friend
Friends
Exceptions:
Add s: a- when ch is pronounced /k/
Epoch
epochs
Stomach
stomachs
b- when the noun ending in -o refers to music and some related things
Casino
Casinos
Piano
Pianos
Note: Add -s or -es to some other nouns which end in o and which are preceded by a consonant.
Cargo
cargos – cargoes
Volcano
Volcanos- volcanoes
Zero
zeros – zeroes
c- Add only -s:
1- to these nouns:
Chief
Chiefs
Cliff
Cliffs
Handkerchief
handkerchiefs
Gulf
Gulfs
Safe
Safes
2- to proper nouns ending in –y
Kennedy
Kennedys
3- when the final -y is preceded by a vowel
Key
Keys
Joy
Joys
Valley
Valleys
Note: Some other nouns have two plural forms
Calf
Calfs
Calves
Hoof
Hoofs
Hooves
Scarf
Scarfs
Scarves
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The i before e rules, as shown in table (10) below, Mattlabi and Shedifat (2015).
Table (10) The i before e Rules
Rule (1): Place i before -e except after c, when the sound is /i/
i before e
except after c
Belief
Ceiling
Grief
Conceit
Relief
Deceit
but not: ancient
Rule (2): Place e before i when the sound is /ei/, /ai/, /ea/, e.g.
vein/ vein/, height/ hait/, their/ ea/,
but also note: leisure, protein, weird, seize, fiery, species, financier
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Session 5
Cohesion
Dear student:
Upon the completion of this session you are expected to:
1- Define cohesion.
2- Mention cohesion types.
3- Use reference correctly.
4- Use the demonstratives' (This / These / That / Those) properly.
5- Tell when demonstratives are used as determiners or pronouns.
Cohesion:
Acoording to Kilborn and Nathan (1995) cohesion is the glue that holds a piece of writing
together. In other words, if a paper is cohesive, it sticks cohesive devices together from sentence
to sentence and from paragraph to paragraph. Those include expressions such as transitional
words and phrases that clarify for readers the relationships among ideas in a piece of writing.
Halliday and Hassan (1976:4) referred to cohesion as a semantic relationship. "... The relations
of meaning that exist within the text and that define it as a text. "The term refers to any passage
spoken or written, of whatever length, that forms a unified whole. Cohesion relates to the flow of
sentences and paragraphs from one to another and involves the tying information together. The
ideas linked together smoothly clarify for readers the relationships among ideas in a piece of
writing. Therefore, when sentences, ideas, and details fit together clearly, readers can follow
along easily; then, writing is coherent. To achieve cohesion, the writer should use verb tenses
consistently and connect the parts of the essay logically by repetition of key words and sentence
structures, by the use of pronouns and synonyms, and by the effective placement of transitional
words and phrases.
Cohesion according to Halliday and Hassan (1976) is classified into three categories cash of
which reflects certain aspects of relatedness. The first is the relatedness of form where the
identity of two cohesive ties is both structural and semantic. The second is the relatedness of
reference whereby an exact identity of reference between the presupposing cohesive element and
the presupposed one is assumed. And the third is that aspect which is found in the semantic
connection where an identical similar or constructive lexical item occurs.
Cohesion is defined as the ability to stay or fit together well. Oxford Word Power (1999:137).
Muqattash (2008:187) defines cohesion as the requirement that texts cohere grammatically and
lexically. Hajjaj and Abbas (2003:56) state that cohesion refers to the explicit lexical or
grammatical relationship between the different elements of a text or discourse. There are two
types of cohesion: (1) grammatical cohesion is caused by grammar devices namely: pronoun
reference, conjunctions, ellipsis and substitution. (2) Lexical cohesion results from the use of
synonyms, near synonyms, super-ordinates, antonyms, repetition, and reiteration. Cohesion is a
necessary quality for good and effective texts and writing.
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Types of reference:
There are three types of reference: personal, demonstrative and comparative.
Pronoun reference:
A pronoun is a grammatical word which is used instead of a noun, a noun phrase or the whole
sentence or idea. It can also follow another pronoun. For instance: He who makes no mistakes,
makes nothing.
Demonstrative reference:
The term demonstrative means (showing) or pointing to something. It refers to the four words
this, that, these, and those. Whose basic meaning is to point to something in the situation.
This and these describe things near the speaker. They contrast with that and those, which
describe things less near.
This and these are used as determiners; they are followed by a noun or by one. e.g.:
- That car is faster than this one.
- These books are heavy. Can you help me carry them?
- This rice is not cooked yet.
- Try one of these nice ripe apples.
This and These as pronouns:
This and these can also be pronouns (i.e. they can stand alone as subject, object) e.g.:
- Come and take a look at this. Whose clothes are these?
This and these can point to earlier or later words in the text.
This and these can point to an earlier part of the same sentence: e.g.
- There can be bad weather in the summer, but this is rare.
- There can be severe storms in the summer, but fortunately these are rare.
This and these can also point to a part of an earlier sentence: e.g.:
- They offered him a coconut. He did not know what to do with it as this (coconut) was
the first he had ever seen.
- She took the part of Cleopatra in the play Antony and Cleopatra. This part was her
greatest performance as a stage actress.
Referring forward:
There are several ways of referring forward to things that are about to be mentioned.
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This and these: you can use this or these to refer to what you are about to say. They can be both
pronouns and determiners. These can only be a pronoun when it is the subject or object.
- You might not believe this but I don't drink very much.
- Perhaps I should not confess this, but I did on one occasion break the law.
- These were the facts: on a warm day, George Clark and a friend were cruising down the
main street.
- On the blackboard these words were written: Reading, Writing, and Arithmetic.
- This chapter will follow the same pattern as the previous one.
Dear student:
Note that this and these in the above-cited examples refer to the things that come after.
For example, this in the first example refers to (I don't drink very much). In the second example,
this refers to (I did on one occasion break the law).
Those can be used as a determiner and a pronoun. If used as a determiner, it is followed by a
plural noun but when used as a pronoun it stands alone. e.g.:
- Those books are about office management (determiner).
- What about those over there? (Pronoun)
Note that Those can mean "not near" both in physical sense and in an emotional one. e.g.:
- those expresses a negative feeling.
- I really hate those new supermarkets, don't you?
Those in writing can mean "the people". e.g.
- James admires those who succeed. (the people who succeed).
Referring back:
This can be used to refer to a whole previous sentence. e.g.:
1- The pupils write out an outline of what they want to say. This encompasses the following
elements.
2- On the whole it uses the sound and then builds units into words. In other words, it uses the
sound unit rather than the letter, because this avoids the problem where a letter has more than
one pronunciation.
3- A carefully graded reading vocabulary is necessary for any kind of systematic phonic
instruction--- this can impose severe limitations on the reading materials used by the children at
this stage.
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4- It enriches their knowledge of the L2 culture through introducing them to more mature and
more timely material that is found in the school text-book.
5- If the teacher finds it necessary to provide brief outline of the main topic of the story, he may
do that to motivate the pupils to read the whole book.
6- When EFL teachers use models of content or form as a stimulus for writing, their pedagogical
purpose differs from that of using writing for imitation.
Activity (1):
1- Define cohesion.
2- What are the types of cohesion?
Activity (2): Decide whether this – these – that - those are used as pronouns or determiners:
12345678-

This book is expensive.
These pens are bad.
That building is old.
Those cars are cheap.
God helps those who help themselves.
I do not like grammar exercises, particularly those related to reduction.
I work hard day and night and this probably makes me respected by my boss.
Ali frequently came late to his work last year. That was the cause if his firing.

Activity (3): What do the following demonstratives refer to?
The pupils write out an outline of what they want to say. This is to encourage thoughtful
preparation.
The teacher may also give the pupils direct questions to be answered in writing.
These are useful to evaluate the general comprehension of the students. Extensive listening
exercises are those where a student is primarily concerned with following a story, or finding
something out from the passage he is listening to.
And if the teacher wants to introduce new patterns, it would be best to drill these thoroughly
using them in an activity.
There should be always an example at the beginning of the exercise to help those who may not
have understood.
Don’t give the impression that pupils will be allowed to hear the recording as many times as they
want as this will reduce their concentration and the effectiveness of their teaching.
In the Arab world, the reading skill is commonly considered more important than any other
language skills. This is because English is taught for instrumental purposes.
The teacher is expected to help pupils develop their speed in silent reading. This can be realized
by forming good habits.
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Pupils may be involved in the selection of reading materials. One way of doing this is through a
group discussion.
Reading practice can be made as part of a process of communication if pupils are given the
opportunity to react directly to it by expressing their personal opinion.
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Session 6
Parallelism
Dear student: Upon the completion of this session you are expected to:
1- Identify parallelism errors and correct them.
2- Use parallelism in writing correctly.
When we use coordinators we need to observe that what comes before and after the coordinator
is of equal rank. This means if what precedes the connector is a clause what follows it must be a
clause. Coordinators conjoin clauses. And they also conjoin other elements.
Dear student, study the following examples concentrating on what comes before and after the
coordinating conjunction
NP + NP
- Some of the boys and all the girls take their lunch in the refectory.
VP+VP
- Walking may reduce but doesn't eliminate cholesterol.
N+N
- Your son and daughter are here today.
V+V
- She has washed and dried the dishes.
Adv+Adv
- She talked to him firmly but respectfully.
Adj. P + Adj.P
- He is very polite but rather obstinate.
Predicate+ Predicate
- Bill ate an apple and drank a glass of beer.
Dependant clauses may be coordinated as long as they belong to the same function class (i.e.
nominal, Adverbial or adjectival).
Coordinate nominal clauses:
1- I know [that he is honest] and [that we do need him] (that-clause+ that clause-)
2- I did not know (who she was) or (what she wanted (what – clause + what – clause)
3- She enjoys (watching horror films) and (reading science fiction) (ing – clause + ing –
clause)
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4- I want to have this essay typed out today and (to have it sent to the magazine before
5p.m) (infinitival + infinitival)
Coordinate adverbial clauses:
Finite adjectival clauses (I.e. relative clauses) can be coordinated with each other freely if they
are introduced by the same relative pronoun.
E.g. Bill was dying to talk to the girl (who was sitting in the corner) and (who smiled to him).
Or: 1- the second clause introduces an alternative:
E.g. you can sleep on my floor, or you can go to the hotel.
Sometimes the alternative expressed by or may be a restatement to correct the information
imparted by the first clause.
E.g. He speaks French, or perhaps he understands it.
2- The first clause implies a negative condition:
Hurry up or you will be late for school (if you don’t hurry up you will be late for school)
Clear off, or I will scream.)
But: the coordinator but usually expresses a contrast, which can be expressed by and yet.
I am only 53, but I sometimes feel a hundred.
John is poor, but [and yet] he is happy.

Activity:
Correct parallelism errors in the following sentences:
1- I acquired my considerable fortune by investing carefully, hard work and marrying a rich
woman.
2- We can either drive to the Grand Canyon or we are flying to Japan.
3- It is better to give than appear cheap.
4- I like a good lunch, singing and to read.
5- The factory workers were ready, able, and were quite determined to do a great job.
6- We can’t be worried or terrified of the difficulties in life.
7- The actor told his student how to read, how to stand, how to cry, and to talk with fans.
8- The reorganization of the company is neither simple nor it will be cheap.
9- The requirements for a chemistry degree aren’t as strict as a medical degree.
10- When I was in high school, I learned the piano and how to play the guitar.
11- Fred supports the idea because, first, its simplicity, second, it is unique.
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Session 7
Coordinating Conjunction
Dear student:
Upon the completion of this session you are expected to:
1- Use coordinators correctly.
2- Understand the meaning of coordinators.
Coordination is a way of linking clauses, phrases and words.
Coordinating Conjunctions and, or, but, not only ... but also, both ... and, neither ... nor. Either ... or, can
join two clauses. e.g.
The police arrived, and the thieves were arrested.
Would you like tea, or would you prefer coffee?
We rang the bell, but nothing happened.
Dear student: note that coordinators in the above examples join two simple sentences (clauses) into one
compound sentence.
Co-ordination of phrases:
1- Jill and my sister Ida are friends.
2- I'd like a cup of tea and a sandwich.
3- Please you can pay in cash or credit card.
4- The hotel is small but very comfortable.
Dear student: note that coordinators in the above examples join phrases. In examples no.1 +2+3
coordinators join phrases but in the forth example the coordinator but join adjective phrases.
Coordination of words:
My favorite subjects are history and literature.
Do you like your coffee with or without milk?
No one has seen or heard anything of them for ages.
I have spoken to her only for once or twice.
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Meaning of coordinators:
The coordinators and is used to express various meaning relations between the clause it introduces and
the preceding clause.
1-The second clause is a result or a consequence of the first clause e.g.
Soha could not find her pen, and wrote in pencil.
Here and means and so or simply so.
2- The second clause is a logical sequent to the first i.e. the event described in the second clause happens
before the event described in the second clause.
He opened the car and got out.
3- The second clause introduces a contrast; I want to leave and (yet) feel obliged to stay.
4- The first clause is felt to have a concessive interpretation, in that the event described in the second
clause is felt to be somewhat surprising.
She tried hard and (yet) she could not make it.
The first clause is pure addition to the first.
He has long hair and (he) often wears jeans.
Coordinating conjunctions join pairs of nouns / adjectives, adverbs/ phrases / clauses/ sentences.
More examples:
1- He plays squash and rugby.
I make the payments and keep the accounts.
3- He works quickly and / but accurately.
4- She is small but strong. She is intelligent but lazy.
5- Both men and women were recruited into the army.
6- Ring Tom or Bell.
7- She doesn't smoke or drink.
8- You can either walk or take a taxi.
9- He can neither read nor write.
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10- Not only men but also women were chosen.
Activity (1): join the following pairs of sentences to make one compound sentence:
1- He must obey me. I will punish him.
2- He is clever. He is intelligent too.
3- The pupil gave a suitable answer. He got a high mark.
4- He worked much. He did not receive any money.
5- He must pay the money. He will go to prison.
6- I gave him money. I found him work.
7- The gardener did not plant seeds. He did not water the garden.
8- He spent all his wealth. He robbed his brother.
9- He wrote fine plays. He acted in them.
10- He broke his promise. He told a lie.
11- He must do the work thoroughly. I shall dismiss him.
12- My friend Salah is good at games. He is good at his lessons.
13- I do not believe this story. I do not believe yours.
Activity (2): Rewrite the following sentences using the word(s) in brackets to give the same meaning:
1- You must take the medicine regularly. You will not get better.

Either

2- The thief robbed the man of his money. He killed him.

Not only

3- She sings beautifully. She also paints well.

As well

4- He had done his best. His brother has done his best.

Both ... and

5- My father has seen this film. He has read the book.

Not only

6- Illiterate people cannot read. They cannot write.

Neither

7- The boy eats too much. He sleeps too much.

Not only

8- I have visited France. I have visited Italy, too.

Both ... And
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Session 8
Addition, Result and purpose
Dear student: Upon the completion of this session you are expected to:
1- To use equatives.
2- To use Reinforcers.
Equative: taken from the verb equate something with something else or consider one thing as
being the same as else. It means that things added using an equative are equal in importance. So
the ordering just entails listing which does not mean that number one is more important than the
last number or vice versa.
Equatives are: Correspondingly, equally, likewise, similarly, in the same way, and by the
same token. e.g.:
Corresponding means related to similar. Similar in position, purpose, form.
Equally: to the same degree or extent used when you are comparing two ideas or commenting
on what you have just said at the same time. e.g.:
- I don't think what he did was right. Equally I can't understand why he did it.
- I am tempted to do likewise.
likewise, adverb - means the same. e.g.:
- I intend to send a letter of apology and suggest that you do likewise.
Similarly: adverb means in a similar way: e.g.
- The plural of "shelf" is 'shelves'. Similarly, the plural of 'wolf' is 'wolves'.
By the same token: for similar reason.
In the same way:
Reinforcing: Strengthening, or making something more, also, further, again, furthermore,
more, moreover, in particular, what is more, in addition, above all.
Further = in addition, moreover
Furthermore: adv = in addition
- We are donating 6 million dollars to the disaster fund. Furthermore, we shall send
medical supplies immediately.
Moreover: it is used in writing when you are giving some extra information that supports what
are saying e.g.:
- This firm did the work very well. Moreover, the cost was not too high.
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Besides, adv:
- I thought the hotel was too expensive. Besides, it was very close to the main road.
Above all: most importantly, principally, above all.
In addition = as well as, besides.
Activity:
Join the following sentences using one of the following words:
Also - besides - further - moreover - furthermore - in addition - and - both ... and- not only
.. but also.
1- Ali plays football. He runs a restaurant.
2- Sara writes short stories. She writes articles for newspapers.
3- To prepare his homework, Jack went through various books. He took notes from several
encyclopedias.
4- I prefer to buy fruits and vegetables in the open market because they are quite cheap there.
They are much fresher than those sold the greengrocers'.
5- Living in a big city offers good job opportunities. It provides good educational opportunities.
6- Ali does not have a gift for music. He lacks motivation to practice music. Therefore he cannot
become a good musician.
7- Owning a car has some advantages. It gives you comfort. It saves you a lot of time. It gives
you great freedom of movement.
Result
Dear student: upon the completion of this session you are expected to:
1- Join two sentences using a subordinator expressing result.
2- Join two sentences using a linking word showing result.
Dear student: note that the following subordinators join two simple sentences into one complex
sentence.
Pattern A: main clause + so that + result clause.
- The prisoners had a secret radio so that they could receive messages from the outside
world.
Pattern B: so adjective, adverb + that + result clause.
- I feel so hungry that I could eat anything.
- Rana worked so hard that she filt ill.
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- They had so many children that they couldn’t remember their names.
Dear student: note that such is followed by a noun phrase. This noun phrase must be preceded
by “a” if it is a singular count noun. But if the noun phrase is uncount noun or a plural noun the
“a” doesn’t appear.
……. Such + (a) noun phrase + that + result clause.
- The factory has been such a success that we are employing an extra two workers.
- It was such hot weather that we went swimming.
Dear student: note that so and such can come in the beginning of the sentence. In this case
inversion is necessary. e.g.:
- So clearly did she speak that everyone heard her.
- So beautifully does she write that critics speak highly of her.
- Such a clever student was he that he solved the problem.
- Such a strong athlete is he that he is expected to win a medal.
Dear student: note that the following words join two simple sentences into a compound
sentence.
So, hence, thus, therefore, accordingly, consequently, thereupon, as a result, and as
consequence.
So = for that reason and therefore. It functions as a link word of consequences. The reasons have
been given. The consequence now follows.
So is a linking word; So links two clauses.
Fact, ______ (and) so fact 2
Fact one is a reason for fact two when fact 2 is a result for fact one. e.g.:
- We all felt tired, and so we went to bed.
- Ben had lost his money, so he had to borrow some from me.
Note: The difference between so and so that is that so that implies that the cause was
deliberately done by someone in order to get a specific result.
Accordingly = therefore, for that reason. It expresses the logical consequence of what has just
been said or written. As such it can be used in the beginning or middle position. e.g.:
- We accept that the mistake was ours and, accordingly, have pleasure in refunding your
money.
Hence: as an inference from this fact.
- Microwaves have got cheaper and hence more people can afford them.
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Therefore = for that reason. e.g.:
- The new trains have more powerful engines and are therefore fast.
Consequently:
- Lama did not work hard, and consequently failed the exam.
As a result: it looks forward and the result follows.
- Lina did not mange to study the whole syllabus. As a result, she could not answer the
questions in consequence.
Activity (1):
Join the following pairs of sentences to make one compound sentence using sentence connectors:
1- The boy worked hard. He made considerable progress.
2- The pupil gave a suitable answer. He got a high mark.
3- He passed his exam. He had some good news to tell his parents.
Activity (2): Join the following using a result subordinator using
So + adj. + that, so + adv. + that: or such …. that
- He is careful. He rarely makes mistakes.
- There was a lot of material to cover. Van found it difficult to keep up with it.
- It was a successful lecture series. English language center decided to repeat it the following
semester.
- She made many mistakes. I am really disappointed.
- It was a big house. We decided to buy it.
- He made few mistakes. We are surprised.
- She is a polite girl. She respects everyone.
- He has much money. He does not know what to do with it.
Purpose
Dear student: upon the completion of this session you are expected to:
1- Express the function of purpose using adverbial clause.
2- Express the function of purpose using prepositions and preposition phrases.
3- Express the function of purpose using the infinitive.
Purpose is expressed by using one of the following subordinators which join two simple
sentences into a complex sentence: So that / in order that / incase / lest / for fear that.
Examples:
- We have arrived early in order that / so that we could see the parade.
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- I stood up so that I could see better.
- I always keep candles in the house in case there is a power cut.
- He ran quickly lest he should be seen.
- I do not go there for fear that he should see me.
- They studied hard so that they might get a scholarship.
- We work hard so that we may get a pay rise.
Dear student: notice that if the verb in the main clause is present, the main verb in subordinate
clause of purpose is preceded by may or can.
However, if the verb in the main clause is past then the main verb is preceded by could or might.
In the case of lest the main verb in the subordinate clause is preceded by should.
Purpose is expressed also by: to / in order to / so as to. (The infinitive) e.g.:
- He worked hard to / so as to / in order to / get high marks.
-They went to Alexandria so as to / in order to / enjoy the sea.
Prepositions expressing purpose are for / with the aim of / with the intention of e.g.:
- He works hard for getting high marks.
-They went to Alexandria with the aim of enjoying the sea.
- She took an intensive English course with the intention of taking a scholarship to
Cambridge University.
Activity (1): join the following sentences using a purpose subordinator:
1- They went to Alexandria. They wished to enjoy the sea.
2- The student worked hard. They were afraid to fail.
3- He travelled abroad. He hoped to find work.
Activity (2): join the following sentences using one of these preposition phrases for, with
the aim of,
With the intention of:
1- He works hard. He wants to get high marks.
2- He went home. He wanted to take rest.
3- She answered perfectly. She wished to get the top prize.
Activity (3): join the following sentences using so as to / in order to / to:
1- He works hard. He wants to get high marks.
2- He travelled abroad. He hoped to find work.
3- They went to Alexandria. They wished to enjoy the sea.
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Session 9
Concession and contrast
Dear student: by the end of this session you are expected to:
1. Express the notion of concession using subordinators.
2. Express the notion of concession using other concessive link words.
3. Express the notion of contrast using subordinators.
Concession:
People normally hold different views and in this case they will never come to an agreement
without some kind of concession. Educated people tend to avoid extremes. They also see most
things as neither black nor white but as various shades of grey. This may help to explain the
large number of link words associated with concession. They are attitudinal, i.e. they mark our
reaction to other people’s points of view, at the same time, and they make our own views clear.
They also admit that we accept that we do not know the whole truth.
However, we would be less than human if we did not think Right is more often on our side than
on that rival speaker, as phrases like the following indicate:
You may be right, but… …
That may be so, but … …
That’s all very well, but … …
What we are doing in such cases is accepting that there is some truth of what the speaker has
said, and at the same time undermining it with counter – arguments or contrary evidence. This is
expressed in a clause introduced by the contrastive word but.
Concession, as expressed in words, involves above all contrast. Things are never quite so simple
and clear – cut as they seem. Truth is relative. Link words act as correctives, i.e. they help
balance the evidence for and against a point of view. It is our responsibility as writers, speakers
or arguers to maintain this balance.
Dear student: note that concession can be expressed by the following concessive link words:
Anyhow, anyway, also, however, nevertheless, nonetheless, notwithstanding, still, yet,
though, at any rule, all the events, for all that, in spite of it all, on the other hand, all the
same, after all, despite, even so.
Concession indicates that the previous view is accepted with reservation. e.g.:
However; adv (used for adding a comment on that you have just said) although something is
true.
- Sales are poor this month. There many, however, be an increase before Christmas.
- We have not won yet, however, we shall keep trying.
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However as a concessive link – word indicates a new and contrasting idea. In this respect it is
very similar to “in spite of’’.
After all = despite what has occurred: idiom used when something happens that you did not
expect to happen, or when you discover that something that you thought was not true is, in fact,
true. The key word here is after: e.g.:
- After all that has been said, you must admit that there is another and most important
point for consideration.
After all connects what has proceeded with a new, and what is probably the most important
consideration of all. e.g.:
- Oh yes, you are right, of course. It wasn’t a German plan after all. The war hadn’t
broken out. It was only an accident.
All the same = just the same.
These links – words are concessive and are used to correct an imbalance of fact or truth.
They are anaphoric, i.e. they refer back to a statement that requires correction. e.g.:
- It was generally accepted that the price of these shares would drop. All the same, it
wasn’t expected that the drop, when it came, would be so severe as, in fact, it has been.
At the same time this link – word implies a mental reservation. e.g.:
- In spite of that … … there is something else that needs to be said.
- Yes, I did enjoy it. At the same time I had a reservation.
Anyhow, anyway: these two links – words appear to mean the same, and they can change places
without affecting the sense. They have different meanings:
A. They mean the same as in any case. e.g.:
That the weather state can be classified information might come as no surprise to those who
doubt the accuracy of forecasts anyway. It would explain one or two unexpected drenching.
B. They mean “A part from the considerations already mentioned, there is something
else’’.
Yet: con = but (when something is surprising after the first part of statement)
- He seemed pleasant, yet there is something about him I don’t like.
Nonetheless = nevertheless: in spite of what has been just said. This concessive link – words
concede there is some truth in what has been previously said e.g.:
- It won’t be easy. Nonetheless they are going to try.
Notwithstanding: prep + adv = anyway – in spite of this, without being affected by e.g.:
- He was advised against the deal but went ahead notwithstanding.
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Still: adv (used for talking about an action or opinion that you don’t expect, because there is
something else that makes it surprising) even so: e.g.:
- He had a bad headache but he still went to the disco.
At all events / in any event = whatever happened. e.g.:
- I hope to see you soon; in any event I’ll phone you on Sunday.
Even so (used for introducing a new idea, fact, etc that is surprising). e.g.:
- There are a lot of spelling mistakes; even so it is quite a good essay.
Even so: this link – word admits that there is something true in what has been said or argued, but
challenges it. e.g.:
- Sales to the general public are the least of a children’s publisher’s trade; even so, he is
not helped by the knowledge that his wares look more and more like extravagance to the
book – buying parent or friend.
Even then: it means in spite of these / those circumstances. e.g.:
- He was so badly injured that he wasn’t thought to have a chance. But they operated
immediately. Much to their surprise he pulled through. Even then, it was something
before they would declare him out of danger.
For all that: when followed by a noun clause, means “in spite of this fact I’m going to
mention”. e.g.:
- For all that they represent the views and aspirations of their members, the trade unions
have shown themselves to be sadly out of touch with the grass – roots opinion.
In any case: in a position context in any case signifies “no matter what the circumstances are /
might be” or “no matter what happens”. e.g.:
- I don’t need a new overcoat. That one, in any case, is the wrong color and far too
expensive.
Dear student: note that concession also can be expressed by the following subordinators:
Though, although, even though conj = in spite of the fact that. e.g.:
-Though he had very little money, Alex always managed to dress smartly.
- She still loved him even though he had treated her so badly.
Despite: prep (used to show that something happened although you would not expect it).e.g.:
- Despite having very little money, they enjoy life.
- The scheme went ahead despite public opposition.
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Dear student: note that after despite and in spite of comes a noun or a gerund. Note also that
despite is not followed by of.
Contrast:
Conversely, on the contrary, while, whereas regardless of, by contrast, in compassion.
While (used when you are contrasting two ideas)
- Some countries are rich, while others are extremely poor.
Whereas = conj = while, on the contrary.
- One came forward immediately, whereas the others hung back.
Regardless of = in spite of.
Conversely = opposite, or contrary.
Though / although normally introduce clauses of concession.
Though but not although can also be used to link two main clauses. Though used in this way
means but or yet, and is placed sometimes at the beginning but more often at the end of the
clause. e.g.:
- He says he will pay, though I do not think he will.
Or he says he will pay; I do not think you will though.
Contrast:
Though / although, in spite of (preposition phrase) / despite (preposition) join two opposing
or contrasting statements.
Though / although
- He got the job although he had no qualification
- Although he had no qualification, he got the job.
In spite of / despite + noun / pronoun / gerund):
- In spite of having no qualifications he got the job
- He got the job despite having no qualifications.
As / when / while used to mean although, but, seeing that
As can mean though / although but only in the combination
Adjective + as + subject + to be / to seen / to appear
- John as he was, he offered to carry her.
- Though he was tired, he offered to carry her.
- Strong as he was, he could not lift it.
While can mean but as it is used to emphasize contrast:
- Some people waste food while others have not enough.
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While can also mean although and is then usually placed at the beginning of a sentence:
- While I sympathize with your point of view, I cannot accept it.
When can mean although, seeing that. It is therefore very similar to while, but is chiefly used to
introduce a statement which makes another action seem unreasonable. It is often, though no
necessarily, used with questions e.g.:
- How can you expect your children to be truthful when you yourself tell lies?
- It is not fair to do all the cooking when she has no training or experience.
Activity (1): Join the following sentences using one of the following concessive words which
express direct opposition / adversative contrast
However, on the other hand, conversely, in, by, contrast.
1- Kady worked hard. Rody hardly did any work at all.
2- Ahmed is lazy. His brother is quite hard working.
3- George is optimist. Bill is a pessimist.
4- Extraverts love crowds. Introverts prefer solitude.
5- Six is more than five. Five is less than six.
Activity (2): join the following sentences with a concessive link – word of the following which
express denial of expectation (unexpected result):
However, yet, still, nonetheless, never less, even so, in spite of this, despite. e.g.:
1- George is very handsome. He is not popular with girls.
2- My uncle is 70 years old. He maintains his interest in legal matters.
3- It is raining heavily. We must go out.
Activity (3): join the following sentences using one of the following subordinators:
Although, though, even though.
1- He was poor. He was happy.
2- She was wealthy. She felt miserable.
3- The tree is high. He can climb it.
4- He was clever. He could not answer the question.
5- He was educated. He behaved badly.
Activity (4): Choose the best alternative:
1- Over – population is becoming an increasingly serious problem. ……. Many families
continue to have large numbers of children.
A- Therefore B- Nonetheless C- Moreover D- Similarly.
2- The price of this car seems to be reasonable. ……., it is small for our family.
A- However B- Also C- Actually D- otherwise.
3- Spanish and Italian are similar languages; ……., Italian has more vowel sounds.
A- Moreover
B- However
C- Hence
D- Also.
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4- San Francisco has cool, windy summers. ……., New Orleans’s summers are hot and humid.
A- Nevertheless
B- In contrast C- Furthermore D- In fact.
5- Tim completed the race in 4 minutes 32.5 seconds, the slowest time for several years. ……., it
was enough to win him the gold medal.
A- In any case B- Nevertheless c- Besides C- In contrast.
6- “I know he is old and rather difficult” said Mary, but he should be treated with more respect”.
……., “he was once regarded as a hero and decorated by the king”.
A- Moreover B- After all C- In fact D- all the same.
7- The time available for discussion was very limited. ……., it was possible to produce
interesting arguments.
A- As result B- Nevertheless C- likewise D- Actually.
8- He has a lot of experience in teaching; ……., he is unlikely to be hired.
A- Even so B- In contrast C- Also D- therefore.
9- There are many spilling mistakes; ……., it is a good essay.
A- Furthermore B- Even so C- Hence D- In spite of.
10 – He runs five mils every day ……., the weather.
A- Regardless

B- No matter

C- regardless of
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D- how.

Session 10
Lexical Cohesion
Dear student: by the completion of this session you are expected to:
1- Identify how lexical cohesion is achieved.
2- Identify the difference between repetition and recurrence.
3- Identify the meaning of near synonym.
Cohesion is not only caused by grammar devices. It also results from the manipulation of lexical
items. Halliday and Hassan (1976:274-297) theorize that there are two types of cohesive
relations brought by the use of lexemes. They are reiteration and collocation.
Reiteration:
Recurrence: it involves the repetition of the same word in a text. e.g.:
- There was a large mushroom growing near here, about the same height as herself .... she
stretched herself up on tiptoe, peeped over the edge of mushroom.
- We turned to the ascent of the peak. The ascent was perfectly – easy.
- They like peace. Yet peace is unattainable.
In this case the writer repeats the same word in the same form. Its main function is to reassert
and reaffirm the writer’s viewpoint.
The recurrence is not always a bad thing. It can be effective in a parallel structure like the
following:
- It was the best of times, it was the worst of times it was the age of wisdom, it was the
age of foolishness, it was the epoch of belief, it was the epoch of incredulity, it was the
season of Light, it was the season of Darkness, it was the spring of hope, it was the winter
of despair, we had everything before us, we had nothing before us, we were all going
direct to heaven, we were all going direct to the other way.
Repetition:
It is another type of lexical cohesion. It involves the repetition of the lexical item using a
different form or a different word class. Repetition of word – form must not be used carelessly as
this may result in an awkward waste of words. Besides, it creates monotony. e.g.:
- The corridors were dusty and I saw dust on the window ledges.
- It is a good thing to have an education behind you …. But I have had many
experiences with educated people.
- The government decided to take a very tough decision against the opposition.
- Women are always helpful, but this woman never helps anyone.
- She has always liked sweets, but she doesn’t like sweet cake.
- The child begins to perceive things around him as soon as he is born. His perception
improves as he gets older.
- Our supplies are inadequate. The inadequacy of the supplies is our main problem.
- Kady interprets Darwish’s poems her own way. She refuses to accept her husband’s
interpretation.
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- The news hasn’t been confirmed by independent sources yet. Unless we receive a
confirmation of this piece of news we can’t publish it.
- He is indifferent to our problems. His indifference drives me crazy.
Synonyms:
Writers tend to use synonyms instead of using the same word more that necessary. Using
synonyms is an indicator of style maturity. Synonyms are words or word – group which repeat
the meaning and not the form of an element in the preceding clause.
- She feels that she must have her own automobile. She can’t use the family car.
- Hungry babies always cry … a well – fed infant is always happy. e.g.:
- I took leave, and turned to the ascent of the peak. The climb is perfectly easy.
Here climb refers back to ascent.
- She went to the market and bought lots of things. She also got a new suit for the baby.
- Samuel Morse accomplished something that is rarely accomplished:
He achieved fame and success in two different areas.
- He is indifferent to our problems. I wonder why he is disinterested in our problems
though he is a member of our family!
- Professor Sami is not biased in his grading. Indeed he is objective in the marks he gives
to the students.
- The fireball flew across the room. Lila dodged the laze, but Sami did not; flames
washed across her face and her hair began to burn. She tried to put out the fire with her
hands, but her coat – sleeves ignited with a burst of smoke.
Near synonymy
Near synonyms are different from cognitive synonyms which can be used interchangeably in that
near synonyms give sentences different propositional content. Thus murder and execute, foggy
and misty are near synonyms where we can deny one of them while affirming the other.
Super ordinate / Class – Member Concepts:
Use of super ordinate refers to the use of the name of a more general class. e.g.:
1- Henry’s bought himself a new Jaguar. He practically lives in the car.
2- He loves to eat banana and oranges. This is why he buys fruit daily.
The class is the group to which members belong. Thus, if evergreen is the name of the
class, then its members are cedar, pine, spruce, fir, balsam and hemlock. A member of a large
class may be subdivided and one subdivision stands as a class of its members. The class animal
has bird as one of its members; the smaller class. Sometimes the class is implied and each
contains a different member of that class. e.g.:
1- She likes Palestinian food. Last week she ate Mansaf.
2- Bill has a spaniel. However, Erick has a blood – hound.
Mansaf in the second clause of (1) is a member of the class Palestinian food in the first clause;
Spaniel and blood – hounds are members of the implied class dog.
3- The shark appeared suddenly near in the boat, then the great fish began to circle
around the frightened fisherman.
The class noun fish in the second clause refers to the member noun fish in the first clause.
142

Whole – Part Concepts:
Repetition of whole – part concepts closely relates to class – member linkage. One clause
contains an element naming the whole thing, the other, an element naming a specific part of that
whole. Sometimes, the whole is implied and each clause contains an element naming a different
specific part. Examples:
(i) The rocket exploded south after being launched. Later, it was discovered that small
valve had failed to work.
(ii) The fuel pump is in bad condition. The carburetor is dirty.
Valve in the second clause of (i) names a part of the whole rocket in the first clause; the fuel
pump and the carburetor are part of the unnamed (or implied) whole automobile engine.
Collocation:
Cohesion is also created through the association of lexical items that commonly co-occur with
each other e.g.
Disease …. Illness
Day …. Night
Boy …. Child …. Play
Stand up …. Sit down
Black …. White
Boy …. Girl
Activity (1):
A- Choose the alternative that is closest to the underlined word(s).
1- I can’t cope with so many problems without your help.
A- Deal B- compete C- interact D- associate
2- The yearly growth of the gross national productions often used as an indicator of a nation’s
economy.
A- Routine B- sluggish C- haphazard D- annual
3- Carbohydrates are abundant in nature.
A- Available B- plentiful C- scare D- free
4- It is policeman’s job to maintain law and order.
A- Preserve B- defend C- know D- pursue.
5- The galaxy slowly circles around a spherical center.
A- Expands B- rotates C- accelerates D- vibrates.
6- Sharks must swim all the time to avoid sinking.
A- swiftly B- constantly C- vigorously D- precisely.
7- The white blood cell count in one’s body may fluctuate by 50 percent during a day.
A- Multiply B- vary C- decrease D- diminish.
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8- One of the advantages of wheat is its ability to grow in areas of limited rainfall.
A- Competence B- capacity C- likelihood D- cleverness
Activity (2): Identify the automatic linking devices in the following pairs of sentences:
1234-

People like peace. Yet peace seems impossible.
He feels that he must have this own automobile. Sharing the family car is problematic.
I am very fond of Iraqi food. Last April, I stopped at a restaurant and ate a dish of kebab.
The automobile engine was not work properly. Later, they learnt that there was dirt and water
in the carburetor.
5- The dog moved its tail. Then it attacked the cat.
General Test on Synonyms
Choose the word or phrase which is closet in meaning to the underlined word or phrase:
1- These housing projects must be designed and built according to very strict criteria.
A- Locations B- contrasts C- relations D- standards.
2- The committee is expected to adopt his suggestions.
A- Anticipate B- reachable C- probable D- acceptable.
3- Life in the forest is a constant battle for survival.
A- Fight B- struggle C- option D- trial.
4- The store was known for its very notable objects. I searched and searched, but everything
appeared ordinary. I found nothing unusual to buy.
A- Valuable B- expensive C- remarkable D- smart
5- Helen listened to Frank’s explanations in utter amazement.
A- Unspoken B- complete C- angry D- unique.
6- Fish abound in this small stream.
A- Are scares B- are dead C- are plentiful D- are rare.
7- Raw materials are abundantly available in Great Britain
A- Scarcely B- plentifully C- precisely.
8- Most teenagers think their actions are mature.
A- Grown up B- serious C- intelligent D- childlike.
9- There is an acute shortage of petrol.
A- Inadequate B- severe C- inevitable

D- drastic.

10- The new teaching aids will facilitate learning in a short time.
A- Make difficult B- make profitable C- make effective D- make easier.
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Session 11
Coherence
Dear student: Upon the completion of this session you are expected to:
1- Define coherence.
2- Use coherence in writing correctly.
2- Understand the meaning of coherence.
Coherence Defined:
The meaning of “coherence” in the English Dictionary is the state or situation when the parts of
something fit together in a natural or reasonable way. e.g.:
- There was no coherence between the first and the second half of the movie.
1- Coherence in writing is the logical bridge between words, sentences, and paragraphs.

Coherent writing uses devices to connect ideas within each sentence and paragraph.
2- Coherence in writing an essay: Coherence refers to a certain characteristic or aspect of

writing. Literally, the word means "to stick together." Coherence in writing means that all the
ideas in a paragraph flow smoothly from one sentence to the next sentence.
3- Coherence of a text: Coherence is a term of text linguistics used to refer to sense relations
between single units (sentences or propositions) of a text. Due to these relations,
the text appears to be logically and semantically consistent for the reader-hearer.
4- Coherence in a paragraph is the technique of making words, phrases, and sentences move
smoothly and logically from one to the other. In other words, the ideas are so interwoven and
"glued" together that the reader will be able to see the consistent relationship between them.
Examples of coherence:
Dear student: note that grammatically is not the only condition for successful communication:
(1)- A: what is your name?
B: Well, let's say you might have thought you had something from before but you haven’
got anymore.
On the surface of it (1) constitutes an adjacency
Pair: a question followed by an answer in the form of a statement. But any native speaker will
judge this exchange to be odd. B’s utterance has no meaning in this context; it is irrelevant.
The mere fact of utterances following each other is no guarantee of appropriacy or strictly
speaking coherence. Clearly in the case of the schizophrenic discourse in (1) above, the principle
of coherence has been violated. Intuitively, native speakers can distinguish coherent talk from
incoherent babbling. As pointed out above, conversation, like discourse in general, is said to be
governed by the coherence principle. Suffice it at this point to make some basic remarks about
the notion of coherence in conversation.
(i) Coherence is strongly linked to the situational context in which conversation takes place.
However, if the context surrounding this utterance is made known, a logical to immediately
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become obvious. Consider the following data from Mey (1993:240) and his comments on the
data:
(2)- A: What’s the time?
B: (a) Eleven.
(b) Time for coffee.
(c) I haven’t got a watch, sorry.
(d) How should I know?
(e) Ask Jack.
(f) You know bloody well what time it is
(g) Why do you ask?
(h) What did you say?
(i) What do you mean?
Of all the answers, only the first two properly qualify for the coherence test (request for
information- compliance by giving information). However, this does not make the rest of the
answers irrelevant, in as much as they all make sense in some current context. For example, take
the (coffee) reply: people usually have coffee at the same time everyday; hence (time for coffee)
equals some, more or less precise, indication of real clock time.
In normal conversation even totally unexpected answers come as no once we are able to place
them in their proper context. After all, a response that does not make sense to a bystander may be
interpreted with no difficulty by the person this response is direct to. This is obviously due to the
background knowledge shared by the participants.
(ii) Coherence in conversation is also linked to the speaker’s and listener’s interpretation.
Consider, for instance, the following utterance which a husband directs to his wife at a party or a
dinner:
(3)- A: It’s getting late.
Among the wife (s) possible answers, we could imagine at least the following three (cited in Mey
(1993:250).
B: (a) Are you really that bored?
(b) Do you want to go home?
(c) So?
Before any attempt to interpret the wife(s) possible replies in (4), it is essential to interpret the
husband(s) initial remark. What does he exactly mean? On the surface, it looks/ sounds an
innocent statement …no traces of complaint or boredom, etc. however, the illocutionary force of
this statement may be a SUGGESTIN, a REQUEST, a WARNING, a REMINDER, etc.
(iii) Coherence is culture-bound. What may sound as a coherent response in a certain culture
may not make sense in another. Consider the following anecdote narrated by Jacob Mey, the
author of pragmatics. Professor Mey, a professor of linguistics at Odense University in Denmark,
was visiting Japan. Examine the following conversation he had with a Japanese attendant and his
comments on the incident:
(4)- Tourist: Is there a toilet around here?
Attendant: You want to use?
Tourist (somewhat astonished): sure I do.
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Attendant: Go down the steps.
Dear student: Now do the following exercise:
Activity (1):
1. Why was the tourist astonished?
2. Can you elucidate the misunderstanding(s) involved?
3. What can we learn from this exchange?
The important generalizations about coherence are the following:
Discourse in general is governed by the principle of coherence. This term is used in an abstract
sense in that it does not refer to a specific principle. It is like saying communication should be
meaningful and purposeful. Native speakers can easily distinguish between a coherent piece of
conversation from a non-coherent one.
Coherence is subject to the listeners understanding of the situational context surrounding the
speech event.
In normal conversation even totally unexpected answers come as no surprise, once we are able to
place them in the proper context.
The context in which an utterance is made that facilitates its interpretation, to be able to interpret
an utterance and then to decide whether it is logically related to a preceding utterance, we need
to look at the context in which the two utterances were produced.
Of particular relevance are the participant’s factors:
(i) The relative status of the participants and their perceived rights to make, for instance,
complaints or orders.
(ii) The physical and psychological setting including specific details such as the weather
condition prevailing when an utterance is produced.
(iii) The tone, manner or spirit (i.e. key) in which an event or a text is produced (serious,
sarcastic, humorous, etc.)
Dear student:
Consider the following two pairs of examples cited in Graddol et al, (1993:204):
Example:
1- Speaker A: It’s cold in here.
Speaker B: The door’s open.
2- Speaker A: It’s cold in here.
Speaker B: The light’s on.
Out of context, a native speaker judgment would in most cases be that the question and answer in
example (1) cohere whereas they do not in example (2). In (1) but not in (2) we can see how B’s
utterance follows from A(s). B’s utterance in (1) may be interpreted as explanation of A’s
observation. But things are not as simple as that. Under a different interpretation the pair in (2)
may be assumed to constitute a coherent text. Indeed, Graddol et. al argue that out of context, it
is not entirely unfeasible to assume that A’s utterance is a complaint that the fire has not been lit
and that – in this case- B’s utterance is an explanation why it was not necessary to lit the fire.
These are all speculations, but what counts are the context and the knowledge shared by the
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participants. To sum up, what seems to be a simple statement or question may function in an
entirely different way in a particular context.
Activity (2):
Comment on the following pairs of sentences. Which pair is more coherent?
1- A: John needs some money.
B: He went to the bank.

2- A: John wanted to get out of the water.
B: He went to the bank.
Activity (3):
Comment on the two pairs of sentences below. Do they express the same logical relation?
1- A: John cried.
B: Max kicked him.
2- A: John cried.
B: Max kicks him.
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Session 12
Coherence and Cohesion
Dear student: Upon the completion of this session you are expected to:
1- Use coherence and cohesion in writing correctly.
2- Understand the relationship between coherence and cohesion in writing the paragraph.
To exemplify the relationship between coherence and cohesion in writing the paragraph students
have to understand that:
1- A paragraph develops only one idea. All sentences should join forces towards the
development of this one idea, particularly in terms of content. In other words, no sentence is
irrelevant. This means that the deletion of any sentence will impair the conceptual unity of
the paragraph.
2- A paragraph is not a string of sentences produced by a talkative child in narrating something
as in the following hypothetical example:
Example (1):
-

I saw Uncle Tom.
He was in the supermarket.
He gave me a chocolate.
He is very nice.
I like him Dad.
I want to go to his house.
Please Dad, let me go.

In terms of content there is no problem with the above string of sentences. The sentences
constitute a coherent topic which can be represented in the following way from a pragmatic point
of view:
Example (2):
Function

Realization

1- Informing (Background)

12345-

2- Evaluating
3- Requesting

I saw Uncle Tom.
He was in the supermarket.
He gave me a chocolate.
He is very nice.
I like him Dad.

6- Let me go to his house, please Dad.

Secondly, all the sentences in (1) are grammatical. But this sting of sentences cannot be typical
of a competent conversant. An adult conversant may produce something like the following:
Example (3):
-

This morning I saw Uncle Tom in the supermarket and he gave me a chocolate.
He is such a nice person. In fact, I like him very much.
By the way, I (d) love to go to his place, if you don’t mind.
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If we compare the utterance in (1) with those in (3), we notice those in (3) are linked together by
means of words and expressions such as and, in fact, by the way. These are the cohesive devices
which make the constituents of the text cohere with one another.
Dear student: note that:
1234-

A text is a unit of language use.
A text may be spoken or written.
A text may be short or long .. from a greeting to a whole novel.
A text has texture, and this is what “distinguishes” it from something that is not a text.
Texture refers to cohesion within a text.

Activity (1):
Compare the following two paragraphs in (4) and (5) below and answer the following questions:
1- Which paragraph is more coherent?
2- How would you describe the other paragraph (i.e. the less coherent)?
You can do this by answering the following questions:
A- Does this paragraph have a topic sentence?
B- Are the sentences that follow clearly related to the topic sentence?
C- Is the paragraph unified?
D- Does the reader encounter any difficulty in following the writers' train of thought?
E- What is wrong with this paragraph?
F- What devices are used in the more coherent paragraph to make it so (more coherent than the
other one)?
First paragraph
The ancient Egyptians were masters of preserving dead people’s bodies by making mummies of
them. Mummies several thousand years old have been discovered nearly intact. The skin, hair,
teeth, fingernails and toenails, and facial features of the mummies were evident. It is possible to
diagnose the disease they suffered in life, such as smallpox, arthritis, and nutritional deficiencies.
The process was remarkably effective. Sometimes apparent were the fatal afflictions of the dead
people: a middle-aged king died from a blow on the head, and polio killed a child king.
Mummification consisted of removing inside and out, and then wrapping the body in layers of
bandages.
Second paragraph
The ancient Egyptians were masters of preserving dead people’s bodies by making mummies of
them. In short, mummification consisted of removing the internal organs, applying natural
preservatives inside and out, and then wrapping the body in layers of bandages. And the process
was remarkably effective. Indeed, Mummies several thousand years old have been discovered
nearly intact. The skin, hair, teeth, fingernails and toenails, and facial features are still evident.
Their diseases in life, such as smallpox, arthritis and nutritional deficiencies, are still
diagnosable. Even their fatal afflictions are still apparent: a middle-aged king died from a blow
on the head; a child king died from polio.
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Session 13
Summarization
Dear student: upon the completion of this session you are expected to:
1- Write a summary that is concise and includes the most important information from an
entire passage.
2- Write a summary of “The Rivals” play by the end of the semester.
Summarization is one of the most difficult strategies for students to master and one of the hardest
to teach. Effective teaching of summarizing requires multiple modeling sessions and many
opportunities to practice. However, it is worth persisting with, as it is an extremely useful
strategy for students to master as they go on to study at higher levels. Cameron (2009:12)
Today we will learn how to summarize what we read. A summary is a shortened version of the
original text, and it contains only the most important points, the main ideas and important details
and is structurally similar to the original text. I will use a scene from "The Rivals" play as
stimulus.
I am going to show you several written summaries of the scene or text read and I want you to
pick the best summary. Note: A good summary will be a shortened version of the scene or text
and will include only the most important information.
- Show students several correct examples and incorrect examples of good summaries of the
scene/text. Correct examples should be short summaries that include only the most important
points. Incorrect examples can be lengthy and/or include information that is either irrelevant or
too general.
- Discuss each summary with the class and identify whether each statement is an accurate or
inaccurate summary of the scene. Elicit discussion to emphasize the reasons that non-examples
are not good summaries.
According to Denton, Bryan, Wexler, Reed, and Vaughn (2007:125, the following chart shows
the procedures for writing a summary:
What is a summary?
A shortened version of something that includes only the most important details
HOW TO WRITE A SUMMARY
STEP 1 LIST the main ideas for each paragraph in the text.
STEP 2 UNDERLINE the main idea statements that include the most important ideas from the
text.
STEP 3 COMBINE any ideas that could go into one sentence.
STEP 4 NUMBER the ideas in logical order.
STEP 5 WRITE your summary in one paragraph.
STEP 6 EDIT your summary.

151

Today we are going to write a summary.
Step 1: LIST the main ideas for each paragraph in the passage. Let’s look at the statements we
wrote. Ask students to read a main idea statement.
Step 2: UNDERLINE the main idea statements that include the most important ideas from the
passage. I looked at each main idea statement again and discussed with the class which main
ideas to keep, which to leave out, and why. Constantly remind students that only the most
important information goes in the summary. Deciding which ideas are important.
Only those main idea statements that contained the most important information have been
selected.
Step 3: COMBINE any ideas that could go into one sentence. ‘Think aloud’ as you read the
statements and identify some that could be combined into a single sentence. I discuss these
decisions with the students.
Step 4: NUMBER the ideas in a logical order. Read the main idea statements and decide how to
put them in order so they make sense.
Once the important statements have been underlined, the ones that go together combined, and all
the remaining ideas numbered in an order that makes sense, the summary can be written. The
summary should be only one paragraph long. Continue to’ think aloud’ as you write on a
summary that is several sentences in length, is a shortened version of the passage, and contains
the most important information from the passage.
The last step is to EDIT the summary. To edit is to check for correct capital letters, punctuation,
spelling, and, most of all, whether the written summary makes sense. Checking spelling,
punctuation, and spelling one at a time. Finally, be sure to read the entire summary to be sure it
makes sense.
Activity:
-

Summarize the first scene from “The Rivals” play.
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Session 14
Paraphrasing
Dear student: upon the completion of this session you are expected to:
1- Write a paraphrase of the second scene of “The Rivals”.
2- Write a paraphrase of “The Rivals” play by the end of the semester.
Paraphrasing is a “rewording of part or all of a text, stating its meaning in another way.” Its
purpose is to help the student understand the original text more fully. Paraphrasing is an
important strategy which students can use in order to ensure that they have properly understood
the material which has been studied. I began by teaching students a six-step approach to
paraphrasing.
Step 1- Read the passage to be paraphrased.
Step 2- Circle any words or phrases you do not understand.
Step 3- Use the dictionary or glossary for the definition of the word or phrase.
Step 4- Read the passage again placing your definition of the unfamiliar words in the phrase.
Step 5- Read through the passage. Translate the phrases into your own words.
Step 6- Review your paraphrase, looking for errors and completeness.
To incorporate paraphrasing into drama lesson plans, I have used the second scene from "The
Rivals" play, and ask students to read the scene twice carefully, Circle any words they do not
understand, use the dictionary to definition the new word, read the passage again placing their
definition of the unfamiliar words in the scene, review their paraphrase, looking for errors and
completeness. Initially, my students did not enjoy this learning exercise, but as they acclimated
themselves to the exercise, they found that these steps served as an invaluable tool in organizing
their reading and helped them to better prepare for their tests and quizzes.
After reading the second scene of "The Rivals", the students were asked to circle all of the
vocabulary terms which they did not understand and underline the main ideas in each paragraph
using a highlighter. Then the students were asked to paraphrase each paragraph using the six-step
approach to the paraphrasing technique outlined previously.
By learning paraphrasing techniques, my students became better equipped to handle difficult
writing assignments and were more successful at paraphrasing the paragraphs.
Activity:
1- Write a paraphrase of the second scene of “The Rivals” play.
2- Write a paraphrase of “The Rivals” play by the end of the semester.
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Appendix (E)
Students' Writing Performance in the Pre Test
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Appendix (F)
Students' Writing Performance in the Post Test
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Appendix (G)
Students' Academic Writing Skills Rubric
Traits

Scoring Criteria
Inadequate ≤ 69

Adequate 70-89≥

Excellent 90 ≥

1-

New words,
Phrases,
Idioms, and
expressions

There is poor or
inappropriate use of
new words, Phrases,
Idioms, and expressions
as evidence or support.
The words used do not
clearly support the main
subject.

There is appropriate
use of new words,
Phrases, Idioms, and
expressions as evidence
or support. The new
words used to support
the central point are
well chosen, though not
particularly rich or
detailed.

There is outstanding use
of appropriate new
words, phrases, idioms,
and expressions as
evidence or support. The
new words, phrases,
idioms, and expressions
used to support the
paragraph is rich,
detailed, and well chosen.

2-

Structure

The paragraph is poorly
organized or fails to
include an introduction,
body, or conclusion.
The introduction does
not describe the subject
accurately. It is difficult
to follow which claims
are being used as
evidence and how that
evidence is supposed to
support the thesis. The
conclusion is missing or
is merely a restatement
of the introduction.

The paper is well
organized and contains
an introduction, body,
and conclusion. It is
generally easy to
follow which claims
are being used as
evidence and how that
evidence supports the
thesis. The paper uses
the conclusion to tie up
loose ends. Overall, the
response is focused on
a central theme, and
although the focus may
stray occasionally, the
author’s intentions are
clear.

The paper has excellent
organization and contains
a clear introduction,
body, and conclusion.
The introduction
highlights the subject and
makes it clear how the
paper will get to this
conclusion. The body
makes clear which claims
are being used as
evidence and how that
evidence supports the
paragraph. The
conclusion clearly sums
up the paper and ties up
loose ends. Overall, the
paper is tightly focused
on the paragraph and is
easy to follow and
understand.

3-

Mechanics and
Punctuation

The paper has frequent
mistakes in
capitalization and
spelling; punctuation is
often missing or
incorrect.

The paper has some
mistakes in
capitalization, and
spelling; there are
limited punctuation
mistakes.

The paper has few or no
mistakes in capitalization,
and spelling; there are
virtually no punctuation
mistakes.

4-

Cohesions

Connections and
transitions between
paragraphs are poor,
haphazard, or missing.
Also, it is unclear how
each paragraph

Connections and
transitions are present
between most
paragraphs and are
generally effective.
Also, most paragraphs

All paragraphs move
naturally from one to the
next. Connections among
paragraphs are clearly
articulated and the
transitions are effective.
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Traits
connects to the thesis.

Scoring Criteria
clearly relate to the
thesis.

All paragraphs directly
relate to the thesis.

5-

Coherence

Many sentences are
incomplete and/or
ungrammatical. In
many paragraphs, there
is not a distinct or
coherent point; topic
sentences are missing
or unclear in a number
of paragraphs

Most sentences are
complete and
grammatical. Most
paragraphs have one
distinct and coherent
point; for the most part,
parts of each paragraph
connect logically and
effectively.

Virtually all sentences are
complete and
grammatically correct.
Every paragraph makes
one distinct and coherent
point, expressed in a clear
topic sentence; parts of
each paragraph connect
logically and
persuasively.

6-

Cohesion

Sentences may be

Sentences are

Sentences connect

Poorly connected.

Sufficiently connected.

Naturally and

Cohesive devices

Cohesive devices are

logically. Cohesion

Are missing, and/or
they are

used, but they may be
occasionally

is achieved in such a way
that it attracts no

mechanically or

mechanical or

attention.

repetitively used.

repetitive.

7-

Summarization The text is inaccurately
summarized.

The text is adequately
summarized.

The text is accurately
summarized.

8-

Paraphrasing

Sentences are often
copies of the original
sentences.

Sentences have been
put into own words.

The text is accurately
paraphrased.

9-

Correct
Grammar

Does not know the
concept of grammar

The grammar
knowledge is known
but sometimes it is
incorrect

Excellent grammar skills,
does not make mistakes
with respect to sentence
formation and tenses

10- Punctuation

Does not know the
usage of punctuations

Makes few mistakes
while writing
punctuations

Exactly uses the
punctuations without any
mistakes

11- Correct
Spelling

Does not have the
knowledge of the
spellings of common
words

Knows the spellings
but sometimes makes
silly mistakes

Has the knowledge of all
the spelling and its
appropriate usage
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Appendix (H)
Samples of Lectures’ Activities
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