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Abstract 
 

 
Recent studies stress the benefits of using drama activities in the L2 classroom to improve oral 

skills, based on qualitative analyses rather than on empirical evidence. This thesis explores, 

through quantitative analysis, whether or not role-plays can enhance L2 acquisition of Spanish, 

in particular vocabulary acquisition and fluency development. To address this issue, 56 

participants were divided in three experimental groups: a) Control group; b) Experimental group 

2, only memorized three scripts; c) Experimental group 3, memorized and embodied scripts. To 

analyze the effects, data were collected through the following instruments: pre-test and post-test 

to assess their Spanish level, production of target vocabulary and structures during role-plays and 

a final interview and, the perception of native-speaker instructors. Findings obtained from this 

research show that, although drama activities create a safe classroom environment for oral 

production, the exposure to these activities had no impact in participants’ oral production or 

vocabulary learning. 
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I. Introduction 
  

In the past 20 years research in SLA has been focused on how to improve second 

language (L2) learners’ oral communication skills. This was mainly triggered by the adoption 

of the Communicative Language Teaching Approach in the foreign language classroom 

(Ommagio 2000). As its name suggests, the main goal of this approach is that L2 learners 

develop their communication skills and, ultimately, their communicative competence in the 

target language. 

 Similarly, the philosophy of the American Council on the Teaching Foreign 

Languages (ACTFL, 1996) has stressed the importance to educate students "to communicate 

successfully in a pluralistic American society and abroad" (p. 2). Furthermore, ACTFL’s 

“content standards,” state  "what students should know and be able to do in foreign language 

education,” specifically noting that communication is "the heart of a second language study" 

(p. 3). Therefore, in terms of ACTFL, the objective is not only to learn how and what, but 

why, who and when to use the L2. In other words, students must be aware of the importance 

of communicating meaningfully and appropriately in order to achieve effective 

communication with native speakers. 

  Omaggio (2000) points out that more activities should be created in the second 

language classroom that teach students how to communicate with accuracy, more fluently 

and in a precise manner.  Bearing in mind the proficiency goals that Omaggio mentions (p. 

91), these activities should provide learners with opportunities to practice using the language 

in similar contexts to which they will encounter in the target culture, as well as allowing them 

to practice different tasks that they might need to manage in the target culture. It is in this 
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aspect of L2 acquisition that the application of drama techniques might be used to foster the 

acquisition of cultural pragmatic aspects embedded in the language.   

 The purpose of this study is to explore whether or not drama techniques can serve to 

enhance L2 acquisition of Spanish in the foreign language classroom, in particular the 

acquisition of vocabulary and the development of fluency in oral production. In addition, the 

present research aims to test the validity of the hypothesis on the positive effects of drama 

techniques in L2 acquisition through a quantitative analysis instead of relying solely on a 

qualitative analysis, as seen in previous research. 
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II. Second Language Acquisition from Theory to Practice 
  

Spanish is the second language of the United States, the 2011 US census shows 

(Ryan, 2011, p. 3). As a result, Spanish continues to be one of the most popular languages at 

the college level. Moreover, many disciplines have a language requirement for their major 

and students tend to choose Spanish. This preference could be because their familiarity with 

the language through high school or because they see the potential benefits learning Spanish 

might have in their professional future.  

 Furthermore, as learning a Second Language becomes a necessity in our global 

economy, it is crucial for instructors to familiarize themselves with different methodologies 

and their benefits. In the following section, a brief overview of relevant methodologies and 

approaches will be presented in order to create a theoretical framework for the present 

research.   

 

II.1 The Communicative Approach 
 
 The ultimate goal of languages is to communicate with other people. Learning a new 

language develops not only our awareness of a foreign culture but also its relation with our 

own culture. Therefore, understanding a new language and its culture fosters not only our 

growth as individuals but also our understanding of what it is to be part of a global 

community. 

 In the late seventies, Second Language (L2) teaching methodology shifted from 

traditional teacher centered methods towards the communicative approach. This new 

approach looked for more interactive, action oriented, contextualized exercises and teaching 

practices. The new goal was to enable students to achieve a communicative competence and 

to produce with accuracy. Within this approach, elements such as the context of 
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communication, verbal and even nonverbal languages became relevant when teaching the 

language.  

 With this approach teachers should guide students to develop their communicative 

competence. As Hymes (1971) stated, the communicative competence is reflected in the 

ability of the speaker to decide on the “What, Where, How and Why” of her/his speech in 

order to make their speech a meaningful social activity (p.11). In other words, and as Ronke 

(2005) explains, the communicative competence enables the speaker to know “the grammar 

rules, to have the ability to give and receive information, the ability to respond to a social 

context with appropriate usage and the ability to perform in a communicative setting” (p. 59). 

 The adoption of the communicative approach in the foreign language classroom 

meant traditional methodologies had to change to adapt to this new approach in order to 

achieve its primary goal: the development of speaking and listening abilities. Under this new 

approach, students learned not only the linguistic aspects of a language but also how to use it 

and how to communicate with others. Thus, the role of the teacher became fundamental in 

order to provide materials for conversation and creating situations (contexts) where authentic 

communication could be achieved.  

 Furthermore, communicative activities should simulate certain aspects of a real 

communication but in a safe environment, such as the classroom, that will lead the student to 

understand the material shown. Moreover, topics of conversation should be related not only 

to the book, but also to various social or communicative settings related to the target culture 

in order to improve their social and cultural comprehension.  

 The communicative approach also addresses more pragmatic aspects of 

communication, such as enabling learners to speak appropriately in different situations. This 

appropriateness might be fundamental when talking to a native speaker to avoid a breakdown 

in communication. Hence, instructors need to create learners’ awareness that there are other 
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aspects involved in speech production, such as nonverbal communication. For example, we 

speak to solve problems, to get things, to control the behavior of others, to create interaction 

with others or to express our feelings. Moreover, when we are communicating we are also 

aware of the context, the relationship with our interlocutor, the time and other elements. 

II.2 Input and Output 
  

The previous section discussed the communicative approach on language teaching 

and the role of the instructor as a guide in the learning process, as well as the provider of the 

appropriate contexts for learners to use language to communicate. However learning a 

language is a complex cognitive process. Research on second language acquisition has 

stressed the importance of input and output processes, i.e., the language input learners receive 

and language learners produce or output.  

 Regarding input, Krashen (1982) proposes two hypotheses relevant for the present 

study, within his Monitor Theory: The input hypothesis and the Affective Filter hypothesis. 

The input hypothesis states learners should be exposed to comprehensible input (input + 1), 

that is, input that is “a little beyond” what they know (p. 23). Within this framework, the role 

of context becomes very relevant because it helps learners comprehend the meaning of what 

is being said, even if they do not know all the grammar or vocabulary structures present (p. 

30). Hence, the focus is on the message and not on the form. In other words, input should 

expose learners to a natural situation as similar as it can be to the authentic use of the target 

language so the acquisition can take place. Task materials need to be meaningful to motivate 

learners to engage in the the task and use language.  

 Regarding output, Krashen states that “students are not expected to produce in the 

second language until they themselves decide they are ready” (p. 30).  Krashen’s views 

against learners’ premature production seem strongly related with his affective filter 
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hypothesis.  This hypothesis states how affective factors may influence the second language 

(L2) acquisition process. Krashen proposes three categories of affective variables: 

motivation, self-confidence and good self-image, and low anxiety. He believes that only 

when the learners are motivated, have self-confidence and their level of anxiety is low, 

acquisition can occur.  “Those whose attitudes are not optimal for second language 

acquisition will not only tend to seek less input, but they will also have a high or strong 

Affective Filter –even if they understand the message, the input will not reach that part of the 

brain responsible for language acquisition, or the language acquisition device (…)” (p. 31). 

 According to this hypothesis, in order for the acquisition process to succeed, 

instructors need to create a safe environment in the classroom that encourages their 

participation, e.g., using drama techniques in the L2 classroom might help learners keep a 

low affective filter and as a result, promote successful language acquisition.   

 In contrast to Krashen’s output views, researchers like Swain (1985) believe that 

interaction is an essential condition to acquire a second language and that this interaction can 

make the input comprehensible. Swain (1995) proposes three main production or output 

outcomes. First, output can help learners enhance fluency through practicing. Also, the author 

believes that  “output promotes noticing” (p. 125) since learners “notice the gap between what 

they want to say and what they can say” (p. 126). Therefore, if learners are aware of what 

they are missing, it might help them realize what they need to review or practice in order to 

succeed in the class.  According to Swain the second possible outcome is that output gives 

learners the opportunity to test their “linguistic well formedness hypothesis” and see if their 

production is right or wrong. Through different tasks leaners will try to produce what they 

think is correct. And the third outcome proposed by Swain is, the metalinguistic function of 

output in order to internalize their linguistic knowledge. In other words, the output not also 
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helps the students’ fluency, since he is practicing in the target language, but also makes him 

aware of what he knows correctly, where he is confused and what he is missing. 

 Swain claims that output requires a greater mental effort from students than input. 

With production they confront problem-solving situations where their lack of linguistic 

knowledge shows up and “they need to create linguistic form and meaning and in so doing, 

discover what they can and cannot do” (Swain, 1995, p.127). In other words and to conclude 

with the output hypothesis, as Swain states, output “provides de opportunity for meaningful 

use of one’s linguistic resources” and therefore “one learns to speak by speaking” (Swain, 

1985, p. 248).  Thus, Swain encourages that learners produce or be “pushed” to produce 

comprehensible output (Swain, 1985, p. 249).  

 As Swain states both comprehensible input and output play an important role in 

Second Language (LA) (1985, p. 236). Therefore instructors should encourage both 

processes, input+1 but also output + 1, in order to foster acquisition. However, this is not 

possible if the instructor doesn’t create a safe environment in the class, or an affective space 

as Piazzoli describes (2011, p. 562), and develops activities that will encourage students to 

produce, while having a low affective filter. 

 Next section describes the teaching approach used in the elementary classes where the 

present study was conducted: the task based approach. 

II.3 Task-based Approach 
  

The present study was conducted as part of the instruction of elementary classes at 

Auburn University. The book used in these classes is Gente and it is a task-based approach. 

Therefore, this section describes this approach in terms of its main characteristics, benefits 

and drawbacks.  
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 Three main approaches to task-based language teaching has been proposed in the 

literature by Long (1985), Skehan (1998) and Ellis (2003), as pointed out by Ellis (2009). 

Nonetheless, Hismanoglu and Hismanoglu (2011) believe that all of them have in common 

that “they all stress the characteristic of tasks in establishing contexts for natural language use 

and that they focus on form” (p. 48). However, one may ask what a task exactly is. As Ellis 

(2003) explains:   

 A task is a workplace that requires learners to process language pragmatically 

in order to achieve an outcome that can be evaluated in terms of whether the correct 

or appropriate propositional content has been conveyed. To this end, it requires them 

to give primary attention to meaning and to make use of their own linguistic 

resources, although the design of the task is intended to result in language use that 

bears a resemblance, direct or indirect, to the way language is used in the real world. 

Like other language activities, a task can engage productive or receptive and oral or 

written skills and also various cognitive processes (2003, p. 16). 

 In other words, tasks will focus primarily on meaning and will have a context similar 

to real life. In order to develop these activities, there has to be an information “gap” that 

students need to solve to continue the conversation and they will need to rely on their 

linguistic and non linguistic resources to do this activity. Therefore, task-based language 

teaching focuses on creating communicative and meaningful tasks that will help the learner 

enhance communication and social interaction skills. The principal objective of this approach 

is to present opportunities for students to practice the target language through these practical 

and functional learning activities that have a meaningful purpose. Ellis (2009) distinguishes 

two types of tasks:  unfocused and focused tasks. “Unfocused tasks are tasks designed to 

provide learners with opportunities for using language communicatively in general. Focused 

tasks are tasks designed to provide opportunities for communicating using some specific 
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linguistic feature (typically a grammatical structure)” (p. 223). However, although focused 

tasks are directed to the used of a particular structure, they are different from traditional 

grammar exercises in that they always have to have an outcome and a context. In other 

words, the “grammar structure” will be included but not explicit. 

 Also, as Ellis states, tasks can be used for “input providing” and also for “output-

prompting” (2009, p. 224). Thus, this approach can be of use to develop all four 

communicational skills.  

 Task-based language teaching has several benefits for L2 acquisition, as Ellis (2009) 

states: it provides the “students” the opportunity for a natural learning in a classroom context; 

it stresses meaning over form but it can also emphasize form; “students” are motivated; it is 

primarily student-centered but it also allows teacher’s input and guidance; it contributes to 

improve communicative fluency without disregarding accuracy and it can be combined with 

a more traditional approach (p. 242). 

 Nonetheless, task-based approaches to teaching have some drawbacks, as pointed out 

by Himanoglu and Himanoglu (2011). First, the resources needed beside the textbook and 

which the teachers would need to create and provide. Second, this approach relies on the 

creativity and the time of the instructor to develop and present those tasks. Third, instructors 

might face learner rejection to these types of activities because they are used to more 

traditional approaches.  

 Regarding the first two drawbacks, to implement task-based activities instructors have 

to make decisions and design which type of activities should be included.  Moreover, task-

based activities follow a sequence to guide the learner in the process, as explained by Ellis 

(2009). This sequence is described in three phases: pre-task phase, the main task phase and 

the post-task phase. The implications of this approach are then that, before performing the 
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main tasks learners need to be prepared and familiarized (through the pre-task phase) with the 

topic and/or the language models included in the main task. After the main task, the instructor 

might want to highlight how the task pertains to real life (through the post-task phase), 

showing learners the purpose of the task and review and practice the language structures 

covered. Linking tasks to real life is essential for this approach given the fact it is not 

conceived as language-based only but also as a means to understand the social context that 

surrounds the activity.  

 To help instructors with the implementation of task-based activities in the classroom, 

Ellis proposes several principles: 

- Tasks must be adapted to the proficiency level of the students 

- Tasks need to be trialed and revised to be sure they contribute to the purpose of the course 

- Teachers need to understand what the task is 

- Teachers and students need to understand the goal of using tasks in the class and the 

benefits for improving their communicative skills 

- Teachers should be involved in the design of task materials 

 In addition, Task-based Language Teaching (TBLT) “aims to create a context in 

which grammar can be acquired gradually and dynamically while at the same time fostering 

the ability to use this grammar in communication,” as explained by Ellis (2009, p. 238). That 

is, TBLT gives a great importance to the role of context and does not focus exclusively on 

grammar structures as other SLA traditional methodologies. Then within this approach the 

introduction of drama techniques, such as role-plays, could play an important role on the 

creation of task-based activities. Moreover, theatre tasks are always embedded in a context 

and involve authentic situations with authentic vocabulary and body language, similar to 

what a real situation could be, as TBLT advocates. Therefore, in these types of tasks learners 

are not focused on the form –memorizing verb conjugations or words– but instead, they are 
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learning these by understanding the context of a situation, learning the language meaningfully 

since they are applying those structures and words to a real task.  

 Finally, regarding the third drawback listed by Himanoglu and Himanoglu (2011), 

learners ‘rejection of task-based activities, Ellis proposes that one option is to train or 

familiarized the learner on this type of tasks. In addition, he suggests that planning is vital to 

the success of a task; therefore learners should be given enough planning time for each task. 

In this respect, drama techniques might help learners overcome this negative attitude about 

task-based activities since preparing for them necessarily involves team collaboration. 

II.4 Cooperative Learning 
 

Second language instructors often encounter in the classroom students who are not 

fully motivated to learn the target language or who do noT feel comfortable participating in 

task-based activities where they have to produce an output. The incorporation of the 

Cooperative Learning (CL) technique in the L2 classroom might serve to alleviate these 

issues, by encouraging learners to collaborate within a group for a common goal. Johnson 

and Johnson (n.d) define Cooperative Learning (CL) as “the instructional use of small groups 

so that students work together to maximize their own and each other’s learning” ( p. 2). In 

other words, the basic elements of CL are that students work together in small groups to 

achieve a final goal: learning an academic subject. Thus, the teacher becomes a facilitator 

that presents an activity or task that students will have to discuss and develop together. 

Students are responsible not only for their individual outcome but also for the outcome of the 

entire group. Moreover, all group members should accomplish the goals, and as a result, there 

is an attitudinal shift on the members of the group, i.e., team members ask for help, explain 

and motivate other members so they all succeed.  Therefore, the two essential conditions of 

CL are that there has to be a group goal, and also its success will depend on the individual 
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learning of every member, as stated by Slavin (1988). That is, there must be individual 

accountability as well as group accountability. In other words, promoting cooperative 

learning and an individual student achievement as well. In addition, Slavin (1991) points out 

the importance of the idea of  “equal opportunity for success” within CL, which means that 

each member will be able to contribute to the team as long as she is improving from one 

performance to another. The objective is that everybody does his best performance at the end 

(Slavin, 1991, p. 73). 

 Jacobs, Power and Loh (2002), in their book The Teacher’s Sourcebook for 

Cooperative Learning: Practical Techniques, Basic Principles, and Frequently Asked 

Questions, describe the benefits students might obtain from the use of CL, based on the 

results of previous studies. These benefits are the following:  

- Students can improve their academic achievement 

- There is a more active involvement in learning 

- More motivation 

- Students have more responsibilities for their own learning 

- There is an improvement in interethnic relations and acceptance of academically 

challenged students 

- There is an improvement in time needed to realize the tasks 

- Students improve their collaborative skills 

- They like school more 

- There is an improvement on students attitudes toward learning, school, peers and 

themselves 

- They increase their ability to appreciate and consider different perspectives 

- The teacher is able and has more opportunities to observe students learning and assess 

(p. XI)   
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 The introduction of CL techniques in the L2 classroom might serve to foster 

motivation as students work together for common and individual communicative goals. In 

addition, it might be conducive to empowering students in their own learning process due to 

the great responsibility they would be assigned not only in their own learning process but in 

their group members as well. This in turn, would help achieve a student-centered class, 

consistent the communicative approach.  Finally, the application of drama techniques (in 

conjunction with CL) might help promote CL showing students how to be autonomous, 

facilitating their learning and fostering communication and interaction between the students. 

 In both fields, Second language acquisition and theatre, cooperative work and 

organization is encouraged because, as Johnson and Johnson (n.d) state in relation to CL, 

working in a cooperative way encourages all group members to help and benefit from the 

work of each other instead of competing between them. Moreover, it makes them aware that 

they all share the same fate and that each person´s behavior can influence and is influenced 

by the rest. Through cooperative learning integration skills are fostered with the consequence 

that in the end the group is proud of working together and celebrate their achievements 

(Johnson and Johnson, n.d). Therefore, bringing activities from the theatrical field to the L2 

classroom seems to be desirable in order to help teachers create tasks (for example through 

role-plays) and develop learners´ CL, which has been found to bring positive outcomes in 

other disciplines. 
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III.  Applied Theatre in the Second Language Classroom 
 

 The word “drama” in Greek means “action”   

 The present study explores the possible benefits of the introduction of drama activities 

in the second language (L2) classroom. We have discussed the importance of both the input 

and the output in the acquisition of an L2, as well as the context in the communicative 

classroom. Moreover, approaches such as task-based and cooperative learning were discussed 

as possible alternatives to enrich classroom activities, through learning to work towards a 

common goal as a team. Similarly, the implementation of drama activities might serve to 

enhance the L2 classroom experience through body movements and/or role-plays. This 

section discusses how drama techniques can be implemented in the L2 classroom.   

 As stated by Ronke (2005), the use of theatre or drama activities in the language 

classroom started in the context of teaching English as a Second Language (ESL) and this 

discipline has developed a long history of research (p. 37). This research, although in a 

different discipline, can be used to inform L2 teaching practices. Interestingly, a closer look 

at oral production activities for L2 learners reveals a close connection between these 

exercises and what is understood by theatre and drama. For example, in the L2 classroom 

grammar structures and/or new vocabulary are introduced to the learners through reading 

dialogues and representing different roles. Similarly, it is not rare to see a teacher using Total 

Physical Response to demonstrate concepts or to try to explain to students what they need to 

learn. Furthermore, when students develop conversations they are following examples that in 

some way imitate real life dialogues. In conclusion, these examples show how certain L2 

activities already share a common ground with theatre.  

 Applied theatre or drama pedagogical activities in the L2 classroom is a growing field 

of interest. Perhaps one of the reasons is related to Michael Anderson and Julie Dunn´s 

(2013) book How Drama Activates Learning: Contemporary Research and Practice , where 
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they state that drama is “capable of adapting and transforming itself to activate many 

different types of learning by engaging its participants and audiences using approaches 

ranging from those normally associated with theatre to those that are more improvisational 

and processual in nature.” (p. 4) That is, drama activities can be used in different fields such 

as L2 teaching because its techniques can fit the goals of many disciplines. 

 Support for this idea is found in Susanne Even’s (2008) statement about the 

incorporation of drama pedagogy in a foreign language (FL) context. She asserts it is “is both 

a realization and an extension of communicative language teaching aimed at developing 

communicative (Canale and Swain, 1980) and interactional competence (Kramsch, 1986) in 

the foreign language” (2008, p. 162).  She also states that an important part of this pedagogy 

is that it combines “interactive language in use with heightened awareness of appropriate 

linguistic structures.” Moreover, Even believes that this pedagogy is unique since it involves 

both kinesthetic and emotional dimensions making students empathize with others but also 

having to involve their physicality.  

 Furthermore, Ronke (2005) draws a parallel between drama based techniques 

for FL and the communicative approach finding five common elements in both 

techniques: 1) students interact with each other; 2) activities are student centered; 3) 

learning is action oriented and students implication is a key element; 4) promote a low 

affective filter atmosphere in the classroom to be effective; and 5) utilize contextual 

and textual exercises.  

 The literature reviewed on the implementation of drama activities in the 

foreign language classroom seems to indicate that the implementation of these 

activities might have an effect on the following areas: 1) creation of a safe 

environment for students to collaborate; 2) student motivation; 3) students’ 

intercultural awareness; 4) students’ physical involvement; and 5) students’ oral 
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proficiency.  The following sections present a review of the literature on the effects of 

the implementation of drama techniques on each of these areas in order to establish a 

theoretical foundation for the present study. 

III.1 The effect of drama activities in the creation of a safe and 
collaborative environment. 
  

 The creation of a safe environment in the foreign language classroom is a key factor for 

learning to occur, as stated by Krashen’s affective filter hypothesis. Students usually feel 

afraid of producing in the foreign language in front of the class, their level of anxiety rises 

when it comes to participation and this might be one of the factors that contributes to the 

disparity between their performance and their linguistic competence, as Chomsky mentioned 

(1959). Thus, the creation of an environment where student anxiety won´t inhibit their 

learning process or influence negatively in their self-esteem is vital. Horowitz and Cope (in 

Piazzoli, 2011) identified three types of anxieties: communication apprehension, test anxiety 

and fear of negative evaluation from others (p. 562).  According to Piazzoli instructors should 

attempt to reduce these elements that provoke anxiety by creating an affective space where 

students feel no pressure and are capable of interacting and producing in the target language. 

This author states that “when the affective space is established, a supportive atmosphere 

enables participants to take risks within the drama that can trigger experimental learning” 

(2011, p. 562). Piazzoli ’s research confirms that this is possible through the incorporation of 

drama activities and that in an affective space students were capable of developing trust in 

their group and themselves. Moreover, she discusses the possibility of students increasing 

their spontaneous communication in the foreign language and being able to assume different 

roles and work in creating authentic contexts which motivated them. 
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 Similarly, Susanne Even (2008) argues how “the fictional context of drama situations 

serves as safety zone” where students and teenagers, who normally are shy and afraid of 

making mistakes, can work on their oral production (p. 163). That is, drama activities, in 

some way, allow students to enter into an imaginary situation where they are no longer 

students in a classroom but instead, roles in a situation, creating a distance where their 

confidence is bigger.  

 Regarding the creation of a collaborative learning environment, Piazzoli also mentions  

the importance of students´ collaboration, in line with the collaborative learning technique. 

Theatre is a collaborative art and therefore the use of drama techniques in the classroom will 

always entail the participation of more than one person. Thus, one of the primary things that 

can create this affective space is the collaboration between students to form a cohesive group 

or ensemble. The benefits of working on an ensemble will encourage students to speak out in 

front of the class, finding their own voice and possibly losing their inhibitions. The ultimate 

goal is to break their language block through a supportive environment and this might be 

achieved, as stated by several authors, through drama activities which will involve  

collaborative work. For example, Guilfoyle and Mistry (2013), suggest in their article that if 

students are in a supportive and interactive environment their level of acquisition and 

performance will be higher. Their study applies role-plays to improve listening and speaking 

performance since they believe that, as language is developed from social interaction, drama 

activities can bring all these items towards a supportive and interactive environment to the 

class (2013, p. 68). 

III.2 The effect of drama activities on students’ motivation 
  

 Another area that implementation of drama activities might have an impact is on 

students’ motivation.  Joe Winston (2012), referring to new classroom dynamics, says “once 
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again, the problem of interest, of motivation has not been automatically solved by new 

technologies and newly designed curricula” (introduction). Nowadays, we face the problem 

of the “core” classrooms, i.e., many students are enrolled in a language class not because they 

want to learn but because it is a requirement. However, an abundance of studies have clearly 

stated that the use of literature and drama in the class might serve to engage students in the 

learning process ( Collie and Slater (1987), Iandoli (1991), Selena Millares (2003), Ronke 

(2005) and Piazzolli (2011), among others). Collie and Slater (p. 4) argue that the 

incorporation of literature encourages students´ involvement and hence their motivation is 

greater. Thus, it stands to reason that if students´ involvement is greater, so are their initiative 

and creativity and as a result autonomous learning is feasible. Moreover, Millares (2003) 

believes that this type of activities trigger student’s curiosity while Iandoli (1991) asserts that 

this engagement is even bigger if students relate these activities with their own lives or they 

see a practical component in them. 

 Furthermore, it seems then that collaborative activities can motivate students, giving 

them a common goal where each of them has a responsibility that is vital to succeed. In 

addition, having the ability to communicate and to create dialogues with their classmates 

where they are physically active (using their body as well) might increase their creativity and 

imagination, turning the exercises into fun activities.  

 Although motivation can be internally generated, it can also be triggered externally 

through interesting activities that stimulate student interest and attention. Students are more 

motivated when they believe that what they learn or see has a practical application for them. 

In this respect, activities proposed within drama pedagogy can be motivating and have a 

positive effect on student motivation, as they resemble real life situations.  
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III.3 The effects of drama activities in the creation students´ intercultural 

awareness 
  

 Another area where the implementation of drama techniques might have an impact is 

on the creation of students´ intercultural awareness.  Activities resembling real situations in a 

foreign language, intrinsically entail the target culture. That is, students learning a language 

are also becoming aware and exploring a different culture. The importance of this awareness 

has been stressed on the American Council for the Teaching of Foreign Languages (ACTFL) 

five standards for foreign language learning as follows: Students must demonstrate “an 

understanding of the relationship between the practices and perspectives of the culture 

studied” (ACTFL). There seems to be consensus in the literature regarding the importance of 

understanding .how the target culture behaves, thinks or reacts. Mercuri (2002) states that 

language is the way to teach the culture and traditions of a society. With this goal in mind, 

theater might facilitate the development of students´cultural awareness. 

 Theatre activities are based on a communicative, interdisciplinary and 

collaborative approach to learning. As it can be seen, the combination of practicing 

language with the exposure to culture is given by these exercises. In the foreign 

language classroom, an effort should be made to select cultural relevant contexts for 

the dialogues, keeping in mind that the  goal is for students to acquire cultural 

competence making them aware of what they might find in real social interactions.  In 

addition, it is important for students to be able to relate their own lives with these 

exercises, as pointed out by Iandoli. In this respect, through the implementation of 

drama techniques, we are enabling students to understand better and to be capable of 

interacting with other cultures in the future by comparing the situations from one 

culture to another. As teachers we need to avoid stereotypes or mere data about 
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cultural components; we should encourage students to explore the differences and 

similarities and that is why the contexts provided by drama exercises can be so useful. 

If students participate in a role play, they are putting themselves in the shoes of others 

and their experience will enhance their linguistic and cultural competence acquisition. 

Typically, activities that involve drama include not only the context and the situation 

but also emotional reactions that allow students to examine behaviors and also be 

aware of their own communication style. 

 

III.4 The effect of drama activities for embodiment 
  

 This section explores how drama activities can include the nonverbal component and 

incorporate the body in the communicative interaction. In other words, embodying actively 

with our body the language. Typically, nonverbal communication is not emphasized in the 

second language classroom. As a result, students are expected to produce language sitting at 

their desks, with no awareness of what´s happening with their body. In this fashion learners 

are expected to concentrate exclusively on their linguistic performance and, therefore, are not 

fully communicating.  

 Previous studies on the effects of incorporating the body or nonverbal communication 

in the learning process, claim to be highly beneficial for acquisition. Moreover, Rivers (1987) 

states that we should understand interaction “in a context, physical and experimental, with 

nonverbal clues adding aspects of meaning beyond the verbal” (p.4). Then teachers need to 

create “lively attention” and active involvement among the students to foster and enhance 

their communication skills, as pointed out by Ronke (2005, p. 105). In other words, the 

embodiment of an argument or a text with their entire sensorimotor system can help students 

not only to develop their communicative competence but their cultural one as well.  
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 Furthermore, several studies have pointed out that experiences that are embodied 

might be retained better in our brain. In particular, Jennifer Parker-Starbuck (2014) states we 

learn through doing. Support for this hypothesis is found in cognitive research where 

“according to the embodied cognition framework, comprehension of language involves 

activation of the same sensorimotor areas of the brain that are activated when entities and 

events described by language structures are actually experienced” as shown in Vaci, 

Radanovic, Marmolejo-Ramos and Millin's (2014) research. In other words, the probability 

of retaining a particular linguistic structure is higher when learners relate language structures 

to an action that they have also experienced with their own body. Kleinschroth’s (1996) study 

showed that when body movements or actions were included in the learning material, 

students memorized better and forgot less (in Ronke, 2005, 159). That is learning in an active 

way and not only being exposed to a linguistic structure.   

 The studies reviewed indicate the benefits of using drama as a pedagogical tool that 

will entail an active learner’s participation with the use of the body to add to the 

communication message and to help him with the acquisition of new concepts. In this 

fashion, drama activities not only promote the acquisition of linguistic structure but also 

enhances learner motivation and interest since they are more engaged by experiencing the 

activity in a more active way, as explained by researchers such as Guilfoyle and Mistry 

(2013), Rebollo et. al (2012), Even (2008) and Ronke (2005).  

III.5 The effects of drama activities on oral proficiency 
 

 This section discusses the possible effects on oral proficiency of the implementation 

of drama techniques. Recent studies, such as Gill (2013), Rebollo, Laso and León (2012), 

Khatib and Sabah (2012) or Ronke (2005) among others, have pointed out the benefits of 

using drama activities in the second language classroom to improve students´oral skills. 
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Furthermore, the studies reviewed seemed to agree that the application of theater or drama 

activities in the classroom can enhance students´ confidence, fluency and accuracy in their 

speech. Likewise, Davies (1990) states that: 

 Drama activities facilitate the type of language behavior that should 

lead to fluency, and it is accepted that the learners want to learn a language in 

order to make themselves understood in the target language, then drama does 

indeed further this end (p. 96).   

 Support for Davies’s findings is found in Motos' (1993) study. He states that 

drama activities improve oral expression, influence the development of verbal 

fluency, encourage the acquisition of skills to express content in a sequenced manner 

and, finally, stimulate students´ imagination during oral production . Moreover, 

Boquete (2011) states that the use of drama can help  students communicate with 

fluency. In his study, Boquete integrates dramatic games into the classroom in order 

to improve L2’s oral production, particularly suprasegmental elements of Spanish as a 

second language. The data obtained from his interviews, surveys and recordings seem 

to indicate that these activities helped improving students´ communicative skills. 

However, we should point out that fluency was not measured individually in a 

quantitative way in his study.  Furthermore, research seems to point  to the positive 

effects the use of theater might have on the acquisition of vocabulary (Rebollo, Laso 

& León (2012); Ronke (2005)).  In particular, in Rebollo, Laso & León´s (2012) 

Thalia project students were able to recall words that were learnt through a theatrical 

script, in a spontaneous conversation in a different context. In addition she states in 

her conclusions that the teachers who evaluated her results reported that “students 

spoke more fluently, spontaneously, and naturally, employ[ed] more varied 
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vocabulary and sentence structures, and [were] less inhibited towards language”  (p. 

279). 

 Gill (2013), among others, have pointed out another benefit of the use of 

drama activities in the classroom, namely it provides teachers with a tool for setting 

students practice and participation in the different types of oral interaction described 

in ACTFL´s Standards, such as interpersonal, interpretative and presentational oral 

productions. In this fashion through the use of drama techniques, teachers are able to 

create exercises designed to develop each type of oral communication that students 

might encounter in the future.Another aspect that should be taken into account is the 

use of drama to improve L2 pronunciation.  

 In sum, creating activities to improve oral skills in students is something that 

should not be neglected. Poor oral communication skills (due to a lack of fluency, a 

poor/incorrect pronunciation or others) can lead to a breakdown in communication 

and negative effects in the native speaker as a listener (Munro, 2013; Gluszek and 

Dovidio, 2010; Villasescusa, 2009; Gil, 2007). The challenges that students might 

face with oral production can create not only a low self confidence but also being less 

accepted by the native speakers. Therefore, activities should be implemented that will 

foster students´production as well as create a safe environment for learning to take 

place.  

 Overall, the literature reviewed seems to indicate that the use of drama 

techniques has positive effects on L2 classrooms. These student-centered drama 

activities, with a practical component, have a great potential to increase students’ 

interest and enthusiasm for Spanish language and culture and motivate them to study 

beyond the requirement. Moreover, the use of drama exercises could help students 

learn how to interact and therefore to communicate adequately in the target culture. 
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The main goal of communication is to share ideas with another person, hence 

teaching a language implies preparing learners for a real interaction where they would 

be able to keep the listeners’ attention and understand their responses. As Even (2008) 

states, through drama students will be able to confront fictitious situations that 

“require not only their intellectual-linguistic faculties but also body language, joint 

negotiation of meaning and emotional understanding” all of them skills prescribed in 

the ACTFL guidelines. 

 However, we should point out that most of the studies reviewed, suffer from a 

major drawback, i.e., they reach conclusions mostly based on intuition rather than on 

empirical evidence. Therefore, one of the goals of the present study is to provide a 

quantitive analysis, (as well as a qualitative one)  of the data in order to achieve a 

more objective analysis of the results.  

 The following chapters present the study on the effects of the implementation 

of drama techniques in Spanish L2 learners´oral production. This study was carried 

out within the elementary Spanish classroom at Auburn University.   
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IV. Hypothesis and Objectives 
  

 As it has been stated in the theoretical framework, including drama activities in the 

class can be useful for: creating a safe environment where students can produce an output 

with less anxiety, motivating students, improving their intercultural awareness, learning in an 

active way including their body and improving their oral production as a result of everything 

mentioned before. This study aims to explore some of the potential effects that the 

introduction of drama activities in the classroom might have. The study's objectives, 

therefore, are the following: 

• To analyze if students believed these activities created a safe environment where they 

could produce an output with less anxiety preparing them for their oral assignments in 

class.   

• To analyze whether or not the drama activities improved their oral production (in terms 

of vocabulary acquisition and oral fluency development) 

• To analyze whether including drama activities with an active/body component improves 

or not their oral production.  

• To evaluate whether native speakers perceive differences between the group that did 

drama activities without including their body, the group that included active drama 

activities and a group that did not do any drama activities. 

• To analyze if the use of drama activities enhances/favors retention. 
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V. Methodology 
 
 This section provides a description of the methodology used to collect the data 

for the present study, as well as the data analysis carried out. 

V.1. Participants:  
  

 Participants for the present study were recruited from 9 different first year Elementary 

Spanish classes offered by the Foreign Language Department of Auburn University in the fall 

of 2015. In addition, native Spanish speaker instructors from the same university were 

recruited to evaluate participants’ oral performance. 

 The selection of the 1010 level, first year Elementary, was made based on two 

parameters:  

• First, a new task-based approach textbook, Gente, was adopted for the 1010 

level; this book was more suited to the purpose of the study than the book the 

1020 level was using the same semester, Dos mundos. 

• Second, during the first semester of Spanish, students have been less exposed to oral 

production in Spanish. They lack fluency and have a very limited range of vocabulary. 

These characteristics made them an ideal population to study the impact of the dramatic 

techniques.  

 Participants who completed every phase of the study included 56 L2 speakers of 

Spanish. As you can see in Figure 1, 86% were between 19 and 20 years old, 11% between 

21 and 22, 2% between 23 and 24 and 2% older than 24.   
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Figure 1: Participants' Age 

Among these participants 70% of them were women and 30% were men, as shown in Figure 
2. 
 
 

 
Figure 2: Participants' Gender 

86%

11%

2%2%Participant’s Age

19-29
21-22
23-24
>24

0

10

20

30

40

50

Participants’ Gender

Men Women



   

 28 

  
Figure 3: Participant's Background in Spanish 

   
In terms of previous knowledge of Spanish, 77% of them had taken Spanish before College, 

while for 23% of them this was the first time they were taking the language, as illustrated in 

Figure 3. From the students that had taken Spanish before: 49% had taken between 2 and 3 

years, 25% had taken 1 year, 14% between 4 and 5 years, 7% more than 7 years and 5% 

between 6 and 7 years of Spanish. Finally, 5% of the students had Spanish family members 

with whom they talked in Spanish. 

 Regarding their motivation to take Spanish, 64% of them stated that they were taking 

Spanish because they had a language requirement for their major, 23% answered that they 

chose Spanish for their career goals, 5% explained a teacher or a mentor recommended the 

language to them and 4% was taking Spanish because there was no other language option. 

 To recruit the participants, first a set of Elementary Spanish class sections and 

instructors were selected; this selection will be explained later. All students attending those 

sections received an email with the primary information about the study: the name of the 

researcher, the tasks they would be asked to do, the potential risks associated with 

participating in the study and the way these were minimized, the extra credit compensation 

they would gain and finally the researcher’s contact information. After sending the email, the 

researcher visited all the selected classes to recruit participants through a power point 
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presentation about the study (Appendix 1). Regarding the native Spanish speaker instructors, 

9 Elementary Spanish instructors or Graduate Teaching Assistants were recruited.   

V.2. Procedure: 
  

 In order to asses the benefits of the implementation of drama activities in the Second 

Language (L2) classroom, a set of activities were designed to suit the Elementary Spanish 

curriculum and were easy to carried out. Moreover, since the study was going to be 

conducted within regular class time, all students were going to be exposed to the activities, 

i.e., students participating in the study and students not participating in the study. For this 

reason, activities were developed to cover the assigned material and to be suitable to all 

students in the classroom. As it was mentioned in a section before, the textbook used in the 

Elementary Spanish level at Auburn is Gente, a book based on a Task Based Learning 

Approach. Each chapter of the book suggests an oral interaction exercise is suggested in 

which students have to interact with a classmate within the context of a particular situation. 

Therefore, the book itself offered a place where the drama activity could be introduced. Role-

plays were selected as the drama activity to be used in the experiment, based on the results 

from previous studies and the goals of the present research.  

 Role-plays were chosen over other activities because they help students to develop 

both the “verbal”1 aspect of communication as well as the new “social learning2” component. 

In addition, role-plays usually involve authentic situations; vocabulary and body language 

similar to what the student will find in the target country, an aspect closely related to the task 

based learning approach followed by the book. Moreover, these activities also help the 

                                                
1 Verbal refers to vocabulary and language structure acquisition. 
2 Social learning refers to the techniques that help students learn in social contexts. 
Therefore role-plays can help them learn the target language through interactions and 
communication with others. 
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students to discover about their own aspects about the target language and culture and can 

serve to build their self-confidence when meeting native speakers, as pointed out by Boquete, 

2011 (p. 205); Ronke, 2005 (p. 107). 

 Furthermore, the use of scripted role-plays based on the material of each chapter, 

could allow the students to incorporate grammar structures into scenes, beyond the 

mechanical exercises such as fill-in-the-blank. Scripts could serve to foster student 

production of meaningful language in contexts similar to real situations where dealing 

emotions and solving problems is expected.  

V.2. 1. Experimental conditions  
 The present study was conducted during regular class time and as a result, it had to 

follow the set daily plan foe all Elementary Spanish class sections; meaning that each day all 

sections would be covering the same pages of the book (same vocabulary and grammar 

structures). Therefore, the activities could change from one class to another but not the 

content. In order to achieve the goals of the present study, that is, to asses the effects of 

drama activities in the acquisition of vocabulary and fluency, participants were divided into 

three experimental groups: a control group, and two experimental groups, as follows:  

 - Control Group One:  This group was not exposed to any drama activities. It was 

comprised of a total of 10 students, recruited from two classes with the same instructor. 

These students represent the control group for this study. 

 - Experimental Group Two: This group of students memorized the role-play scripts 

but did not embody them. It was comprised of 21 students, recruited from 3 sections with 3 

different instructors3. The objective of this group is asses whether or not embodying the 

                                                
3 One of them was the researcher 
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action improves students’ oral production, as many researchers have suggested (Ronke, 2005; 

Guilfoyle and Mistry, 2013).  

 - Experimental Group Three:  This group of participants memorized and embodied 

their role-play scripts. It was comprised of 24 students, recruited from 4 sections, with 4 

different instructors4. This group represents the complete the implementation of drama 

activities in their entirely. 

 For groups 2 and 3, the researcher created the lesson plans of each chapter 

guaranteeing that, independently of who the instructor was, there was time to do the role-

plays. Moreover, the researcher conducted all the role-plays in the third group, that is, the 

group that had to both memorize and embody the scripts. 

 The objectives of having these three groups were: 

- To facilitate a comparison between the control group and the two experimental groups, i.e. 

covering the same materials with role-plays. The goal was to make sure that all groups 

received the same vocabulary and language input, but in a different format with respect to 

the implementation of drama activities.  

- To analyze whether or not including physical activity in role-plays has an effect in the 

acquisition process, as suggested in previous research, e.g., Ronke (2005) among other 

authors. Ronke states that “actions broaden perception and enhance understanding” (2005 

p.159). Moreover, students in group three incorporating the role-plays and the embodiment 

would be more likely to understand that not only the words are important when we 

communicate but also the nonverbal aspects such as actions, gestures and facial 

expressions. Notice that most of the dialogues were related to actions and if students were 

                                                
4 Three of these instructors were the same as in Experimental Group Two. At Auburn each 
instructor has, normally, 2 classes. Therefore, we had only 5 different instructors for all the 
classes, including the researcher. 
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able to learn both, they would be closer to the pragmatic use and the culture of the foreign 

language.  

 The main goal was that, after those chapters were covered, all groups would do a final 

interview/role-play where their performance could be compared. 

V.2. 2. Development and integration of role-plays 
  

 To develop the scripts three chapters of the book Gente were selected: Chapter 4 

”People shopping (clothes, colors, shopping)," chapter 5 " People in shape (healthy style of 

life, sports, parts of the body, healthy food).” and chapter 6 “People in their house and jobs 

(parts of the house, professions, commands).” 

 Four students were assigned to each role-play and two different scripts, with the same 

grammar structures and vocabulary covered in the chapter, were developed. In the first role-

play (chapter 4) each student had a script that ranged in length between 26 and 28 words. In 

order to gradually build up their communication skills, the number of words in the scripts 

increased over the course of the study. Therefore, in the second role-play (chapter 5) I 

increased the number of words ranged in length between 36 and 38. In the last role-play 

(chapter 6) the increase rate was lower and each student had between 37 and 40 words.   

 The role-plays scripts were given to the students always one week before they were 

performed in class, in order to give them enough time to understand the various components 

that were part of each situation. Within the preparation time, the goals for students were to 

review: what the situation was about, to whom they were speaking, and what were the 

circumstances in order to be able to recreate a meaningful conversation. 

 Furthermore, the first two role-plays were recorded with three or four native speakers 

saying the dialogues, in order for students to use as a model for pronunciation. However, 

results and student comments in class showed that none of them listened to these recordings, 
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so for the last role-play, no native speaker recording was provided to students in order to see 

if there was any difference. Although some of these could be compared to the audio-lingual 

method because they expect them to memorize and repeat scripts, these scripts were totally 

contextualized and, in the experimental group 3, combined the use of simultaneous actions 

and body language. Moreover, an effort was made to recreate the real situation by using 

props in each role-play for group three. That way, the artificial situation would become more 

realistic and closer to the authentic life communication (Appendix 2 scripts and pictures of 

props). For this experimental group, the script included stage directions and actions students 

should do while they performed the script. In experimental group 2, students remained seated 

at their desks and said their script from there. 

V.3 Data collection 
  

 To measure the results of the experiment, both quantitative and qualitative data were 

collected. Quantitative data was obtained from an analysis of different parameters established 

by the researcher and qualitative data were collected through native speaker's perception of 

the L2 learners' productions. 

V.3.1 Data collection procedure 
  

Although every student participated in the role-plays, the data was collected only 

from students who had agreed to participate in the study.  

 In this section I would like to note some of the potential risks that students associated 

with participating in the study. These concerns were that participating in this research would 

affect their Spanish grade, since most of the activities were part of their class and how their 

confidentiality was going to be protected, since some of the activities were video recorded. 

These elements were minimized removing their personal information from their data and 
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identifying the participants with randomly assigned numbers. In addition, the production data 

evaluated by the instructors had only the audio and the evaluators were carefully assigned so 

they were not evaluating their own students, so it would not affect their Spanish grade. For 

the participants that were in the researcher’s class, another instructor recruited them and kept 

their data until after their final grade was posted. Moreover, other Spanish instructors, not 

including the researcher, evaluated students’ final interview.  

V. 3.1.1. Data collection from the role-plays: Empirical evidence 
  

 The application of drama techniques in the L2 classroom can have the potential of 

producing positive effects on several aspects of students’ production, such as vocabulary 

acquisition or spontaneity when speaking, as mentioned previously (Ronke, 2005). In order to 

obtain the empirical evidence on how role-plays might affect oral production, this research 

has focused on measuring two aspects: their vocabulary learning and retention, and their 

fluency development.  

 Since the scripts were written using the vocabulary5 of each chapter, the goal was to 

see how many words/structures students, measured as their ability to produced these words 

spontaneously in the final stages of the experiment, learned. As Paul Nation (2002) states, 

the “most exiting findings on recent research on vocabulary learning have revealed how 

spoken production of vocabulary items helps learning” (p. 270). Moreover, if students 

practice vocabulary through the production of role-plays, it might be more beneficial than 

just doing regular and more traditional exercises where they are developing other skills 

different to the oral ones. Also, if these words/structures are learned in a meaningful 

                                                
5 In this research, the concept of vocabulary includes not only individual words but also 
language structures (combinations of more than one word) 
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context such as a role-play, which resembles a real situation, it also might be more 

beneficial, as stated in previous sections.  

 However, Swain (1995) points out, based on other researchers (Ellis 1988; Schmidt 

1992), that it can not be forgotten that fluency and accuracy are “different dimensions of 

language performance and, although practice may enhance fluency, it does not necessarily 

improve accuracy” (1995, p. 125). That is why it seems necessary to analyze both 

vocabulary acquisition and fluency in order to see students’ accuracy with the use of 

structures and vocabulary and their fluency.  

 Regarding fluency, Morales-López (2000) says that the concept can be understood as 

the “degree of competence the speaker must achieve to carry out any type of oral activity –

in this case, spontaneous conversation” (p. 268). In other words, students need to have the 

ability to express their message; to manage the communicative resources; and to identify 

the appropriate context to avoid interferences. Likewise, Oppenheim (2000) analyzes two 

dimensions in which fluency has been defined: “nativelike selection and nativelike 

delivery” (p. 220). She explains that nativelike selection is when the nonnative speaker 

uses familiar and used phrases that suit in particular situations “to convey a speaker’s 

message.” While the nativelike delivery (in American English) consists in 5 

characteristics6:  

(1) a rate of delivery of between 150 and 200 words per minute; (2) short pauses 

lasting less than .5 seconds between short stretches of speech; (3) short stretches 

of speech consisting of between four and ten words; (4) an intonation pattern; and 

(5) stress-timed delivery, where important words are spoken at a slower rate and 

at a higher pitch or louder volume (p. 220)   

                                                
6 Oppenheim describes these 5 characteristics based on different authors such as Jansma 
1987; de Bot 1992; Arevart and Nation 1991; Stern 1992; Ellis 1996; Staum 1987 and Stern 
1992. 
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 As we can see, fluency turns out to be a more complex term to assess. However, 

fluency could be a good characteristic to measure in order to assess the results of this 

study. These elements are the following: 

 - Oppenheim (2000) states that the use of recurrent sequences are “evidence of 

second/foreign speaker’s fluency” (p. 220) which means that if students memorize the 

scripts which include those sequences, and they retain them and use them again, their 

fluency will also improve. 

 - Moreover, Pawley and Syder (1983) argue that “memorized sentences and phrases 

are the normal building blocks of fluent spoken discourse and at the same time provide 

models for the creation of many (partly) new sequences which are memorable and in their 

turn enter the stock of familiar usages” (p.208), which means that memory plays an 

important role in fluency and therefore, scripted role-plays can be a great tool for students 

to memorize those recurrent sequences in order to assimilate them and use them again. 

This statement recalls what Rebollo, et.al (2012) observed in their experiment Thalia, i.e 

where students were capable of recalling words learn through theatre in other 

environments and contexts. Furthermore, it seems logical to assume that all this establishes 

a relationship between the two dimensions that Swain stated: accuracy and fluency. Thus, 

measuring both of them we can collect more concrete results.     

 Therefore, from the role-plays we will measure and compare experimental groups 2 

and 3 in order to assess in which of them participants memorized more structures and 

which structures were not recalled. 

V.3.1.2. Pre-test, Role-play and Post-test 
  

Participants completed a pre-test questionnaire before starting the experiment. The 

pre-test (Appendix 3) had four parts: first, four socio-demographic questions; second, three 
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questions regarding their Spanish background and their motivation to study Spanish; third, 

ten questions in Spanish to measure their Spanish level, as participants had to see if they 

could understand the questions and respond to them in Spanish to it; the last part of the 

questionnaire consisted of a recognition task. A list of 35 words and word sequences was 

presented to participants (some of them were part of the vocabulary and 5 of them were 

distractors). They were instructed to underline the words that were familiar to them and 

then try to translate them into English. Both questions and words/word sequences would 

appear in the role-play scripts.  

 At the end of the experiment participants had to complete a post-test. This post-test 

included a third part where participants were asked their opinions about the value of 

implementing or not role-plays (for participants in group 1) and the relationship between 

the use of role-plays and their oral production (Appendix 4).  

V. 3.1.3. Final Interview 
 

The final stage of the experiment was made the 1st, 2nd and 3rd of December after all 

role-plays were performed in the class. In this activity participants had to work with a partner 

(selected randomly). Each group received exactly the same three scenarios to perform a role-

play together. One week prior to the interview, each participant received the role they would 

be playing and the instructions for each scenario (Appendix 6). Each pair of students had to 

create an improvised dialogue that would last minimum 1 minute and 30 seconds. The 

scenarios resembled what they had to do in the role-plays and the vocabulary and structures 

covered in those chapters. The three scenarios were the following: 

 - Scenario 1:  The store. One of the participants was the shop assistant and the other one 

the customer who had to buy presents for his/her mom and sister. The participants were 

provided with pictures of the items (which included colors and prices) and with the following 
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scheme of the action: a) greetings, b) ask for help, c) talk about 3 or 4 items, d) choose one 

item, e) pay. This scheme was given to them orally before they started the action. They could 

not see the items until they started. 

 - Scenario 2: The doctor. One participant was the doctor and the other participant was 

the student with bad and unhealthy habits. The participants were provided with a list of 

questions in English (for the doctor) and a list of responses (for the student) in English too. 

 - Scenario 3: Their house. Each participant separately had to describe in more than 50 

seconds his or her apartment/house. 

 Therefore, from a memorized script I wanted to see how they would perform in each 

scenario. The scenario number one gave them elements to support their speech but it had to 

be a more spontaneous communication; the second scenario was a guided dialogue and the 

third one was a monologue. The goal was to see how they performed different problem-

solving scenarios. 

V. 3.1.4. Instructors’ Questionnaire 
  

Participant evaluating instructors were divided into 3 groups (3 instructors in each 

group). Each group listened to the production performance of 11 different groups of students 

performing the three scenarios. After listening to each group, the instructors had to complete 

a questionnaire for each student. This questionnaire (Appendix 6) consisted in seven 

questions. 6 general questions (talking about the overall of their performance) where they had 

to analyze: the level of comprehension of the students, the use of words and word sequences 

learned, the accuracy of their responses, their fluency, their capacity of changing from one 

scenario to another and their oral production. In the last question they had to establish in 

which scenario the student performed better and in which scenario the student performed 

worse. 
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 V.4.  Data analysis 
 

These data were analyzed the following way: 

- Role-plays: An excel template was used to record the number of times a word sequence 

or a single word was forgotten. Results were then compared between participants of 

Groups 2 and 3 and carried out a statistical analysis of the results. 

- Pre-test and Post-test: responses were compared in excel in order to obtain quantitative 

results. 

- For the final interviews/role-plays only the data from 25% of the participants were 

analyzed. This 25% was selected randomly from the entire group from those who had 

completed all the different tasks of the study. These data were analyzed in two different 

ways: 

- In scenarios 1 and 2 the vocabulary and structures used by the students were 

analyzed. A list of words and structures was created taking into account the 

chapters’ vocabulary and structures, the material covered in the role-plays and 

the elements that students had to perform in this role-play. The goal was to 

analyze whether or not participants were capable of recalling words and 

structures from the role-plays that they performed in class or not.   

- In scenario 3: the fluency of their speech. Fluency has been measured in the 

literature by speech rate, articulation rate, phonation-time rate, mean length of 

runs (calculating the number of syllabus produced), number of silent pauses 

per minute, number of filled pauses, number of disfluencies, pace, space, 

among others. For the present study, the impact of drama techniques on 

fluency will be assessed through the analysis of participant silences or pauses 

made during their oral production, based on the technics that different studies 
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such us Cucchiarini et.al (2010) or Kormos & Denés (2004) have used. 

Therefore, these pauses will be studied in four different ways: 

   a) The number of silent pauses per minute, for example. 

   b) The length of all silences. 

  c) The number of filled pauses: pauses such as hum, er, mm, for 

example. 

  d) The number of words that are extended 

   d) The number of broken words: initial parts of a word, for example.  

 

The choice of analyzing the silence was made because silence can point out 

hesitation phenomena in the students’ speech, but it can also show when 

students use silence meaningfully (to maintain interest or suspense, for 

example, as mention by Sánchez (2002, p.152)).  
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VI. Results  
   

  This section presents results obtained for each phase of the experiment in the present 

study. Results will be introduced in the following order. Section VI.1 presents the results 

obtained on the Pre-test regarding participants’ ability to respond to basic questions in 

Spanish and their ability to translate a list of vocabulary and phrases written in Spanish to 

English. Section VI.2 presents the data collected on the three Role-plays and section VI.3 

shows the data collected through the Post-test. Finally, Section VI.4 presents the results 

obtained through a Final Interview. Presentation of results in this order would help track 

participants’ fluency and vocabulary level in Spanish before and after the experimental 

treatment, as well as the difference between participants depending on the experimental 

group conditions. 

VI.1 Pre-test 
   

  Questionnaires used in the pre-test phase had two main objectives. First to measure 

participant’s ability to communicate in Spanish and second, to measure participants’ prior 

knowledge of the vocabulary and structures targeted in the present study. With these 

objectives in mind, results were collected in these two areas.  

VI.1.1 Ability to respond to basic questions  
This section presents results collected through participants’ ability to respond in written 

Spanish to a set of ten basic questions in Spanish. In order to carry out a data analysis, 

participants’ responses were classified in seven categories using the following rubric:   

- 0. The students did not answer to the question 

- 1. They translated the question inaccurately to English and did not answer it 

- 2. They translated the question correctly but did not answer it 
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- 3. They answered the question incorrectly in English, not Spanish 

- 4. They answered the question correctly in English, not Spanish 

- 5. They answered the question combining English and Spanish 

- 6. They answered the question in Spanish but with a few grammar mistakes 

- 7. They answered the question accurately in Spanish 

  It is important to notice that the material chosen for the pre-test questions was 

extracted from chapters 1 through 6 and the pre-test took place at a point in the semester 

when chapter 3 was being covered and students were about to begin chapter 4. Therefore, 

since all students were exposed to the content (vocabulary and language structures) of these 

initial chapters (1-3), we can assume they were at least familiar to the content of the questions 

1, 2, and 3 asked in the pre-test, but they were not familiar to questions 4 to 10 since they 

were part of later chapters. 

Category of 
responses/Questions 

Category 
0 

Category 
1 

Category 
2 

Category 
3 

Category 
4 

Category 
5 

Category 
6 

Category 
7 

Question 1: Name 2% 0% 0% 0% 0% 0% 33% 65% 

Question 2: Age 0% 0% 2% 0% 0% 0% 44% 55% 

Question 3: 
Nationality 

2% 0% 0% 0% 11% 0% 56% 31% 

5Question 4: Date 24% 2% 7% 0% 9% 4% 20% 35% 

Question 5: Price of 
the backpack 

62% 2% 0% 2% 4% 0% 18% 13% 

Question 6: Is there 
a gym in the 
university? 

13% 0% 0% 2% 4% 2% 24% 56% 

Question 7: What do 
you want to visit in 

Puerto Rico? 

15% 0% 2% 2% 2% 4% 53% 24% 

Question 8: How are 
you? 

35% 0% 2% 0% 4% 0% 18% 42% 
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Question 9: Where 
is the cafeteria? 

62% 0% 0% 2% 2% 0% 27% 7% 

Question 10: 
Number of rooms at 

your apartment? 

29% 0% 0% 5% 0% 0% 29% 36% 

  

Table 1: Data collected from 55 participants in this first part of the pre-test. Percentage of responses divided in the 7 
categories. In blue the positive results for the majority; in pink when the results were negative for the majority; and 
in brown when half of the subjects respond accurately and the other half did not respond. 

 

  As we can see in Table 1 the majority of the participants were able to respond in 

Spanish accurately to questions 1, 2, 3, 6 and 7, with percentages for correct responses 

ranging from 65% to 53%. On the contrary, the majority of participants did not respond 

accurately to questions 5 and 9, which can be interpreted as they did not understand them or 

were not able to respond.  Finally, results for questions 4, 8 and 10 show a percentage split 

between participants who were able to answer these questions and those who seemed to not 

understand the questions or were not able to respond to them, as shown in Table 1. 

  Furthermore, a general comparison of pre-test results among experimental conditions 

(i.e., group 1- control group; experimental group 2- role-play/no embodiment; and 

experimental group 3 -role-play plus embodiment) reveals similar results. As table 2 shows, 

the majority of participants had the same difficulties answering the same questions, pointing 

to the homogeneity of the groups (with the exception of the instructor of record) in terms of 

their ability to answer these questions, before the experimental treatment. Nonetheless, we 

should point out that a difference was found in participants’ responses (to one question) 

among these three experimental conditions. Table 2 shows a contrast in participants’ 

responses to question 10. That is, while participants in experimental conditions 2 and 3 

answered correctly to question 10, participants in experimental condition 1 failed to do so.   
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Table 2: These results represent what the majority of the responses (classified in the 7 categories) in each group were 

 

  The results presented in table 2 seem to indicate that the level of the students at the 

beginning of the experiment was similar, independently from the class and experimental 

condition. Moreover, the questions where students had more problems with were those that 

covered material from chapters 4, 5 and 6, questions 4 through 10 

VI.1.2. Ability to understand and translate vocabulary and phrases.  
  

  The second part of the pre-test was designed to measure participants’ familiarity with 

the vocabulary included in the experimental treatment. Participants were presented a written 

list of 35 vocabulary words or phrases in Spanish, e.g. “tickets” (boletos), “I know Marcos” 

(conozco a Marcos). Participants were instructed to underline the concept if they recognized 

it and then translate it to English. Participants’ responses for this section of the pre-test were 

classified according to accuracy into six categories, as seen in the rubric below.  

1. They do not know (because they don’t underline the word or phrase) or do not answer 

2. They seem to recognize the concept and underline it but do not translate it 

Experimental Groups (E.G) 
/Questions 

E.G 1 E.G 2 E.G 3 

Question 1: Name 7 7 7 

Question 2: Age 6 7 6 

Question 3: Nationality 6 6 6 

Question 4: Date 2 0 0 

Question 5: Price of the backpack 0 0 0 

Question 6: Is there a gym in the 
university? 

7 7 7 

Question 7: What do you want to visit 
in Puerto Rico? 

6 6 6 

Question 8: How are you? 0 0 0 

Question 9: Where is the cafeteria? 0 0 0 

Question 10: Number of rooms at 
your apartment? 

0 7 7 
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3. They do an inaccurate translation 

4. They try to explain the concept or what it can be 

5. They write something related but not exact 

6. They do an accurate translation 

Table 3 presents a summary of the overall results for this part of the pre-test. The rows 

include the list of vocabulary and phrases in Spanish and the columns the category of their 

response according to their accuracy. 

 

List of Vocabulary and phrases/ 
Categories of responses 

1 2 3 4 5 6 

Tickets 56% 9% 18% 0% 0% 16% 

Red 4% 0% 2% 0% 0% 95% 

Student 0% 0% 0% 0% 4% 96% 

“You are right” 47% 5% 25% 2% 7% 13% 

Name 0% 0% 5% 0% 2% 93% 

“I have to buy” 22% 2% 11% 0% 18% 47% 

Beach 2% 0% 0% 0% 2% 96% 

Purse 49% 9% 18% 0% 0% 24% 

Early 60% 5% 27% 0% 2% 5% 

“I know Marcos” 67% 7% 9% 0% 4% 13% 

“I want to pay with cash” 25% 2% 18% 7% 25% 22% 

Gym 0% 0% 0% 0% 0% 100% 

Food 2% 0% 5% 0% 0% 93% 

“I am sick” 24% 0% 9% 2% 9% 56% 

Downtown 9% 2% 18% 0% 7% 64% 

“She works too much” 45% 2% 13% 4% 22% 15% 

Rooms 22% 2% 53% 0% 7% 16% 

Car 16% 0% 5% 0% 0% 78% 

“What is your profession?” 75% 5% 2% 0% 7% 11% 

“It is important to eat healthy” 47% 4% 7% 2% 16% 20% 

Sick 29% 0% 11% 0% 0% 60% 

“I agree” 76% 5% 15% 0% 0% 4% 
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“Continue in this road” 87% 4% 5% 0% 0% 4% 

Monument 2% 4% 0% 0% 4% 91% 

Sleep 4% 2% 0% 0% 4% 91% 

Back 75% 4% 9% 0% 0% 13% 

“We are going to Madrid” 15% 2% 5% 0% 65% 15% 

“They are too expensive” 85% 2% 4% 0% 4% 5% 

Luxury 96% 2% 0% 0% 0% 2% 

Problem 2% 0% 0% 0% 2% 96% 

Pesos (Currency in Mexico) 24% 0% 2% 0% 13% 62% 

“I prefer to travel by train” 13% 0% 9% 2% 49% 27% 

Constructor 96% 2% 0% 0% 2% 0% 

Cheap 71% 9% 5% 0% 0% 15% 

Hello 0% 0% 0% 0% 0% 100% 
 

Table 3: List of vocabulary/structures. Data collected from 55 subjects. The words/structures in blue represents the 
vocabulary that had not been covered yet 

 
	
  

Overall the results presented in Table 3 show a contrast between 

vocabulary/structures which have been covered versus those which have not. Table 4 shows 

this contrast. 

Table 4: Contrast between vocabulary/structures covered and not covered and the subjects' recognition 

 

That is, 74% of participants are able to respond accurately to structures/vocabulary to 

which they have been exposed to. However, this is not true for a few cases (26%), as shown 

in Tables 3 and 4. In other words, on the one hand we find vocabulary/structures that seem 

problematic for the students but that were already covered in the Spanish class (26%), while 

Words and 
Structures/Responses from the 

majority 

Accuracy in Responses 
(categories 5 and 6) 

No Accuracy in Responses 
(categories 1 and 2) 

Words/Structures covered in 
chapters 1 to 3 

74% 26% 

Words/Structures that will be 
covered in chapters 4 to 6 

31% 68% 
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in the other hand, we find words/structures that have not been covered yet but students know 

them (31%). One logical explanation for knowledge of vocabulary/structures not covered in 

class is that some participants had studied Spanish in high school before coming to Auburn 

University. 

 A comparison of the overall results with the average of responses of the participants, 

divided in the different experimental conditions, reveals not much of a difference between the 

groups, as shown in Table 5. 

 

List of Vocabulary and phrases/ Average 
Categories of responses in experimental g. 

E.G 1 E.G 2 E.G 3 

Tickets 3 1 1 

Red 6 6 6 

Student 6 6 6 

“You are right” 1 1 1 

Name 6 6 6 

“I have to buy” 6 6 6 

Beach 6 6 6 

Purse 6 1 6 

Early 1 1 1 

“I know Marcos” 1 1 1 

“I want to pay with cash” 5 5 5 

Gym 6 6 6 

Food 6 6 6 

“I am sick” 1 6 6 

Downtown 6 6 6 

“She works too much” 1 1 1 

Rooms 3 3 3 

Car 6 6 6 

“What is your profession?” 1 1 1 

“It is important to eat healthy” 1 1 1 

Sick 1 6 6 

“I agree” 1 1 1 
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“Continue in this road” 1 1 1 

Monument 6 6 6 

Sleep 6 6 6 

Back 1 1 1 

“We are going to Madrid” 5 5 5 

“They are too expensive” 1 1 1 

Luxury 1 1 1 

Problem 6 6 6 

Pesos (Currency in Mexico) 6 6 6 

“I prefer to travel by train” 6 6 6 

Constructor 1 1 1 

Cheap 1 1 1 

Hello 6 6 6 
 

Table 5: Average response in each experimental group. Rows in red indicate vocabulary where there was a big 
difference among the groups 

 
In Table 5 we can see a general comparison of results among the three different 

groups. This comparison reveals similar results pointing, once again, the homogeneity of the 

groups. However, it’s interesting to point out the difference that was found in two words and 

one structure among the three groups. While participants in group 1 and 3 did recognize the 

word “purse” and translated correctly, participants in experimental group 2 did not 

recognized it. As for the word “sick” and the structure “I am sick”, which had not been 

covered yet, participants in experimental groups 2 and 3 translated them correctly while 

participants in experimental group 1 failed to do so.   

The results obtained from this pre-test allow us to compare the abilities of the subjects 

responding questions in Spanish and their prior knowledge of vocabulary and structures in 

the target language at the beginning of the experiment. Moreover, these data seems to 

indicate that the level of Spanish in the subjects, independently from the experimental group 

they attend to was very similar with few exceptions. Furthermore, we were able to see the 

contrast between vocabulary and structures that have been covered versus those that have not, 
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and how there were words/structures covered that students failed to translate them adequately 

and vice versa. 

VI. 2 Role-plays 
 

 As it was stated in chapter V, role-plays were chosen above other activities because 

they help students develop their verbal and their non-verbal skills. Moreover, the use of 

scripted role-plays makes sure that the vocabulary and structures of each chapter are included 

in the experiment. For this study we developed three role-plays, one for chapter 4 (people 

shopping), one for chapter 5 (people in shape) and a last one for chapter 6 (people in their 

house). These role-plays were included as part of the classroom activities and students had to 

memorize the scripts. Students in experimental group 2 only memorized the script and 

performed it from their seats; students in experimental group 3 memorized the script and 

embodied it. One of the goals of the research is to measure the effectiveness of using drama 

techniques in the acquisition of vocabulary/structures and therefore the role of memorization. 

In other words, analyze if students would be able to retain the structures at the end of the 

semester for the final interview. This retention not only will explain students’ vocabulary 

acquisition but it will also help their fluency.  

 In order to be able to quantify the results obtained through the use of role-plays in the 

Spanish classroom, all role-plays were recorded. Data analysis was carried out in the 

following areas for each role-play:  

- Overall percentage of students who read the script 

- Overall percentage of students who memorized the script  

o Percentage of words memorized 

o Percentage of words omitted 

- Results comparison by: 

o Experimental condition (i.e., experimental group 2- script memorization only 
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versus experimental group 3-script memorization and embodiment). 

o Script and level of embodiment required 

- Overall analysis of individual vocabulary/structure memorization difficulty rates  

 

Presentation of experimental results on the use of role-plays is organized as follows. 

First, results for three role-plays carried out in the classroom are analyzed individually due to 

the amount of data involved, and then an overall summary is provided on the results of the 

use of role-plays in the Spanish classroom. 

VI. 2.1 Role-play 1 for chapter 4 
 

The first role-play carried out for the experiment was based on the content of chapter 

4 (See Appendix 2 for the actual scripts developed for it). In this role-play 4 subjects had a 

different role: role A, role B, role C and role D. Several aspects were analyzed for results in 

each role-play as mentioned above. First, results were analyzed in terms of percentage of 

students who memorized the scripts versus those who read it, as seen in Figure VI.1.   

 
Figure 4: Percentage of vocabulary/structures read and memorized for role-play 1 
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As illustrated in Figure 4, a large majority of participants memorized the script (77%), 

while 23% of the participants read the script. Second, an analysis was carried out to measure 

the effect (if any) of the experimental condition on the memorization or recall percentage. 

The analysis showed that out of the 77 % who memorized the script 41% were in 

experimental group 2 and 62% in experimental group 3. In addition, out of the 23% of 

participants who read the script, 50% were in experimental group 2 (no embodiment) and 

50% were in experimental group 3.  

In order to analyze the performance and the ability to recall vocabulary and structures, 

the group of participants who memorized the script was studied in more detail. First, the 

analysis was focused on the percentage of vocabulary/structures recalled and whether or not 

there was any difference between scripts A and B. Second, the effect of the experimental 

conditions 2 and 3 was measured (i.e., script memorization with no-embodiment versus with 

embodiment). The data analysis shows that 92% of the words were memorized in both 

scripts, indicating that there was no difference between scripts A and B in terms of difficulty. 

In contrast, a comparison of the results on the words recalled in the two experimental 

conditions yields mixed results, as shown in Figure 5.  

 
Figure 5: Comparison of words memorized in script A for two experimental groups. Student A, B, C and D are the 

names of the different roles in the scrip 
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Figure 5 shows that in script A there was no difference in terms of words recalled for 

participants with role A. However, performance of participants with roles B and C showed a 

variation between the two experimental groups, with higher proportion of the script recall for 

experimental group 2: for role B, 90% of the words were memorized in experimental group 2 

while in experimental group 3 it was 85%; for role C, 100% of words were memorized in 

experimental group 2 and 88% in experimental group 3. There were no students to compare 

role D since the students that had this role either did not come to class or read the script but 

did not memorized it.  

A further analysis was conducted on the required level of movement and actions for 

each role in experimental group 3. Notice that this analysis is vital to answer the question on 

whether drama techniques facilitate or not the acquisition of Spanish, shown in the present 

research as the recall of vocabulary/structures. An analysis of the scripts developed for the 

experiment points to the fact that participants who were assigned to role C were the ones with 

the highest number of action/movements required (9 movement in total), followed by 

participants with roles B (5 movement in total), and A (4 movement in total). Finally, 

participants with role D with 2 action/movement marked.  
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The data analysis for script B was conducted in a similar fashion, as illustrated in 

Figure 6.

 

Figure 6: Comparison of words memorized in Script B for two experimental groups 
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Finally, the last aspect included in the analysis was the vocabulary and structures that 

were difficult to memorize. An overall comparison of the omitted items yielded no pattern 

with each student omitting different words. As a result only a few words were common to a 

group of students in both scripts, e.g. six participants omitted the word bolso “purse” and 

three participants could not say or said the numbers 375 and 500  in English. 	
  

VI. 2.2 Role-play 2 for chapter 5 
 

The second role-play performed was based on the content of chapter 5 (see appendix 

2 for the scripts A and B). As the previous role-play the script has 4 roles: role A, role B, role 

C and role D. Once again, several aspects were analyzed. The following figure shows the 

results in terms of percentage of subjects that performed this role-play who read the scripts 

versus those who memorized it.  

 

 

Figure 7: Percentage of vocabulary/structures read and memorized for role-play 2 
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As illustrated in Figure 7, 45 participants did role-play 2. A large majority memorized 

the script (91%) while 9% of the students read the script. Second, by comparing the two 

experimental groups the analysis showed that out of 91% who memorized the script 34% 

were from experimental group 2 and 66% from experimental group 3. In addition, out of the 

9% that read the script, 100% of them were in experimental group 2 (no embodiment). 

To analyze the performance and the ability to recall vocabulary and structures, the 

group that memorized the script (91%) was studied in more detail. As in the previous role-

play, the percentage of vocabulary/structures recalled and whether or not there was a 

difference between scripts was analyzed. Second, the effects of the different experimental 

groups (2 and 3) were measured. The data analysis shows that 93% of the words were 

memorized in general. However, there is a slight difference between scripts, the results show 

that script B was more difficult to memorize than script A. Thus, only 91% of the words were 

recalled in script B whereas 95% of the words were recalled in script A. 

In order to see if this difference was also noticeable in both experimental groups, a 

comparison of the results on the words recalled in each group was conducted. The mixed 

results are illustrated in Figure 8: 



   

 56 

 
Figure 8: Comparison of words/structures memorized in Script A for two experimental groups 

 

Figure 8 shows that students with role A and B had a higher proportion of the script 

recall for experimental group 3: for role A, 95% of the words were recalled in experimental 

group 2 versus 99% recalled in experimental group 3; for role B, 97% of the words were 
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role C recalled more words in experimental group 2 (100%) than in experimental group 3 
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compare. An analysis of the required movements in experimental group 3 for each role was 

conducted. The analysis pointed out the fact that the roles with higher number of movements 

were roles B (6 movements) and C (5 movements) followed by A (4 movements) and, finally 

D (4 movements). 

The data analysis for script B was conducted in a similar way as illustrated in Figure 9: 
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Figure 9: Comparison of words/structures memorized in Script B for two experimental groups 

 
 

The results reveal that subjects with roles B and C performed better in experimental 

group 2 recalling a higher number of words/structures: for role B, 100% of the words were 

memorized in experimental group 2 while 88% were memorized in experimental group 3, for 

role C, the same percentages were found. On the contrary, the performance of role D was 

better in experimental group 3 recalling 99% of the words while 91% of them were 
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experimental group 2 that memorized the script. As for the movement analysis, for script B in 

experimental group 3, the roles that had a higher number of movements were A, B and C 

with 6 action movements followed by role D with 5 actions marked.    

Regarding the words and structures that were more difficult to memorize, an overall 

comparison yielded no pattern. As a result, only three students omitted the word a menudo 

“frequently”.  
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VI. 2.3 Role-play 3 
 

The last role-play carried out for the experiment was based on the content of chapter 6 

(scripts are in the Appendix 2). The same aspects as the previous role-plays were analyzed. 

The following figure shows the results in terms of percentage of students who memorized the 

script versus those who read it.  

 

Figure 10: Percentage of vocabulary read and memorized for role-play 3 
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recalled in the different scripts, the data analysis shows that in general 90% of the words were 

memorized. In this role-play there was not a substantial difference between the scripts A and 

B, i.e., with 91% of the words in script A and 90% of the words were memorized in script B. 

Second, the analysis of the effects of the different experimental groups (e.g 2 with no 

embodiment and e.g 3 with embodiment) is shown in the following figures:  

 

Figure 11: Comparison of words memorized in Script A for two experimental groups 
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A (5 movements marked) followed by D (4 movements) and B (3 movements) and finally C 

(2 movements marked). 

The data analysis for script B was conducted in a similar fashion, results are 

illustrated in Figure 12: 

 

 

Figure 12: Comparison of words memorized in Script B for two experimental groups 
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pronouncing the word “amueblado” (furnished), three with “albañiles” (constructors), another 

three with the structure “tenemos que pensarlo” (we have to think about it), and two more 

with the structure “caminen por este pasillo” (walk through this hall).  

VI. 2.4.  Role-plays’ Summary 
 

 This last section has presented the different results obtained through the analysis of 

the three role-plays performed as part of the experiment. Each role-play has been analyzed 

separately attending to the percentage of participants whom memorized the script and those 

whom read it. Moreover, from the participants who memorized the script an overall analysis 

has been elaborated in order to study the number of words memorized and the differences 

between scripts and experimental groups. Furthermore, for each role-play a comparison was 

made regarding the level of embodiment required for each role. Finally, and analysis of 

vocabulary/structure memorization and their difficulties has been conducted. The goal of this 

analysis is to determine the use of this type of activities, the role of memorization and to 

compare participants’ ability to recall the vocabulary and structures depending on the 

experimental group they have attended to.  

 

VI.3. Results Post-test  
 

 This section explores the results of the post-test, consisting on a questionnaire that 

each participant took after the completion of the experiment. The post-test had the same 

questions as the pre-test: a first part with 10 questions to measure participants’ ability to 

communicate in Spanish and answer questions and a second part to measure participants’ 

knowledge of vocabulary and structures after the experiment. In addition, the post-test 

included a third part where participants evaluated the value of role-plays in the classroom or 
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the lack of them (for subjects in experimental group 1) and the relationship between the role-

plays and the oral assignments that students had to performed in their classes as part of their 

Spanish evaluation. These questions addressed participants’ perceptions about role-play 

activities. With these objectives in mind, results are presented in these three parts: 1) Ability 

to respond to basic questions in Spanish, 2) Ability to understand and translate vocabulary 

and phrases, and 3) Perceptions regarding the role-play. 

 

VI.3.1 Ability to respond to basic questions 
 

 To carry out a data analysis the responses were again classified in the same 

seven categories used in the pre-test and presented in the following rubric: 

- 0. The students did not answer to the question 

- 1. They translated the question inaccurately to English and did not answer it 

- 2. They translated the question correctly but did not answer it 

- 3. They answered the question incorrectly in English not Spanish 

- 4. They answered the question correctly in English not Spanish 

- 5. They answered the question combining English and Spanish 

- 6. They answered the question in Spanish but with a few grammar mistakes 

- 7. They answered the question accurately in Spanish 

 It is important to notice that the content chosen to extract the questions for these 

questionnaires had already been covered in the class. Therefore, we can assume that at this 

point of the research, all students were familiar with all the content of the questions. 

Table VI.6 Summarizes general results for the participant’s responses to the ten post-test 

questions. 
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Table 6: Data collected from 56 participants in the post-test. Percentage of responses is divided in 7 categories. In 
blue positive results compared to the pre-test; in red when the results were negative compared to the ones obtained in 

the pre-test 

 

 As we can see in Table 6, the majority of the participants were able to respond in 

Spanish accurately (categories 6 and 7) to questions 1, 2, 3, 4, 6, 7, 8 and question 10, with 

percentages for correct responses ranging from 70% to 54%. On the contrary, the majority of 

participants did not response accurately (categories 1 and 2) to questions 5 and 9, which can 

be interpreted, as they did not understand those questions. In the discussion the comparison 

between these results and the pre-test will be analyzed.  

Category of 
responses/Questions 

Category 
0 

Category 
1 

Category 
2 

Category 
3 

Category 
4 

Category 
5 

Category 
6 

Category 
7 

Question 1: Name 0% 0% 0% 2% 0% 0% 27% 70% 

Question 2: Age 4% 0% 2% 0% 0% 0% 50% 45% 

Question 3: 
Nationality 2% 0% 2% 2% 13% 0% 55% 27% 

5Question 4: Date 11% 0% 2% 0% 4% 4% 30% 50% 

Question 5: Price of 
the backpack 61% 2% 0% 2% 2% 0% 16% 18% 

Question 6: Is there 
a gym in the 
university? 

5% 0% 2% 4% 0% 2% 32% 55% 

Question 7: What do 
you want to visit in 

Puerto Rico? 
14% 0% 4% 0% 4% 4% 55% 20% 

Question 8: How are 
you? 27% 2% 2% 2% 22% 2% 11% 54% 

Question 9: Where 
is the cafeteria? 59% 0% 0% 2% 2% 4% 32% 2% 

Question 10: 
Number of rooms at 

your apartment? 
4% 2% 0% 0% 0% 2% 34% 59% 
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Moreover, a general comparison of these results among the different experimental groups 

(i.e., e.g 1-control group; e.g 2-role-play with no embodiment; and e.g 3-role-play plus 

embodiment) reveals similar results. In other words, the results presented in Table 7 points 

out the homogeneity between groups after the experimental treatment.  Nonetheless, it should 

be pointed out the difference found in the responses for question number 9 were participants 

in group 1 were capable of answering correctly while participants in groups 2 and 3 failed to 

do so. 

 Table 7: Majority of the responses in each group were attending to the 7 categories. In blue the questions were all the 
groups improved their responses compared with the pre-test and in red where they failed to do so 

 

 The results from Table 7 seem to indicate that the proficiency level of participants at 

the end of the experiment was similar, independently from the experimental group they were. 

However, it should be noticed as well that for question 9 the only group that was capable of 

answering accurately was the control group. 

 

 

Experimental G./Questions E.G 1 E.G 2 E.G 3 

Question 1: Name 7 7 7 

Question 2: Age 6 6* 6 

Question 3: Nationality 6 6 6 

Question 4: Date 7 7 7 

Question 5: Price of the backpack 0 0 0 

Question 6: Is there a gym in the 
university? 

7 7 7 

Question 7: What do you want to visit 
in Puerto Rico? 

6 6 6 

Question 8: How are you? 7 7 7 

Question 9: Where is the cafeteria? 6* 0 0 

Question 10: Number of rooms at 
your apartment? 

7* 7 7 
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VI.3.2 Ability to understand and translate vocabulary and phrases 
 

 The second part of the post-test was designed to analyze participants’ familiarity with 

the vocabulary and structures. Participants were presented a list of 35 vocabulary words or 

structures in Spanish such as “name” (nombre) or “I have to buy” (tengo que ir a comprar). 

As for the pre-test, participants were instructed to underline the concept if they recognized it 

and then translate it to English. The responses were classified into six categories presented in 

the following rubric: 

1. They do not know (because they don’t underline the word or phrase) or do not answer 

2. They seem to recognize the concept and underline it but do not translate it 

3. They do an inaccurate translation 

4. They try to explain the concept or what it can be 

5. They write something related but not exact 

6. They do an accurate translation 

Table 8 presents a summary of the overall results for this part of the post-test. 

 

List of Vocabulary and phrases/ 
Categories of responses 

1 2 3 4 5 6 

Tickets 39% 11% 20% 0% 5% 25% 

Red 2% 0% 4% 0% 0% 95% 

Student 0% 0% 0% 0% 5% 95% 

“You are right” 36% 5% 27% 4% 9% 18% 

Name 2% 0% 2% 0% 0% 96% 

“I have to buy” 13% 2% 7% 0% 39% 39% 

Beach 0% 2% 0% 0% 0% 98% 

Purse 45% 13% 11% 0% 0% 32% 

Early 41% 13% 29% 0% 0% 18% 

“I know Marcos” 66% 2% 7% 0% 11% 14% 

“I want to pay with cash” 9% 0% 16% 2% 27% 46% 
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Gym 0% 0% 0% 0% 0% 100% 

Food 2% 2% 11% 0% 0% 86% 

“I am sick” 13% 2% 5% 2% 4% 75% 

Downtown 5% 0% 23% 0% 11% 61% 

“She works too much” 16% 2% 25% 2% 45% 11% 

Rooms 4% 0% 21% 2% 21% 52% 

Car 9% 0% 18% 0% 0% 73% 

“What is your profession?” 70% 11% 4% 7% 0% 9% 

“It is important to eat healthy” 13% 0% 4% 0% 50% 34% 

Sick 13% 2% 13% 0% 0% 73% 

“I agree” 61% 11% 20% 2% 2% 5% 

“Continue in this road” 73% 9% 4% 0% 13% 2% 

Monument 9% 0% 2% 0% 4% 86% 

Sleep 0% 0% 0% 0% 0% 100% 

Back 48% 9% 16% 0% 0% 27% 

“We are going to Madrid” 0% 2% 2% 0% 70% 27% 

“They are too expensive” 73% 5% 13% 0% 5% 4% 

Luxury 82% 5% 2% 2% 7% 2% 

Problem 0% 0% 0% 0% 0% 100% 

Pesos (Currency in Mexico) 11% 2% 2% 0% 14% 71% 

“I prefer to travel by train” 11% 0% 4% 2% 45% 39% 

Constructor 70% 4% 9% 4% 7% 7% 

Cheap 59% 9% 4% 0% 0% 27% 

Hello 0% 0% 0% 0% 0% 100% 
 

Table 8: Data collected from 56 subjects. The words/structures in light blue represent vocabulary and structures, 
which results have slightly improved, compared to the pre-test. In dark blue the ones that have highly improved and 

in red the ones that have worse results than in the pre-test. 

 

 The overall results presented in Table VI.8 show that the majority of the 

words and structures (60%) were recognized and translated accurately while the majority did 

not recognize 40% of them. The contrast between words and structures can be seen in Table 

9. 
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 Accuracy in Responses 
(categories 5 and 6) 

No Accuracy in Responses 
(categories 1 and 2) 

Words/Responses from the 
majority 

64% 36% 

Structures/Responses from the 
majority 

54% 46% 

Table 9: Contrast between vocabulary/structures covered and not covered and the subjects' recognition 

 

 That is while 64% of participants were able to respond accurately to the words 

presented in the post-test and 54% to the structures, while 36% fail to respond accurately to 

words’ translation and 46% to structures’ translation. 

 As in the pre-test a comparison of the overall results with the responses of the 

participants divided in the different experimental groups was carried out for the post-test. 

These results shown in Table 10 reveal that there is not a substantial difference between 

groups. 

 

List of Vocabulary and phrases/ Average 
Categories of responses in experimental groups 

E.G 1 E.G 2 E.G 3 

Tickets 1* 1 1 

Red 6 6 6 

Student 6 6 6 

“You are right” 3* 3* 3* 

Name 6 6 6 

“I have to buy” 5* 5* 5* 

Beach 6 6 6 

Purse 6 1 1* 

Early 1 1 3* 

“I know Marcos” 1 1 1 

“I want to pay with cash” 6* 6* 6* 

Gym 6 6 6 

Food 6 6 6 

“I am sick” 6* 6 6 
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Downtown 6 6 6 

“She works too much” 5* 5* 5* 

Rooms 5* 5* 5* 

Car 6 6 6 

“What is your profession?” 1 1 1 

“It is important to eat healthy” 6* 5* 5* 

Sick 6* 6 6 

“I agree” 1 1 1 

“Continue in this road” 1 1 1 

Monument 6 6 6 

Sleep 6 6 6 

Back 3* 3* 6* 

“We are going to Madrid” 6* 5 5 

“They are too expensive” 1 1 1 

Luxury 1 1 1 

Problem 6 6 6 

Pesos (Currency in Mexico) 6 6 6 

“I prefer to travel by train” 5* 6 6 

Constructor 1 1 1 

Cheap 6* 1 1 

Hello 6 6 6 
 
Table 10: Those results represent the average response in each experimental group. The numbers with a blue asterisk 
represent an improvement compared to the pre-test. The red asterisk represents less accuracy in their responses.   

In Table 10 we can see a general comparison of results among the three different 

experimental groups. This comparison reveals similar results indicating groups were fairly 

homogeneous. However, it’s interesting to point out the differences that were found in three 

words among the three experimental groups. While participants in group 1 recognized the 

word “purse” and translated correctly, participants in groups 2 and 3 did not recognized it. As 

for the word “back” participants in group 3 translated it them correctly while participants in 

groups 1 and 2 failed to do so. Finally, participants in group 1 were able to translate correctly 

the word “cheap” whereas participants in groups 2 and 3 did not.   
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VI.3.3 Perceptions regarding the role-play 
 

The third part of the post-test consisted of questions addressing participant’s perception 

of the value of the role-plays. For those in experimental group 1, whom did not have role-

plays during the experiment, the questions were: 

- Was the Oral Assignment a difficult activity to perform in front of the class? 

- Would you like to have more activities such as role-plays before the Oral Assignment 

to prepare your Spanish oral skills for this activity? 

The questions for participants’ in groups 2 and 3 were: 

- Did you like to have the role-play activities as part of your Spanish class? 

- Do you think the role-play activities helped you prepare the Oral Assignment? (For 

example: it helped you to not be afraid of performing the assignment in front of the 

entire class) 

- Do you think the role-play activities helped you learn new vocabulary and grammar 

structures? 

- Do you think the role-play activities helped you improve your Spanish Oral skills? 

  

Questions had two possible responses: “yes” or “no”. Notice these questions were related 

to the Oral Assignment is because that assessment is set up as a role-play and, therefore, 

these questions allow us to measure if students believed that these type of activities prepared 

them for the oral assignment or not. Figure 13 shows the results collected from participants in 

group 1: 
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Figure 13 Responses to questions about role-play activities in group 1 

 

Figure 14: Responses to questions about role-play activities in group 2 

 

 

 

0	
  

3	
  

5	
  

8	
  

10	
  

13	
  

QuesGon	
  1	
   QuesGon	
  2	
  

Experimental	
  Group	
  1	
  

Yes	
   No	
  

0	
  

5	
  

9	
  

14	
  

18	
  

23	
  

QuesGon	
  1	
   QuesGon	
  2	
   QuesGon	
  3	
   QuesGon	
  4	
  

Experimental	
  Group	
  2	
  

Yes	
   No	
  



   

 71 

 

Figure 15: Responses to questions about role-play activities in group 3 

 

Results presented in these three figures show that the majority (90%) of the 
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and 63% in group 3) there was also a high percentage that did not like them (38% in groups 2 
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that role-play activities helped them with the Oral Assignment. Regarding the question on the 

value of role-plays on the acquisition of vocabulary and grammar, the results were mixed. In 

experimental group 2, 76% thought role-plays were beneficial in their acquisition but 24% 

said no; while in group 3, 67% perceived role-plays as beneficial and 33% answered no. 
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In sum, post-test’s results allow us to compare the participant’s abilities to respond 

questions in Spanish and their knowledge of vocabulary and structures in the target language 

after the experiment. Moreover, this data seems to indicate that participants’ level of Spanish, 

independently from their experimental group, was very similar with a few exceptions. 

Furthermore, the third part of the questionnaire provides us insight on participant’s 

perception about role-plays and their value in the L2 classroom.  

VI.4. Final interview 
 

 In the final stage of the experiment all participants had to participate in a final interview 

with a partner (selected randomly), comprised of three scenarios. Each scenario resembled 

the role-plays and the vocabulary and structures covered in chapters 4, 5 and 6. This final 

interview had the following objectives: 

- Analyze the ability of the participants to recognize and recall vocabulary and 

structures covered in the role-plays. 

- Analyze how the memorization of structures can affect their fluency in the target 

language. 

- Compare these performances across the different experimental group: e.g 1 where 

participants did not have role-play activities; e.g 2 where the participants memorized a 

script but did not embody it; and e.g 3 where participants memorized the script and 

embodied it. 

With these objectives in mind, results were collected in the following areas: 

- An overall analysis of the production of participants in this final interview by native 

speaker instructors of the target language. 

- A detailed analysis of 25% of the production of participants in each scenario of the 

final interview. This group was selected randomly after all participants that did not 



   

 73 

complete all the phases of the experiment were excluded as well as the participants 

who attended the researcher’s class. This 25% includes three participants from each 

experimental group. 

VI.4.1 Overall evaluations of the Native Speaker instructors 
  

 This section presents the overall analysis of nine native speaker instructors’ of Spanish 

responses regarding the final interview performance of participants. Three different 

instructors evaluated each participant. In order to protect the student’s privacy none of the 

instructors knew the participants and they were only able to listen to the audio of the three 

scenarios.  

The instructors’ questionnaires can be found in Appendix 6. In order to carry out a data 

analysis, instructors’ responses were classified in five categories using the following rubric: 

- 1.  The level of the student’s performance is very low  

- 2. The level of the student’s performance is low 

- 3. The level of the student’s performance is medium 

- 4. The level of the student’s performance is high 

- 5. The level of the student’s performance is very high 

 These questionnaires have several objectives: To analyze the overall comprehension 

of the students (question 1); their correct use of vocabulary and structures in Spanish 

(question 2); the accuracy in their responses (question 3); their fluency (question 4); the 

participants’ ability to change from one scenario to another (question 5); and sixth their oral 

production (question 6). Moreover, each instructor had to evaluate in which scenario each 

student had a higher performance. It is important to remember that in the first scenario the 

students had to perform as if they were in a store and one of them was the sales person and 

the other one the customer who wanted to buy two presents. In the second scenario, the 



   

 74 

students performed a counselor´s office where one of them was the counselor asking 

questions to the other one about his daily routine and then giving him advice. Finally, in the 

third scenario there was no dialogue and each of them had to describe their own apartment. 

 Figure 16 presents a summary of results illustrating the average response of all 

instructors to each question and differentiating the three experimental groups. 

 

Figure 16: Overall analysis of the instructor's evaluation to the participants and the difference between experimental 
groups 
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high level of comprehension.  Second, the instructor’s responses to question three are higher 

in groups 1 and 2. This question is related to the accuracy of the students’ responses. The 
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in these two groups as higher, while participants in group 3 were rated as medium.  
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Next results were analyzed across scenarios to see if there were any differences, as shown in 

figure 17.  

 

 

Figure 17: Overall analysis of the instructor's evaluation to the participants, the difference between scenarios and 
experimental groups 

 

 This figure illustrates the overall evaluation of the instructors regarding the 

performance of the students in each scenario. As it can be seen in scenario 1, all participants 

were rated as having a medium level of performance. In scenario 2, the students from group 1 

were rated as having a higher performance while students from groups 2 and 3 were rated as 

having a medium performance. Finally, in scenario 3, students from groups 1 and 2 scored a 

higher level of performance while students from group 3 stayed in a medium performance 

from the instructors’ perspective.  

These results will also be compared to the individual evaluations of the selected group in next 

section. 
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VI.4.2 Results from the 25% of the students in the final interview 
	
  

	
   This section presents the results of 25% of the participants, randomly selected and 

obtained in the final phase of this study: the final interview/role-play. The results are divided 

in two areas: the first area evaluates the capability of the participants to recognize and recall 

vocabulary and structures covered in class and in the previous role-plays in scenarios 1 and 2. 

The second area studies the fluency of each participant through the analysis of the silences or 

pauses that they produce while participating in the third scenario.  

VI.4.2.1 Vocabulary and Structures’ recognition and recall 
 

 This part of the experiment was designed to assess the number of words and structures 

that each participant was capable of recalling. A list comprised of words and structures 

covered through the semester (in role-plays or traditional exercises for the control group) was 

created for both scenarios 1 and 2. The responses were classified into 3 categories using the 

following rubric: 

- Blank. They did not say or attempt to say the word or structure 

- No. They wanted to say it but they could not produce the word in Spanish and said it 

in English, although they were asked not to do so. 

- Yes. If they said it. This category had three more subcategories:  

o Yes. If they said it accurately  

o *V. If they had vocabulary mistakes 

o *G. If they had grammar mistakes 

Table 11 summarizes the results for scenario 1 (The store) of the 25% of the participants. 

 

Word/Structure Blank N
o Yes 
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   Yes *V *G 

Good morning 22% 0
% 78% 0% 0% 

Dress 67% 0
% 33% 0% 0% 

Gloves 100% 0
% 0% 0% 0% 

Wallet 78% 0
% 22% 0% 0% 

Bracelet 100% 0
% 0% 0% 0% 

Shirt 44% 0
% 44% 11% 0% 

Blouse 100% 0
% 0% 0% 0% 

Belt 89% 0
% 11% 0% 0% 

Hat 100% 0
% 0% 0% 0% 

Pants 89% 0
% 11% 0% 0% 

Earrings 100% 0
% 0% 0% 0% 

Purse 44% 0
% 44% 11% 0% 

Red 78% 0
% 22% 0% 0% 

Black 78% 0
% 22% 0% 0% 

White 78% 0
% 22% 0% 0% 

Green 100% 0
% 0% 0% 0% 

Blue 100% 0
% 0% 0% 0% 

How much does it 
cost? 67% 0

% 22% 0% 11% 

Can I help you? 100% 0
% 0% 0% 0% 

I want to buy… 89% 0
% 0% 0% 11% 

It costs… 100% 0
% 0% 0% 0% 
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I have to buy 89% 0
% 0% 0% 11% 

There are too 
expensive 100% 0

% 0% 0% 0% 

Luxurious 100% 0
% 0% 0% 0% 

Pesos (currency in 
Mexico) 67% 0

% 33% 0% 0% 

Cheap 100% 0
% 0% 0% 0% 

I prefer to pay… 89% 0
% 11% 0% 0% 

Present 100% 0
% 0% 0% 0% 

Elegant 100% 0
% 0% 0% 0% 

Informal 100% 0
% 0% 0% 0% 

Modern 100% 0
% 0% 0% 0% 

I have to safe money 100% 0
% 0% 0% 0% 

It’s worth.. 100% 0
% 0% 0% 0% 

How much is worth? 100% 0
% 0% 0% 0% 

I need to buy 78% 0
% 11% 11% 0% 

300 44% 0
% 33% 22% 0% 

150 89% 0
% 11% 0% 0% 

389 100% 0
% 0% 0% 0% 

85 100% 0
% 0% 0% 0% 

50 56% 
1
1
% 

33% 0% 0% 

75 100% 0
% 0% 0% 0% 

240 67% 0
% 11% 22% 0% 

800 100% 0 0% 0% 0% 
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% 

420 89% 0
% 0% 11% 0% 

Table 11: These results represent the words/structures that were recalled in the final interview from 25% of the 
participants. In blue the cases where more than 33% was able to recall the word/structure 

 

 The data presented in Table 11 shows that in 97% of the cases the majority of students 

were not able to recall the word or the structure. Only in the greetings “Good morning”, 78% 

of the students were capable of recalling the target structure. The other six cases where 30% 

or more of the participants were able to recall the words, these were: “dress” (33%), “shirt” 

(44%), “purse” (44%), “pesos” (33%), “300” (33%) and “50” (33%). 

 An overall comparison of the overall of these results, dividing the participants into the 

different experimental groups reveals that: from all the “Yes” responses, 36% correspond to 

the control group (e.g 1), 39% correspond to the participants of group 2 (role-play with no 

embodiment) and 25% to the participants of group 3 (role-play with embodiment). As for the 

“Blank” responses, 32% correspond to the participants in group 1, 31% to participants in 

group 2 and 34% to participants in group 3.  

 The same analysis was conducted for the scenario 2 (The doctor). Table 12 

summarizes the results of the 25% of the participants.  

 

Word/Structure Blank N
o Yes 

   Yes *V *G 

How are you today? 89% 0
% 11% 0% 0% 

I am sick 89% 0
% 0% 0% 11% 

I don’t feel well 89% 0
% 11% 0% 0% 

I am tired 100% 0
% 0% 0% 0% 

Gymnasium 100% 0 0% 0% 0% 
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% 

Is necessary to… 100% 0
% 0% 0% 0% 

You must.. 100% 0
% 0% 0% 0% 

Is good to… 89% 0
% 11% 0% 0% 

Eat Healthy 89% 0
% 11% 0% 0% 

You are right 100% 0
% 0% 0% 0% 

Sleep 100% 0
% 0% 0% 0% 

Back 100% 0
% 0% 0% 0% 

Head 89% 0
% 11% 0% 0% 

Problem 100% 0
% 0% 0% 0% 

How many hours do 
you sleep? 56% 0

% 22% 11% 11% 

I can not sleep 100% 0
% 0% 0% 0% 

I sleep 56% 0
% 33% 0% 11% 

I go to bed 78% 0
% 0% 22% 0% 

I wake up 89% 0
% 0% 11% 0% 

I get up 100% 0
% 0% 0% 0% 

Do you do exercise? 56% 0
% 0% 11% 33% 

I don’t do exercise 56% 0
% 0% 11% 33% 

I want to do yoga 56% 0
% 33% 11% 0% 

I relax 67% 0
% 11% 11% 11% 

What type of food do 
you eat? 67% 0

% 0% 33% 0% 

I eat fast food 67% 0
% 11% 11% 11% 
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Fat 67% 
3
3
% 

0% 0% 0% 

I smoke 56% 
1
1
% 

22% 0% 11% 

Do you work a lot? 78% 0
% 11% 0% 11% 

I work a lot 67% 0
% 22% 11% 0% 

Work less 100% 0
% 0% 0% 0% 

Stress 78% 
1
1
% 

0% 11% 0% 

Healthy life 100% 0
% 0% 0% 0% 

 
Table 12: Words/structures that were recalled in the final interview from 25% of the participants. In blue the cases 
where more than 33% was able to recall the word/structures  

 

 The data presented in Table 12 shows that in 100% of the cases the majority of students 

were not able to recall the target word or the structure. There were four cases where 30% or 

more of the participants were able to recall the words/structures, these were: “I sleep” (33%), 

“Do you exercise?” (44%), “I don’t do exercise” (44%) and “I want to do yoga” (33%). 

 An overall comparison of the overall of results, dividing the participants into the 

different groups reveals that: from all the “Yes” responses, 40% correspond to the control 

group (e.g 1), 29% correspond to the participants of group 2 (role-play with no embodiment) 

and 29% to the participants of group 3 (role-play with embodiment). As for the “Blank” 

responses, 33% correspond to the participants in group 1, 34% to participants in group 2 and 

34% to participants in group 3. However, it should be noted that most of the “Yes” responses 

in group 1 are from the same participant. 

VI.4.2.2 Fluency Analysis 
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 This section presents the analysis of participant’s fluency. The data collected is 

categorized into different areas presented in the following rubric: 

- Identification of the participant 

- The number of the total words* versus the meaningful words 

- The number of silent pauses in the entire monologue 

- The length of all the silences 

- The number of filled pauses (a, am, e, mm) 

- The number of words that are lengthen 

- The number of broken words 

- The number of English words included in the monologue 

The data collected is summarized in Table 13: 

# 
Participant 

Total 
Min. 

# 
Word
s 

# 
Silent 

Length Filled 
Pauses 

Word 
Extension 

Cut 
Words 

Eng. 
Words 

    1sec 2 sec 3 sec 4 
sec 

5 sec 6 sec     

101060 68s 43*/3
5 

8  1 6 1   2 20 0 6 

101062 55s 45*/3
9 

5 1 2 1    1 15 3 3 

101058 72s 77*/7
6 

3  3     3 45 1 1 

101018 48s 51*/4
2 

0       8 17 1 0 

101024 60s 85*/6
6 

4  1 1  1 1 6 28 1 12 

101052 53s 46*/4
0 

1   1    4 25 0 0 

101012 38s 28*/2
0 

3  1 2    4 18  1 2 

101032 33s 39*/3
2 

0       6 20 0 0 

101048 51s 34*/1
9 

3   1 1 1  6 14 2 7 

 
Table 13  Data from the monologues. Number of silences, length, filled pauses, word extension, cut words and words 
in English. 
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 Table 13, reveals that there is an important difference between the number of words that 

the participants say and the real number of meaningful words produced, contrast illustrated in 

the third column of this table. First, the total number of words that include (the number with a 

*): “words” that fill the pauses, words that were cut, words in English, and words that are 

repeated or reformulated. Second, the real number of words includes words that can be taken 

into account in the speech. The analysis of these data shows that approximately 80% of the 

words produced by participants are meaningful. Moreover, from the 20% of “non-

meaningful” words, the analysis reveals that 9% are “words” used to fill pauses, 2% are 

words that have been cut, 7% are words in English and the last 2% correspond to words that 

have been repeated or reformulated. Regarding the number of words lengthen (i.e., sound of 

last vocalic element was made longer), the data shows that 46% of the words in the entire 

monologue (taking into account meaningful and non-meaningful words) were lengthen.  

 In terms of timing, the average duration of speech length was 53 seconds, and the 

average number of pauses made by participants per speech was 3. The majority of these 

pauses had a duration of 3 seconds (46%) followed by pauses of 2 seconds (31%).  

An overall analysis of the pauses found in the data led to the conclusion that none of the 

pauses were intended silences with a meaningful purpose. The participants used the pauses as 

a strategy to find the next word or phrase to say. Thus, the next figure presents a comparison 

between number of words (total and significant), time (total and without pauses) and 

experimental groups.   
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Figure 18: Comparison between amount of words, time and experimental group 

 
 First, an examination of the first two graphics, corresponding to a comparison of the 

total words versus time (with and without pauses), shows that both experimental groups 1 and 

2 have marked differences between them regarding the amount of words while group 3 has a 

smaller difference. Moreover, it could be stated that experimental group 2 seems to have a 

higher level of fluency than the other groups based on the amount of words produced. In this 

case, and in terms of fluency, the data shows that participants in group 2 have a higher rate of 

words per minute (64.7), followed by participants in groups 1 (55.6) and 3 (42.5). 

 

 Next chapter discusses these experimental results as a whole, their implications and 

their relation with previous studies. 

 
  

Total word 
p.m

Total word 
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pauses
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words p.m

Significant 
words p.m 
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pauses

Experimental Group 1 54.1 63.9 47.3 55.6
Experimental Group 2 66.9 78.2 55.7 64.7
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VII. Discussion 
	
  
  This chapter discusses experimental results presented in chapter VI and their 

implications. The main goal of this study was to explore the potential effects the introduction 

of drama activities; in particular, role-play exercises would have in the acquisition of 

vocabulary and fluency development in Spanish. With that purpose in mind, fifty six L2-

learners of Spanish were recruited from nine different sections of Elementary Spanish 

classes, taught by four different instructors. Depending on the section they attended to, the 

participants were divided into three experimental groups: Group 1 was the control group, i.e., 

participants in this group did not perform any role-play activities; Group 2, included 

participants who performed role-plays by memorizing the scripts while seated with no body 

movement involved; in Group 3, the participants performed the role-play scripts as a 

theatrical exercise where props and body movements were included.   

  As presented in the previous chapter, data were collected in three phases: first at the 

beginning of the research through a pre-test: second, through the results of the role-play 

activities and third, through a posttest in the final phase of the study, a final interview and an 

evaluation of student’s oral production by native speaker instructors. In addition, these data 

were compared among experimental conditions. 

  Discussion will be presented in the following orders: Section VII.1 The data obtained 

from the role-plays; Section VII.2. A comparison between the pre-test and the post-test 

results; Section VII.3 the final phase results and their correlation with the research questions. 

VII.1 Role-play 
 

The goals of this study were to analyze whether or not the implementation of drama 

activities, such as role-plays, had any effect on: students’ motivation to produce in the L2; the 
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creation of a safe environment through these activities for them to produce an output; and 

vocabulary acquisition enhancement and fostering of oral fluency, as stated in chapter five.  

This section presents a discussion of the effects of the implementation of role-

plays, through a comparison of experimental groups 2 (script only) and 3 (script and 

active/body component) results. Regarding reading versus memorizing the scripts, the 

results showed a fluctuation in the percentages that went from a reduction on the 

number of participants who read the script from role-play 1 (23%) to role-play 2 (9%) 

to an increase on the percentage of participants reading the script in role-play 3 

(17%).  Interestingly, the number of words increased from role-play 1 to role-play 2, 

while. the amount of words from role-plays 2 and 3 were the same. These results 

seem to point to the fact that script length was not a determining factor in successful 

memorization of a role-play. 

Furthermore, an overall analysis comparing the effects of the experimental 

conditions showed that the percentage of participants whom memorized the scripts 

was higher for participants in experimental group 3 (script and action) in the three 

role-plays, supporting the theories of Ronke (2005), Guilfoyle and Mistry (2013) or 

Parker-Starbuck (2014), among others, whom stated that, when movements or actions 

are included, the memorization and acquisition is higher. In other words, since 

participants in group 3 had not only to memorize the script but also to embody it, their 

memorization rate was higher. Although, it should be pointed out that in the first role-

play the percentage of students that read the script was equal in both experimental 

groups. 

Nonetheless, a more detailed data analysis of participants that who memorized the 

scripts, does not support the previous conclusion about experimental group 3. A comparison 

of the three role-plays found no distinguishable pattern, i.e., participants in experimental 
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group 2 recalled a higher number of words in some scripts, while in other scripts participants 

in experimental group 3 performed them more accurately. In addition, the analysis on the 

number of movements required of experimental group 3 participants, revealed that in the 

majority of cases, participants with roles that had a higher number of movements assigned to 

them were the ones who recalled a lower number of words, not supporting the conclusion 

stated above. One could consider that the performance of participants in experimental group 

3 was less accurate due to the difficulty of the task assigned, i.e., while participants in group 

2 only had to memorize a script, participants in group 3 had to memorize a script along with 

movements and actions attached to them. Therefore, this higher degree of task complexity 

could account for their less accurate performance. 

Regarding students’ overall perception of the value of role-plays in the L2 classroom, 

the post-test’s revealed that the majority of participants in both experimental groups liked the 

exercises, with 62% in scenario 2 and 63% in scenario 3. A more detailed analysis of 

students’ perception showed that a higher percentage of participants in experimental 

condition 3 (92%) than experimental condition 2 (86%) considered role-plays as beneficial 

for their oral assignment. In addition, participants in both experimental groups thought that 

this type of activities helped them improve their oral skills, their vocabulary acquisition and 

their fluency, with an average of 74% for experimental group 2 and 75% for experimental 

group 3.  

However, participants’ positive perception on role-plays was not reflected in 

their performance in terms of their production and motivation to participate in them. 

Participants in both experimental groups hardly learned the scripts (23% in role-play 

1; 9% in role-play 2 and 17% in role-play 3) and were not enthusiastic in participating 

in them. Moreover, we should point out that participants´ attitude also depended on 

the instructor and the classroom environment. As Neelands (2009) stated “[d]rama by 
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itself does nothing. It is only what teachers do with drama that makes the difference” 

(p. 11). That is, the instructor’s task is to enhance the learning for the students, as 

stated by Neelans. Likewise, Madonna Stinson and Erika Piazzoli (2013) also stated 

that “they believe that teachers who use drama in the second language classroom need 

to have equal ease, confidence and facility in both areas” because that is the only way 

drama can be beneficial to the second language class. Some of the instructors’ of 

record of the sections where participants were recruited did not encourage their 

students to prepare for the role-play activities, as only saw them as something that 

took away valuable class time.  

 Furthermore, it was interesting to see that although participants were memorizing 

scripts, sometimes, if they could not remember the line, instead of trying to negotiate the 

intended meaning, they skipped the line or produce something incorrect in terms of meaning. 

Moreover, when other participants heard the non-target production in the dialogue, they 

continued with their line even if it did not make sense. Thus pointing to the fact that students 

were memorizing the scripts without understanding them. This performance does not support 

Swain´s (1995) proposal that output can serve as an opportunity for learners to test how much 

they know, as well as an opportunity to receive feedback from the interlocutors.   

 Participants’ lack of attention to the production of other participants in the role-plays, 

put into question the idea that role-plays could foster collaborative work. As stated by Evan 

(2008), Piazzoli (2011) and Guilfoyle and Mistry (2013), the use of drama techniques 

encourages teamwork and a supportive and interactive environment where students’ level of 

vocabulary acquisition and oral performance is higher. Therefore, one could ask why in these 

role-plays participants did not help each other or meet to practice before the date of the 

exercise if they had their group assigned and their scripts one week in advance.  
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 In relation to the “rehearsal” aspect of role-plays, the lack of repetition in this 

role-plays should be taken into account in the present discussion.. Studies such as 

Ronke’s (2005) and Laso & Rebollo (2013) mentioned the importance of repetition 

and practicing the script. Maybe if the study would have allocated more time for 

rehearsals to develop each role-play interactions, as Ronke mentions, students would 

have been more motivated and their involvement would have been higher. Support for 

this idea was found in their performance on the final (graded) oral assignment. For 

this oral assignment students had the opportunity to practice the same sequence at 

home and repeat it twice in the classroom and the results showed that their oral 

production was higher and more accurate to the one developed in the role-plays. In 

addition, most of the participants in the study were taking Spanish as a requirement; 

hence their level of commitment to the course was very low. Therefore, since the oral 

assignment had a higher weight on their grades, they prepared more and were more 

engaged in it than in the role-plays. 

 In sum, the results obtained from the role-play data suggest that there were no 

big differences between experimental groups 2 and 3, that participants with more 

movement/actions tended to have more issues to recalling, and that in general their 

motivation was lower than expected. Next sections present a discussion of the results 

of the post-test in comparison with the pre-test; and the final interview in order to 

draw conclusions regarding participants’ vocabulary learning and retention as well as 

fluency development. 

VII.2. Comparison between the pre-test and the post-test 
  

 The pre-test was developed in order to assess participants’ Spanish level before the 

experimental treatment and compare these data with the data obtained in the post-test. 
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Moreover, the analysis of the post-test would serve to examine whether or not there were any 

positive effects in terms of vocabulary learning on each experimental group (1, 2 and 3). 

 The pre-test data analysis revealed that participants in the study were fairly 

homogenous in terms of their knowledge of Spanish, even though there were 

participants who had taken Spanish before and participants who were true beginners. 

Moreover, the majority of participants (74%) were able to respond accurately to 

structures and vocabulary to which they had been exposed to in class before the 

experiment started, and 68% of those participants were not able to respond accurately 

to items that had not been covered yet. Therefore, these data not only show what 

could be expected but also that participants’ knowledge of Spanish of the was higher 

than expected, i.e., 31% of them was able to respond accurately to items that had not 

been covered in class. 

 Table 6 compares the results from the pre-test and the post-test. The results 

show that the majority of participants were able to respond accurately to most of the 

questions once the experiment was completed. However, the majority of the 

participants did not respond accurately to two questions: question 5 (i.e., The price of 

the backpack) and question 9 (i.e., Where is the cafeteria?).  In addition, a comparison 

between pre-test/post-test results and experimental groups revealed homogeneity 

between groups after the experimental treatment. Nevertheless, it should be pointed 

out that participants in experimental group 1 showed a higher accuracy rate in some 

of the responses; for example this group was the only one responding to question 

number 9. 

 In terms of their ability to understand and translate vocabulary and phrases, 

overall results show an improvement for the majority of the words/structures in the 

post-test, as shown in Table 8. Interestingly, there were words which participants 
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were able to translate in the pre-test but failed to do so in the post-test. This can be 

linked to the importance of practicing language and frequently recycling 

words/structures learned in order to be support the acquisition process. Finally, a 

comparison of these results among the three experimental groups yielded no marked 

differences between participants. 

 Therefore, the comparison of the pre- and post-tests results seems to indicate 

that the level of Spanish in all participants was similar regardless of the class section 

they attended and the experimental condition they were exposed to. Thus, the 

inclusion or not of drama activities seems to have no effect in vocabulary learning. 

Moreover, the results show that there is a slight difference between experimental 

groups.  In particular, participants in experimental group 1 (or the control group) 

reached a higher level of accuracy, in some words/structures, in comparison with their 

pre-test results and the results of the other two groups. These findings do not support, 

previous claims made in the literature on positive effects of drama activities in terms 

of vocabulary acquisition e,g., Davies (1990), Ronke (2005), Rebollo, Laso & León 

(2012). An explanation to this could be related to the way participants were exposed 

to the vocabulary items. While in experimental group 1 they were passively learning 

vocabulary, in experimental conditions 2 and 3 participants were required to perform 

and learn words/structures in a contextualized discussion. This could have imposed an 

excessive load in terms of information with classmates via a role-play, and/or body 

movement. 

VII.3. Final Interview 	
  
	
  

	
   The	
   final	
   phase	
   of	
   the	
   experiment	
  was	
   a	
   final	
   interview.	
   In	
   this	
   activity	
  

participants	
   in	
   pairs	
   had	
   to	
   interact	
   and	
   speak	
   in	
   three	
   different	
   scenarios,	
   two	
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dialogues:	
   the	
  store,	
   the	
  doctor;	
  and	
  a	
  monologue:	
  a	
  description	
  of	
   their	
  home..	
   In	
   the	
  

first	
   scenario,	
   the	
  store,	
   one	
  of	
   the	
  participants	
  was	
   the	
   shop	
  employee	
  and	
   the	
  other	
  

one	
  a	
  customer	
  buying	
  presents.	
  Pictures	
  of	
  available	
  items	
  (which	
  included	
  color	
  and	
  

prices)	
  for	
  sale	
  in	
  the	
  store	
  and	
  a	
  scheme	
  of	
  action	
  were	
  given	
  to	
  participants.	
  	
  

In the second scenario, the doctor, one of the students was the doctor and the 

other one was a patient with unhealthy daily habits. Participants received a list of 

questions in English to ask the doctor, and a list of answers also in English to give the 

patient. Finally, in the third scenario the students had to describe to their partner their 

house.  

As it can be seen, each scenario represented a different challenge for the 

participants. In the first scenario, participants had materials to support their dialogue 

but they had to create it themselves, therefore, it was a spontaneous dialogue. The 

second scenario was a guided dialogue, i.e., they only had to “translate” the elements 

provided in English. And the third scenario was not an interaction but a monologue 

involving the description of their house. Discussion of these aspects is organized as 

follows: 1) Spanish native-speaker evaluations of participants’ output; 2) analysis of 

participants production: and 3) fluency of participants. 

First in terms of Spanish native-speaker instructor’s participants’ oral 

production assessment, their overall analysis showed that participants’ level of 

comprehension was higher (4 points out of 5) than their oral production (3 points out 

of 5), as seen in Figure 16. That is language comprehension might develop before 

language production, as has been pointed out in the literature by many authors such as 

Chomsky (1959) and Krashen (1982). Moreover, it seems that for the instructors the 

level of all participants was similar. However, it should be pointed out that in question 

3, which pertained to participants’ accuracy in their responses, the results show that 
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participants in experimental groups 1 and 2 achieved a higher level of accuracy than 

participants in experimental group 3. It should be also stated that while performance 

of role-plays could be the reason why participants in experimental group 3 had more 

difficulties –due to having to learn not only the words but also the movements– in this 

phase all the students had to improvise and had the same elements to rely on. 

Therefore, one could question whether different exposure levels and performances in 

class, during the semester, could affect their actual performance. In other words, 

whether a passive learning method (experimental group 1) which needed less 

commitment from the student help them more to memorize the vocabulary than 

having to use them in a role-play. 

These results can also be compared to the issue regarding the difficulty level 

in each scenario. As figure 17 shows, while scenario 1 (i.e., the store) turned out to be 

the most challenging for all participants, rated only a 3 out of 5 in a scale, participants 

in experimental group 1 had a higher performance in scenario 2 (i.e., the doctor) than 

participants in the other two groups (4 out of 5 compared to 3 out of five in the other 

two groups). In addition, in scenario 3 (i.e., house description), participants from 

experimental groups 1 and 2 achieved a higher ranking (4 out of 5) than participants 

in experimental group 3 (3 out of 5).  

In conclusion, the results from the native speaker’s assessment clearly state 

that in terms of comprehension all students have the same level and, although in a 

general overview the oral production is similar in all students, there are a few 

components that indicate that participants in experimental group 1 have a higher 

performance in terms of accuracy than the other two experimental groups, followed 

by participants in experimental group 2 and finally, participants in experimental group 

3 with a lowest rate of accuracy. These results do not seem to support Nation’s (1991) 



   

 94 

statement about how spoken production of vocabulary helps learning, i.e., role-plays 

can be considered as spoken production exercises. 

Now we turn the discussion to the detailed examination of 25% of 

participants’ production. The analysis shows that, in terms of vocabulary and 

structure recognition and recall, the majority of the participants in both scenarios 1 

and 2 did not recall 98.5% of words/structures. Moreover, regarding the 

words/structures that were recalled correctly, in scenario 1 participants in 

experimental group 2 (39%) performed more accurately followed by participants in 

experimental group 1 (36%). However, in scenario 2, participants in experimental 

group 1 (40%) achieved a higher result compared to the other two experimental 

groups both with 30%. Thus in general, participants in experimental group 1 once 

again were able to recall more words/structures than the others. However, these 

results cannot be taken at face value since many of the target like responses were 

produced by one particular individual, in experimental group 1, who recalled most of 

the words. Therefore, in order to determine whether or not this particular participant 

was skewing the results, his data were eliminated from the control group data  and the 

results showed that the experimental group that had a higher performance in the three 

scenarios was experimental group 2 with: 39% of accurate responses of scenario 1; 

37% in scenario.   

In addition, a comparison of the native speaker’s evaluation to these results, 

point to a different conclusion: Syder (1983) specified that the memorization of new 

sentences and phrases not only help with fluency in the speech but also with the 

creation of new sequences. Therefore, it is understandable that participants fluency 

was rated by the native speakers as 3 (out of five) and that they were not capable of 

creating new sequences, if they did not memorized in a long term the role-play 
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structures, not recalling them in these final interview. In addition it may also explain 

one of the limitations of this study. If most of these words/structures were memorized 

in the role-plays but were not processed or retained in long-term memory, the 

problem was not a matter of words/structures difficulty but an issue regarding the 

proficiency level of the participants. Participants in the study had a very low 

knowledge of Spanish, therefore, their capability of improvising and creating new 

structures is highly unlikely since they do not have a minimum vocabulary to do so. 

 Nevertheless, it was interesting to observe the change of participants’ attitude in 

this phase of the study as compared to their attitude during the role-plays. In these two 

scenarios, participants interacted with their partners trying to fill in the gaps and 

succeed with the dialogue. Sometimes, participants with a higher level of oral 

proficiency recognized the non-target output of their partner but answered correctly or 

helped them restate the question. This cooperative attitude can be related to what 

Nation (1991) states that “learners are able to provide useful information to each other 

on most of the vocabulary in a typical communicative task; that is, if someone in a 

group does not know a particular word, there is likely someone else in the group who 

knows something useful about it and who can communicate this information 

effectively (p. 270). 

 Another aspect included in the participants’ production analysis was fluency 

and it was assessed in the third scenario, i.e., the monologue. Results showed that 

participants in experimental group 2 had a higher production rate of meaningful 

words per minute (64.7) than the rest of participants (55.6 for participants in 

experimental group 1 and 42.5 for participants in experimental group 3). Moreover, 

according to Oppenheim (2000), fluency is defined as having a nativelike delivery, 

i.e., 150 to 200 words, with pauses of 0.5 seconds or less. Since the production of 
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participants do not reach the number of words required and 46% of their pauses had a 

length of 3 seconds, they do not meet the criteria for being considered as fluent. 

However, for this beginning level is normal not to achieve a nativelike delivery status. 

Furthermore, it was really interesting to see that participants searched for the words 

and tried to keep the interlocutors’ attention through vowel lengthening at the end of 

the words. This strategy was used more commonly than filling the pauses with “a…” 

or “amm,” as shown in table 13.  This and the fact that 80% of the words they 

produced were “meaningful words” is an indication that participants were able to 

communicate accurately in this part of the experiment. This result brings support to 

ACTFL proficiency speaking guidelines (2012). In these guidelines, learners at the 

novice level, which could be the linked to elementary level courses, are described as 

able to communicate minimally by using isolated words specially when responding to 

direct questions but they are not capable of participating in a conversational exchange. 

Thus, the results obtained in this final phase of the experiment are a reflection of what 

these guidelines express. In other words, they account for participants’ ability to 

perform with a higher accuracy in the last part because they only had to respond to a 

request of “describe your house”, while in the other two situations they had to create 

an entire conversational exchange.  This points to one of the limitations of the present 

research, namely, the need to elicit language at this level. One idea for future research 

would be to assign an instructor to conduct the interview in those two situations, 

instead of having two students with the same level. This could have yielded different 

results. 

 Notice while students try to complete the tasks of the final interview, they 

verbalized that they were having a hard time finding and producing the structures they 

wanted to use. Therefore, they noticed a problem without a feedback. Evidence of this 
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process was found through their think aloud process. Students were aware of their 

gaps in their knowledge of Spanish, some of them were able to solve them, but others 

–although they identify the problem– ended up responding in English (Swain 130, 

1995). Thus, as Swain (1985) stated, comprehensible output is a necessary 

mechanism of acquisition “to provide opportunities for contextualized, meaningful 

use, to test out hypothesis about the target language, and to move the learner from a 

purely semantic analysis of the language to a syntactic analysis of it” (p. 252). 

 The discussion of the current findings raised questions about the hypothesis of 

this research. Although it seems drama exercises can serve to facilitate many aspects 

of the acquisition of an L2, the present study has found no clear differences among 

the three experimental groups. Furthermore, participants in experimental group 1 in 

many of the exercises/activities had a more accurate response rate than the other two 

groups. 

 In conclusion, the findings of present study suggest that an elementary level 

does not provide an appropriate setting for the use of drama activities for many 

reasons. First, students do not have a sufficient level in the target language to 

improvise if they do not memorize the script. Second, learners are more concerned in 

memorizing all the words in the script than the meaning of what they are trying to 

communicate. Third, most of the students are in those classes due to a requirement; 

therefore, there is a lack of motivation. Fourth, the time frame to conduct these type 

of activities is very limited and does not allow for repetition in order to promote 

learners processing of the contents. Finally,the role of instructors is fundamental for a 

successful implementation of these type of activities, if the instructor is not engaged 

and does not believe in their effectiveness his/her lack of motivation will affect 

learners in their course section. 
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VIII. Conclusions  
 

Although several parallels can be drawn between the theoretical frameworks 

of theatre and second language teaching, this research does not support previous 

research claims on the beneficial outcomes of introducing drama activities into the L2 

classroom. The data obtained seem to indicate that the use of drama activities in the 

elementary Spanish classroom not only does not have a positive effect on participants 

L2 learning but also, in some cases, the use of these activities might hinder their 

acquisition due to the cognitive demands generated to learn in an active way. In 

addition, while the majority of the participants liked the activities and believed that 

they improved their oral acquisition skills, the data shows that this improvement was 

only in their perception and not reflected in the actual results. However, this last 

statement can be related to the age of the students. As we know adults tend to be more 

inhibited when it comes to production in the target language, and although at the 

beginning of the experiment there was a lot of resistance toward oral production, after 

the second role-play participants lost their fear to perform in front of the class. Thus, 

while vocabulary learning and fluency development were not fostered by drama 

activities, they seem to have a beneficial effect on classroom atmosphere as exposure 

to this type of activities continued.  

Finally, this research had a number of limitations. As mentioned earlier, drama 

activities seem to have a lot of potential in the L2 classroom but not at the beginner’s 

level. In particular, theatre may be beneficial at higher levels of language proficiency 

where students have a basic knowledge of the target language. Participants at a novice 

level are still focusing on understanding basic concepts but cannot grasp the whole 

meaning of a situation. This explains why memorization of simple words/structures 

might be achieved in a short period of time but it will not be internalized entirely if is 
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not repeated more than once. As a result, drama activities require a bigger time frame 

to be implemented successfully; this was not feasible in the Elementary Spanish 

program at Auburn University which has a set curriculum..  

In addition, student motivation to learn in a required class is not the same as 

the motivation of students who are choosing to take the class. Also, the role of the 

instructor should be taken into account. This research points out the importance of the 

instructors’ commitment to the successful implementation of this type of activities; if 

there is no instructor engagement there will be no results. 

Therefore, this research has shown that although drama activities create a safe 

classroom environment for oral production, but it does not support to the idea that 

these activities improve participants’ oral production in terms of vocabulary learning 

and oral fluency. Moreover, the data show that exposure to these activities had no 

impact in participants’ oral production or vocabulary learning, and in some instances 

these participants produced a lower outcome and were perceived more negatively by 

native speaker evaluators. To conclude, further research is needed to explore the value 

of the implementation of drama activities in the L2 classroom at higher proficiency 

levels. In addition, future research should also explore how to best integrate these 

activities into the L2 classroom to maximize their potential impact in terms of 

linguistic development, cultural awareness and the creation of a safe learning 

environment.  
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Appendix 1



APPENDIX B 
E-MAIL INVITATION FOR EXPERIMENT.  

(FOR CONTROL GROUP CLASSROOMS)  

!!
I am Elena F. Sánchez-Vizcaíno a graduate student in the Department of Foreign Language at Auburn 
University.  I would like to invite you to participate in my research to study the application of drama 
techniques in the Second Language Classroom. If you want you can participate in it if you are 19 or older. !
As a participant, you will be asked to do in class a pre-test regarding your spanish level (5 minutes), 
record an audio in english about a Spanish topic (5 minutes at home), to attend and letting me video 
record your Oral Assignment 2 (in class), to answer to a post-test and to do an interview with me in 
Spanish at the end of the semester (1st of December, 15 minutes).   !
The potential risks associated with participating in this study that you might encounter are: concern that 
this research may affect your Spanish grade, since the Oral Assignment 2 activity is part of the Spanish 
class you attend. The second one is, since video and audio are going to be recorded, the difficulty of 
maintaining your confidentially.  To minimize these risks, we want to explain that the elements that will 
be evaluated in this research will NOT be related to the Spanish course, focusing on results that are not 
part of the course evaluation. Moreover, the questionnaires and the interview will be totally apart from the 
class and these are the main sources for the data we need to obtain. Also, from the beginning of the study 
your personal information (such as your name) will be removed from the data identifying these data with 
randomized numbers. The only person that will have the information, relating the name and the results, 
will be the researcher and her advisor. Also, the final interviews, which will be listen to by native speaker 
instructors’, will not have the image and will not be evaluated by your instructor, guaranteeing your 
privacy. !
If you participate you will get EXTRA CREDIT points, 100 (out of 200) which equals going 3 
times to Mesa Española. !
If you would like to participate in this research study, please send me an email to efs0006@auburn.edu 
and I will send you the letter of acceptance and further instructions.  If you have questions, please contact 
me at the same email address or in my office HC 2020, MWF (11-12pm) or you may contact my advisor, 
Dr. Gilda Socarrás, at HC 6020 or socargm@auburn.edu. 
Thank you for your consideration, 

!
Elena F. Sánchez Vizcaíno 

mailto:efs0006@auburn.edu
mailto:socargm@auburn.edu


!
E-MAIL INVITATION FOR EXPERIMENT  
(FOR EXPERIMENTAL GROUP CLASSROOMS) 

!!
I am Elena F. Sánchez-Vizcaíno a graduate student in the Department of Foreign Language at Auburn 
University.  I would like to invite you to participate in my research to study the application of drama 
techniques in the Second Language Classroom. If you want you can participate in it if you are 19 or older. !
As a participant, you will be asked to do in class a pre-test regarding your spanish level (5 minutes), 
record an audio in english about a Spanish topic (5 minutes at home), to attend and letting me video 
record the role-playing activities that will be done in your Spanish class (class time), to keep a mini diary 
after each activity (2-3 lines per role play), to let me record your oral assignment 2 (in class), to answer to 
a post-test and to do an interview with me in Spanish at the end of the semester (1st of December, 15 
minutes).   !
The potential risks associated with participating in this study that you might encounter are: concern that 
this research may affect your Spanish grade, since the role plays activities are part of the Spanish class 
you attend. The second one is, since video and audio are going to be recorded, the difficulty of 
maintaining your confidentially.  To minimize these risks, we want to explain that the elements that will 
be evaluated in this research will NOT be related to the Spanish course, focusing on results that are not 
part of the course evaluation. Moreover, the questionnaires and the interview will be totally apart from the 
class and these are the main sources for the data we need to obtain. Also, from the beginning of the study 
your personal information (such as your name) will be removed from the data identifying these data with 
randomized numbers. The only person that will have the information, relating the name and the results, 
will be the researcher and her advisor. Also, the final interviews, which will be listen to by native speaker 
instructors’, will not have the image and will not be evaluated by your instructor, guaranteeing your 
privacy. 
 If you participate you will get EXTRA CREDIT points, 100 (out of 200) which equals going 3 
times to Mesa Española. !
If you would like to participate in this research study, please send me an email to efs0006@auburn.edu 
and I will send you the letter of acceptance and further instructions.  If you have questions, please contact 
me at the same email address or in my office HC 2020, MWF (11-12pm) or you may contact my advisor, 
Dr. Gilda Socarrás, at HC 6020 or socargm@auburn.edu. 
Thank you for your consideration, 

Elena F. Sánchez Vizcaíno



APPLIED THEATRE EXPERIMENT

EXTRA CREDIT FOR PARTICIPANTS

¿WHAT?
This research studies the 

use of drama techniques 
in the Spanish 

classroom…to see if it 
improves the vocabulary 
and fluency in your oral 

production

¿WHEN?
MOST OF THE EXPERIMENT 
WILL BE PART OF YOUR CLASS

DURING THIS SEMESTER YOU 
WILL HAVE TO DO 7 ROLE-
PLAYS: 1 PER CHAPTER. 

EVERYBODY WILL DO THOSE 
EXERCISES.!

¿HOW?

¿WHAT ELSE WILL I 
HAVE TO DO?

1. Pre-test (5 minutes) 
2. Record yourself for 1 minute talking in English about an 

specific topic. (5 minutes total) (only experimental groups) 
3. Keeping a diary in English after each role play activity (2 -3 

lines) (only experimental groups) 
4. Letting me record your 4 last role-plays and your 2nd oral 

assignment (in class) 
5. Doing a post-test and a video recorded interview in Spanish 

with me at the end of the semester (15 minutes). 1st of 
December.



¿WHAT ELSE WILL I 
HAVE TO DO?

TOTAL TIME COMMITMENT OUT 
OF THE CLASS WILL BE 

APPROXIMATELY:  

1 HOUR AND A HALF.

¿EXTRA CREDIT?

IF YOU PARTICIPATE 

AND DO EVERYTHING 

YOU WILL GET THE 

SAME POINTS AS IF 

YOU WENT 3 TIMES 

TO MESA ESPAÑOLA 

(100 points)

¿MY GRADE?
This experiment WILL 

NOT AFFECT your grade 

although most of it is 

done in the class. Your 
name will be kept 

confidential and your 
instructor will not 
evaluate your 
performance.

¿WHO?
If you are 19 or 

older



¿Until when 
can I sign up?

OCTOBER 
5TH TO SIGN UP:

efs0006@auburn.edu!
Elena SV Flys. HC 2020 !

M, W, F 11:00-12:00 "Office Hours#

Elena SV Flys
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(VWXGLDQWH�$��<R�WDPEL«Q��4XLHUR�HO�YHUGH�\�EODQFR���

(VWXGLDQWH�&��0X\�ELHQ��$TX¯�WLHQHQ��

�
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�

�
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3URSV�WKH�WHDFKHU�ZLOO�KDYH����SXUVHV����KDW��JORYHV����GUHVVHV����EDJV��PRQH\��D�PDS��D�

FDOFXODWRU��D�ER[�ZLWK�HDUULQJV����WLH����RU���PDWHV���

,QVWUXFWLRQV��6WXGHQWV�KDYH�WR�PHPRUL]H�WKH�GLDORJXHV�IRU�WKH�JLYHQ�GDWH��$OO�WKH�LQIRUPDWLRQ�LQ�

SDUHQWKHVLV�FRUUHVSRQGV�WR�WKH�PRYHPHQWV�WKH\�PXVW�GR�ZKLOH�WKH\�VSHDN��

�7KUHH�VWXGHQWV�$���%�DQG�'�DUH�ZDONLQJ�DV�LI�WKH\�ZHUH�LQ�WKH�VWUHHW�ZLWK�D�PDS��

(VWXGLDQWH�$��%XHQRV�G¯DV��

(VWXGLDQWH�%��1HFHVLWDPRV�FRPSUDU�UHJDORV�SDUD�QXHVWUDV�PDGUHV��

(VWXGLDQWH�&���SXOOV�IURP�EHORZ�WKH�WDEOH�WZR�GLIIHUHQW�SXUVHV�DQG�D�ER[�ZLWK�HDUULQJV��$TX¯�WHQJR�

EROVRV�GH�FXHUR�D����SHVRV��

(VWXGLDQWH�$��<�HVWRV�SHQGLHQWHV�GH�SODWD��RSHQLQJ�WKH�ER[�DQG�ORRNLQJ�DW�WKH�HDUULQJV���&X£QWR�

FXHVWDQ"�

(VWXGLDQWH�&��&XHVWDQಹ��FDOFXODWHV�ZLWK�WKH�FDOFXODWRU������SHVRV���

(VWXGLDQWH�%��6RQ�PX\�HOHJDQWHV���

(VWXGLDQWH�'���VLJKLQJ��6RQ�GHPDVLDGR�FDURV���

(VWXGLDQWH�$��6¯��6ROR�WHQJR�����SHVRV��

(VWXGLDQWH�'��7DPEL«Q�WLHQHQ�PDWHV�GH�YDULRV�FRORUHV��D]XO��PDUUµQ��YHUGHಹ��

(VWXGLDQWH�&���SXOOV�RXW�WKH�KDW��WKH�JORYHV�DQG���GUHVVHV��3XHGHQ�OOHYDUOHV�XQ�JRUUR�LQIRUPDO��

XQRV�JXDQWHV�FO£VLFRV��XQ�FLQWXUµQಹ��

(VWXGLDQWH�'��ಹ��LQWHUUXSWLQJ��(VWRV�YHVWLGRV�VRQ�PX\�PRGHUQRV��

(VWXGLDQWH�%���JUDEV�RQH�RI�WKH�GUHVVHV�DQG�ORRNV�DW�LW���&X£QWR�YDOH�HVWH�YHVWLGR"�

(VWXGLDQWH�&��9DOH����XVLQJ�WKH�FDOFXODWRU�DJDLQ������SHVRV��

(VWXGLDQWH�$��0H�JXVWD�PXFKR��(V�EDUDWR�\�SUHFLRVR���OHDYHV�WKH�GUHVV�RQ�WKH�FRXQWHU��

(VWXGLDQWH�'��6¯��SHUR�\R�WHQJR�TXH�DKRUUDU��<R�FRPSUR�HO�EROVR��

(VWXGLDQWH�%��<R�OH�FRPSUR�XQ�YHVWLGR�D�PL�PDGUH��\�ಹ��SRLQWLQJ�WR�RQH�WLH��XQD�FRUEDWD�D�PL�

SDGUH���WKH�VWXGHQW�JLYHV�WKH�PRQH\�WR�WKH�VWXGHQW�&��

(VWXGLDQWH�$��<R�WDPEL«Q���SRLQWLQJ�DW�WKH�GUHVV��4XLHUR�HO�YHUGH�\�EODQFR���+H�VKH�JLYHV�WKH�

PRQH\�WR�VWXGHQW�&��

(VWXGLDQWH�&��0X\�ELHQ��$TX¯�WLHQHQ���+H�VKH�JLYHV�WKHP�WKH�EDJV���WKH�VWXGHQWV�OHDYH��

�

�

�



 

 

�
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�

,QVWUXFWLRQV��6WXGHQWV�KDYH�WR�PHPRUL]H�WKH�GLDORJXHV�IRU�WKH�JLYHQ�GDWH��

(VWXGLDQWH�%��(VWD�HV���

(VWXGLDQWH�&��6¯��OD�WLHQGD�GH�DUWHVDQ¯D��

(VWXGLDQWH�$��%LHQYHQLGRV��3XHGR�D\XGDUOHV"�

(VWXGLDQWH�'��4XHUHPRV�FRPSUDU�XQDV�ERPELOODV�GH�SODWD�\�DOSDFD��

(VWXGLDQWH�$��1R�WHQJR�ERPELOODV�HQ�HVWH�PRPHQWR��

(VWXGLDQWH�'��+D\�EROVRV�GH�FXHUR��

(VWXGLDQWH�&���&X£QWR�YDOHQ�ORV�EROVRV"�

(VWXGLDQWH�$������SHVRV��

(VWXGLDQWH�%��6RQ�P£V�EDUDWRV�TXH�ORV�SHQGLHQWHV��

(VWXGLDQWH�&��<R�TXLHUR�FRPSUDU�XQR��(O�URMR��

(VWXGLDQWH�'��<R�OH�FRPSUR�D�0DUWD�XQR�WDPEL«Q��

(VWXGLDQWH�%��<R�QHFHVLWR�FRPSUDU�XQ�UHJDOR�SDUD�PL�DPLJR�0DUFRV��

(VWXGLDQWH�&��5HJ£ODOH�XQDಹ��XQD�FDUWHUD�D�0DUFRV�

(VWXGLDQWH�'��&RQR]FR�D�0DUFRV�\�OH�JXVWDQ�PXFK¯VLPR�ODV�FDUWHUDV��

(VWXGLDQWH�%���&X£QWR�FXHVWDQ�ODV�FDUWHUDV"�

(VWXGLDQWH�$��(VWDV�FXHVWDQಹ�������SHVRV��/RV�GRV�FXHVWDQಹಹ�����SHVRV�HQ�WRWDO���

(VWXGLDQWH�%��<R�SUHILHUR�SDJDU�FRQ�GLQHUR��

(VWXGLDQWH�&��<R�WHQJR�TXH�SDJDU�FRQ�WDUMHWD��

(VWXGLDQWH�$��0X\�ELHQ��$GLµV�\�PXFKDV�JUDFLDV��

(VWXGLDQWH�%��$GLRV��

�

�

�

�

�

�

�

�

�
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3URSV�WKH�WHDFKHU�ZLOO�KDYH��$�VKRSSLQJ�OLVW��WDJ�ZLWK�WKH�SULFH�RI�WKH�HDUULQJV��ER[�ZLWK�HDUULQJV����

SXUVHV����ZDOOHW�����EDJV����FUHGLW�FDUG��PRQH\���

,QVWUXFWLRQV��6WXGHQWV�KDYH�WR�PHPRUL]H�WKH�GLDORJXHV�IRU�WKH�JLYHQ�GDWH��$OO�WKH�LQIRUPDWLRQ�LQ�

SDUHQWKHVLV�FRUUHVSRQGV�WR�WKH�PRYHPHQWV�WKH\�PXVW�GR�ZKLOH�WKH\�VSHDN��

�6WXGHQW�%�DQG�VWXGHQW�$�ZDON�RXW�RI�WKH�FODVV�DQG�FRPH�EDFN�LQ�DV�LI�WKH\�ZHUH�HQWHULQJ�D�VWRUH���

(VWXGLDQWH�%��(VWD�HV���

(VWXGLDQWH�&��6¯��OD�WLHQGD�GH�DUWHVDQ¯D��

(VWXGLDQWH�$��%LHQYHQLGRV���3XHGR�D\XGDUOHV"�

(VWXGLDQWH�'���ORRNLQJ�WR�KLV�VKRSSLQJ�OLVW��4XHUHPRV�FRPSUDU�XQDV�ERPELOODV�GH�SODWD�\�DOSDFD��

(VWXGLDQWH�$��1R�WHQJR�ERPELOODV�HQ�HVWH�PRPHQWR��

(VWXGLDQWH�'��+D\�EROVRV�GH�FXHUR��KH�VKH�SXOOV���SXUVHV�RXW���

(VWXGLDQWH�&���&X£QWR�YDOHQ�ORV�EROVRV"�

(VWXGLDQWH�$���XVLQJ�D�FDOFXODWRU������SHVRV��

(VWXGLDQWH�%���SRLQWLQJ�WR�D�ER[�RI�HDUULQJV�ZKHUH�\RX�FDQ�VHH�WKH�SULFH��6RQ�P£V�EDUDWRV�TXH�ORV�

SHQGLHQWHV��

(VWXGLDQWH�&��<R�TXLHUR�FRPSUDU�XQR���SRLQWLQJ�WR�WKH�UHG�SXUVH��(O�URMR��

(VWXGLDQWH�'��<R�OH�FRPSUR�D�0DUWD�XQR�WDPEL«Q��

(VWXGLDQWH�%��<R�QHFHVLWR�FRPSUDU�XQ�UHJDOR�SDUD�PL�DPLJR�0DUFRV��

(VWXGLDQWH�&��5HJ£ODOH�XQDಹ��KH�VKH�VHHV�VXGGHQO\�WKH�ZDOOHW��XQD�FDUWHUD�D�0DUFRV�

(VWXGLDQWH�'��&RQR]FR�D�0DUFRV�\�OH�JXVWDQ�PXFK¯VLPR�ODV�FDUWHUDV�GH�FXHUR��

(VWXGLDQWH�%���&X£QWR�FXHVWDQ�ODV�FDUWHUDV"�

(VWXGLDQWH�$���ZLWK�WKH�FDOFXODWRU��(VWDV�FXHVWDQಹ�������SHVRV��/RV�GRV�FXHVWDQಹಹ�����SHVRV�

HQ�WRWDO���

(VWXGLDQWH�%��<R�SUHILHUR�SDJDU�FRQ�GLQHUR��KH�VKH�JHWV�KHU�ZDOOHW�DQG�JLYHV�WKH�VWXGHQW�$�WKH�

PRQH\���

(VWXGLDQWH�&��<R�WHQJR�TXH�SDJDU�FRQ�WDUMHWD��KH�VKH�JLYHV�WKH�VWXGHQW�$�WKH�FUHGLW�FDUG���

(VWXGLDQWH�$��0X\�ELHQ��KH�VKH�UHWXUQV�WKH�FUHGLW�FDUG�DQG�JLYHV�WKHP�WKH�EDJV�ZLWK�WKH�LWHPV���

$GLµV�\�PXFKDV�JUDFLDV���

(VWXGLDQWH�%��$GLRV���6WXGHQWV�%�&�DQG�'�H[LW��

�

�



 

 

�
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��
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6&5,37�

�

6WXGHQW�$��*RRG�PRUQLQJ��

6WXGHQW�%��:H�ZRXOG�OLNH�WR�EX\�VRPH�SUHVHQWV�IRU�RXU�PRWKHUV��

6WXGHQW�&��+HUH�,�KDYH�OHDWKHU�KDQGEDJV�DW����SHVRV�HDFK��

6WXGHQW�$��$QG�WKHVH�VLOYHU�HDUULQJV��KRZ�PXFK�GR�WKH\�FRVW"�

6WXGHQW�&��7KH\�FRVWಹ�����SHVRV���

6WXGHQW�%��7KH\�DUH�YHU\�HOHJDQW���

6WXGHQW�'��7KH\�DUH�WRR�H[SHQVLYH���

6WXGHQW�$��<HV��,�RQO\�KDYH�����SHVRV��

6WXGHQW�'��7KH\�DOVR�KDYH�0DWH�WHD�LQ�GLIIHUHQW�FRORUV��EOXH��EURZQ��JUHHQಹ�

6WXGHQW�&��<RX�FDQ�DOVR�EULQJ�WKHP�D�FDVXDO�KDW��FODVVLF�JORYHV��D�EHOWಹ�

6WXGHQW�'��ಹ�7KRVH�GUHVVHV�DUH�YHU\�PRGHUQ��

6WXGHQW�%��+RZ�PXFK�LV�WKLV�GUHVV"�

6WXGHQW�&��,W�FRVWV�����SHVRV��

6WXGHQW�$��,�OLNH�LW�YHU\�PXFK��,W�LV�FKHDS�DQG�EHDXWLIXO��

6WXGHQW�'��<HV��EXW�,�KDYH�WL�VDYH�PRQH\��,�EX\�WKH�KDQG�EDJ��

6WXGHQW�%��,�EX\�P\�PRP�WKH�GUHVV��DQG�ಹ�D�WLH�IRU�P\�GDG��

6WXGHQW�$��0H�WRR��,�ZDQW�WKH�JUHHQ�DQG�ZKLWH�RQH���

6WXGHQW�&��9HU\�JRRG��+HUH�\RX�DUH��

�

53��$�

6&5,37���$&7,21�

�

6WXGHQW�$��*RRG�PRUQLQJ��

6WXGHQW�%��:H�ZRXOG�OLNH�WR�EX\�VRPH�SUHVHQWV�IRU�RXU�PRWKHUV��

6WXGHQW�&���SXOOV�IURP�EHORZ�WKH�WDEOH�WZR�GLIIHUHQW�SXUVHV�DQG�D�ER[�ZLWK�HDUULQJV��+HUH�,�KDYH�

OHDWKHU�KDQGEDJV�DW����SHVRV�HDFK��



 

 

6WXGHQW�$��$QG�WKHVH�VLOYHU�HDUULQJV��RSHQLQJ�WKH�ER[�DQG�ORRNLQJ�DW�WKH�HDUULQJV���KRZ�PXFK�GR�

WKH\�FRVW"�

6WXGHQW�&��7KH\�FRVWಹ��FDOFXODWHV�ZLWK�WKH�FDOFXODWRU������SHVRV���

6WXGHQW�%��7KH\�DUH�YHU\�HOHJDQW���

6WXGHQW�'���VLJKLQJ��7KH\�DUH�WRR�H[SHQVLYH���

6WXGHQW�$��<HV��,�RQO\�KDYH�����SHVRV��

6WXGHQW�'��7KH\�DOVR�KDYH�0DWH�WHD�LQ�GLIIHUHQW�FRORUV��EOXH��EURZQ��JUHHQಹ�

6WXGHQW�&���SXOOV�RXW�WKH�KDW��WKH�JORYHV�DQG���GUHVVHV��<RX�FDQ�DOVR�EULQJ�WKHP�D�FDVXDO�KDW��

FODVVLF�JORYHV��D�EHOWಹ�

6WXGHQW�'��ಹ��LQWHUUXSWLQJ��7KRVH�GUHVVHV�DUH�YHU\�PRGHUQ��

6WXGHQW�%���JUDEV�RQH�RI�WKH�GUHVVHV�DQG�ORRNV�DW�LW��+RZ�PXFK�LV�WKLV�GUHVV"�

6WXGHQW�&��,W�FRVWV����XVLQJ�WKH�FDOFXODWRU�DJDLQ������SHVRV��

6WXGHQW�$��,�OLNH�LW�YHU\�PXFK��,W�LV�FKHDS�DQG�EHDXWLIXO���OHDYHV�WKH�GUHVV�RQ�WKH�FRXQWHU��

6WXGHQW�'��<HV��EXW�,�KDYH�WR�VDYH�PRQH\��,�EX\�WKH�KDQG�EDJ��

6WXGHQW�%��,�EX\�P\�PRP�WKH�GUHVV��DQG�ಹ��SRLQWLQJ�WR�RQH�WLH��D�WLH�IRU�P\�GDG���WKH�VWXGHQW�JLYHV�

WKH�PRQH\�WR�WKH�VWXGHQW�&��

6WXGHQW�$��0H�WRR���SRLQWLQJ�DW�WKH�GUHVV��,�ZDQW�WKH�JUHHQ�DQG�ZKLWH�RQH���+H�VKH�JLYHV�WKH�PRQH\�

WR�VWXGHQW�&���

6WXGHQW�&��9HU\�JRRG��+HUH�\RX�DUH���+H�VKH�JLYHV�WKHP�WKH�EDJV���WKH�VWXGHQWV�OHDYH��

�

�
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6&5,37�

�

6WXGHQW�%��7KLV�LV�LW��

6WXGHQW�&��<HV��7KH�FUDIW�VKRS��

6WXGHQW�$��:HOFRPH��&DQ�,�KHOS�\RX"�

6WXGHQW�'��:H�ZDQW�WR�EX\�VRPH�VLOYHU�DQG�DOSDFD�EXOEV��

6WXGHQW�$��5LJKW�QRZ�,�GRQvW�KDYH�DQ\�EXOEV��

6WXGHQW�'��7KHUH�DUH�OHDWKHU�SXUVHV��

6WXGHQW�&��+RZ�PXFK�GR�WKH�SXUVHV�FRVW"�

6WXGHQW�$������SHVRV��

6WXGHQW�%��7KH\�DUH�FKHDSHU�WKDQ�WKH�HDUULQJV��



 

 

6WXGHQW�&��,�ZDQW�WR�EX\�RQH��7KH�UHG�RQH��

6WXGHQW�'��,�ZLOO�EX\�RQH�IRU�0DUWD�DV�ZHOO��

6WXGHQW�%��,�QHHG�WR�EX\�D�SUHVHQW�IRU�P\�IULHQG�0DUFRV��

6WXGHQW�&��*LYH�KLP�Dಹ�D�ZDOOHW��

6WXGHQW�'��,�NQRZ�0DUFRV�DQG�KH�ORYHV�ZDOOHWV��

6WXGHQW�%��+RZ�PXFK�GR�WKH�ZDOOHWV�FRVW"�

6WXGHQW�$��7KLV�FRVWVಹ�������SHVRV��7KH�WZR�FRVWಹಹ�����SHVRV�LQ�WRWDO���

6WXGHQW�%��,�SUHIHU�WR�SD\�FDVK��

6WXGHQW�&��,�KDYH�WR�SD\�ZLWK�FDUG��

6WXGHQW�$��YHU\�ZHOO��*RRGE\H�DQG�WKDQN�\RX�YHU\�PXFK��

6WXGHQW�%��*RRGE\H��

�

53��%�

6&5,37���$&7,21�

�

6WXGHQW�%��7KLV�LV�LW��

6WXGHQW�&��<HV��7KH�FUDIW�VKRS��

6WXGHQW�$��:HOFRPH��&DQ�,�KHOS�\RX"�

6WXGHQW�'���ORRNLQJ�WR�KLV�VKRSSLQJ�OLVW��:H�ZDQW�WR�EX\�VRPH�VLOYHU�DQG�DOSDFD�EXOEV��

6WXGHQW�$��5LJKW�QRZ�,�GRQvW�KDYH�DQ\�EXOEV��

6WXGHQW�'��7KHUH�DUH�OHDWKHU�SXUVHV��KH�VKH�SXOOV���SXUVHV�RXW���

6WXGHQW�&��+RZ�PXFK�GR�WKH�SXUVHV�FRVW"�

6WXGHQW�$���XVLQJ�D�FDOFXODWRU������SHVRV��

6WXGHQW�%���SRLQWLQJ�WR�D�ER[�RI�HDUULQJV�ZKHUH�\RX�FDQ�VHH�WKH�SULFH��7KH\�DUH�FKHDSHU�WKDQ�WKH�

HDUULQJV��

6WXGHQW�&��,�ZDQW�WR�EX\�RQH���SRLQWLQJ�WR�WKH�UHG�SXUVH��7KH�UHG�RQH��

6WXGHQW�'��,�ZLOO�EX\�RQH�IRU�0DUWD�DV�ZHOO��

6WXGHQW�%��,�QHHG�WR�EX\�D�SUHVHQW�IRU�P\�IULHQG�0DUFRV��

6WXGHQW�&��*LYH�KLP�Dಹ�KH�VKH�VHHV�VXGGHQO\�WKH�ZDOOHW��D�ZDOOHW��

6WXGHQW�'��,�NQRZ�0DUFRV�DQG�KH�ORYHV�ZDOOHWV��

6WXGHQW�%��+RZ�PXFK�GR�WKH�ZDOOHWV�FRVW"�

6WXGHQW�$���ZLWK�WKH�FDOFXODWRU��7KLV�FRVWVಹ�������SHVRV��7KH�WZR�FRVWಹಹ�����SHVRV�LQ�WRWDO���

6WXGHQW�%��,�SUHIHU�WR�SD\�FDVK��KH�VKH�JHWV�KHU�ZDOOHW�DQG�JLYHV�WKH�VWXGHQW�$�WKH�PRQH\���



 

 

6WXGHQW�&��,�KDYH�WR�SD\�ZLWK�FDUG��KH�VKH�JLYHV�WKH�VWXGHQW�$�WKH�FUHGLW�FDUG���

6WXGHQW�$��YHU\�ZHOO��KH�VKH�UHWXUQV�WKH�FUHGLW�FDUG�DQG�JLYHV�WKHP�WKH�EDJV�ZLWK�WKH�LWHPV���

*RRGE\H�DQG�WKDQN�\RX�YHU\�PXFK��

6WXGHQW�%��*RRGE\H�����6WXGHQWV�%�&�DQG�'�H[LW��

�
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���GH�RFWXEUH�FODVH�����*XLRQHV�VH�HQWUHJDQ�HO����GH�RFWXEUH�FODVH�����

��'LIIHUHQW�VFULSWV�IRU�UROH�SOD\V�FKDSWHU����WUDQVODWLRQV�LQ�SDJH����

�
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�

53��$�

�$W�D�FRXQVHORUV�RIILFH��

(VWXGLDQWH�$��%XHQRV�G¯DV�BBBBBBBBBBBBB�UHDO�QDPH�RI�VWXGHQW�%��\�BBBBBBBBBBBB��UHDO�QDPH�RI�

VWXGHQW�&����&µPR�HVW£LV�KR\"�

(VWXGLDQWH�%��1R�HVWR\�ELHQ��(VWR\�HQIHUPR�D��

(VWXGLDQWH�&��<R�WDPEL«Q��

(VWXGLDQWH�'��3RU�TX«�HVW£LV�HQIHUPRV�DV"�

(VWXGLDQWH�&��(VWR\�PX\�FDQVDGR�D�WRGRV�ORV�G¯DV��

(VWXGLDQWH�$���&X£QWDV�KRUDV�GXHUPHV"�

(VWXGLDQWH�&��0H�DFXHVWR�D�ODV�GRFH�\�PH�OHYDQWR�D�ODV�VHLV��

(VWXGLDQWH�'���<�W¼"�

(VWXGLDQWH�%��1R�SXHGR�GRUPLU��

(VWXGLDQWH�$���7UDEDM£LV�PXFKR"�

(VWXGLDQWH�%��1RVRWURV�DV�WUDEDMDPRV�GHPDVLDGR����KRUDV�FDGD�G¯D�OXQHV��PDUWHV�\�PL«UFROHV��

(VWXGLDQWH�&��\�MXHYHV�\�YLHUQHV��7DPEL«Q�HVWXGLDPRV�PXFKR�WRGRV�ORV�G¯DVಹ��cVHQWDGRV�DV�WRGR�

HO�WLHPSR��

(VWXGLDQWH�$��8Q�FRQVHMR��+D\�TXH�GHVFDQVDU�P£V��\�WHQ«LV�TXH�KDFHU�HMHUFLFLR���

(VWXGLDQWH�'��(V�FRQYHQLHQWH�SRUTXH�KD\�TXH�OOHYDU�XQD�YLGD�VDQD��

(VWXGLDQWH�%��4XLHUR�KDFHU�\RJD�\�DFRVWDUPH�P£V�WHPSUDQR�SDUD�HVWDU�HQ�IRUPD�\�HVWDU�PHQRV�

QHUYLRVR�D���

(VWXGLDQWH�'��(V�EXHQR�SDUD�OD�HVSDOGD�\�SDUD�OD�FDEH]D��/D�WUDQTXLOLGDG�HV�LPSRUWDQWH��

(VWXGLDQWH�&��<R�TXLHUR�MXJDU�DO�WHQLV��

(VWXGLDQWH�$��7DPEL«Q�HV�QHFHVDULR�TXH�FRP£LV�VDQR�\�D�OD�PLVPD�KRUD�VLHPSUH���

(VWXGLDQWH�'��<�WHQ«LV�TXH�KDFHURV�FKHTXHRV�P«GLFRV�UHJXODUPHQWH��

(VWXGLDQWH�%��7LHQHQ�UD]µQ��*UDFLDV���7KH\�VD\�WKLV�ZKLOH�WKH\�VKDNH�VWXGHQWV�$ಬV�KDQG��

(VWXGLDQWH�'��'H�QDGD���



 

 

(VWXGLDQWH�$��$GLRV��

�
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�

3URSV�WKH�WHDFKHU�ZLOO�KDYH��QRWHERRN��SHQ��FDOHQGDU�ZLWK�KRXUV��VSRUWV�SRVWHU��

,QVWUXFWLRQV��6WXGHQWV�KDYH�WR�PHPRUL]H�WKH�GLDORJXHV�IRU�WKH�JLYHQ�GDWH��$OO�WKH�LQIRUPDWLRQ�LQ�

SDUHQWKHVLV�FRUUHVSRQGV�WR�WKH�PRYHPHQWV�WKH\�PXVW�GR�ZKLOH�WKH\�VSHDN��

�7ZR�VWXGHQWV�&�DQG�%�JR�RXW�RI�WKH�FODVVURRP�DQG�FRPH�EDFN�DV�LI�WKH\�ZHUH�HQWHULQJ�WR�D�

FRXQVHORUV�RIILFH��6WXGHQW�$�LV�WKH�FRXQVHORU�DQG�6WXGHQW�'�WKH�DVVLVWDQW�RI�WKH�FRXQVHORU��

�

(VWXGLDQWH�$���VWDQGLQJ�XS�VKDNLQJ�KDQGV�DQG�RIIHULQJ�WKHP�D�VHDW��%XHQRV�G¯DV�

BBBBBBBBBBBBB�UHDO�QDPH�RI�VWXGHQW�%��\�BBBBBBBBBBBB��UHDO�QDPH�RI�VWXGHQW�&����&µPR�HVW£LV�

KR\"�

(VWXGLDQWH�%��1R�HVWR\�ELHQ���WRXFKLQJ�KLV�KHU�IRUHKHDG��(VWR\�HQIHUPR�D��

(VWXGLDQWH�&��<R�WDPEL«Q��

(VWXGLDQWH�'���RSHQLQJ�D�QRWHERRN�ZKHUH�KH�VKH�ZLOO�EH�ZULWLQJ���3RU�TX«�HVW£LV�HQIHUPRV�DV"�

(VWXGLDQWH�&��(VWR\�PX\�FDQVDGR�D�WRGRV�ORV�G¯DV��

(VWXGLDQWH�$���&X£QWDV�KRUDV�GXHUPHV"�

(VWXGLDQWH�&��0H�DFXHVWR�D�ODV�GRFH�\�PH�OHYDQWR�D�ODV�VHLV��

(VWXGLDQWH�'���<�W¼"�

(VWXGLDQWH�%��1R�SXHGR�GRUPLU��

(VWXGLDQWH�$���7UDEDM£LV�PXFKR"�

(VWXGLDQWH�%���WKH\�RSHQ�XS�WKHLU�FDOHQGDUV�DQG�WKH\�VKRZ�WKH�FRXQVHORU�WKHLU�VFKHGXOH��

1RVRWURV�DV�WUDEDMDPRV�GHPDVLDGR���SRLQWLQJ�WR�WKH�VFKHGXOH����KRUDV�FDGD�G¯D�OXQHV��PDUWHV�\�

PL«UFROHV��

(VWXGLDQWH�&���SRLQWLQJ�WR�WKH�VFKHGXOH�WRR�DQG�LQWHUUXSWLQJ��\�MXHYHV�\�YLHUQHV�7DPEL«Q�

HVWXGLDPRV�PXFKR�WRGRV�ORV�G¯DVಹ����H[KDXVWHG��cVHQWDGRV�DV�WRGR�HO�WLHPSR��

(VWXGLDQWH�$��8Q�FRQVHMR��+D\�TXH�GHVFDQVDU�P£V��\�WHQ«LV�TXH�KDFHU�HMHUFLFLR��SRLQWLQJ�WR�WKH�

VSRUWV�SRVWHU����

(VWXGLDQWH�'��(V�FRQYHQLHQWH�SRUTXH�KD\�TXH�OOHYDU�XQD�YLGD�VDQD��

(VWXGLDQWH�%���ORRNLQJ�WR�D�SRVWHU�WKDW�WKH�FRXQVHORU�KDV�DQG�SRLQWLQJ�WR�WKH�\RJD�LPDJH��4XLHUR�

KDFHU�\RJD�\�DFRVWDUPH�P£V�WHPSUDQR�SDUD�HVWDU�HQ�IRUPD�\�HVWDU�PHQRV�QHUYLRVR�D���



 

 

(VWXGLDQWH�'��(V�EXHQR�SDUD��SRLQWLQJ�KHU�KLV�EDFN��OD�HVSDOGD�\ಹ��SRLQWLQJ�KHU�KLV�KHDG��SDUD�OD�

FDEH]D��/D�WUDQTXLOLGDG�HV�LPSRUWDQWH��

(VWXGLDQWH�&���SRLQWLQJ�WR�WKH�SRVWHU�WRR��<R�TXLHUR�MXJDU�DO�WHQLV��

(VWXGLDQWH�$���ZULWLQJ�GRZQ�LQ�KHU�KLV�QRWHERRN�WKH�DGYLFHV�WKDW�VKH�KH�ZLOO�JLYH�WR�WKHP��7DPEL«Q�

HV�QHFHVDULR�TXH�FRP£LV�VDQR�\�D�OD�PLVPD�KRUD�VLHPSUH���

(VWXGLDQWH�'��<�WHQ«LV�TXH�KDFHURV�FKHTXHRV�P«GLFRV�UHJXODUPHQWH��VKH�KH�JLYHV�WKHP�WKH�

SDSHU���

(VWXGLDQWH�%��7LHQHQ�UD]µQ��*UDFLDV���7KH\�VD\�WKLV�ZKLOH�WKH\�VKDNH�VWXGHQWV�$ಬV�KDQG��

(VWXGLDQWH�'��'H�QDGD���

(VWXGLDQWH�$��$GLRV��

�

�
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�)RXU�VWXGHQWV�WDON�DIWHU�KHDOWK�FODVV���

(VWXGLDQWH�'��BBBBBBBBBBBBBB��UHDO�QDPH�RI�VWXGHQW�%���WUDEDMDV�GHPDVLDGR��7LHQHV�TXH�

GHVFDQVDU�P£V��

(VWXGLDQWH�%��6¯��WHQJR�TXH�WUDEDMDU�PHQRV�FDGD�G¯D��

(VWXGLDQWH�&��<R�FUHR�TXH�WDPEL«Q�HV�LPSRUWDQWH�DFRVWDUVH�WHPSUDQR��

(VWXGLDQWH�$��<R�PH�DFXHVWR�VLHPSUH�PX\�WDUGH��

(VWXGLDQWH�%��<�\R�PH�OHYDQWR�D�PHQXGR�PX\�WHPSUDQR��

(VWXGLDQWH�'��<R�WDPEL«Q��

(VWXGLDQWH�&��7HQHPRV�TXH�OOHYDU�XQD�YLGD�VDQD��

(VWXGLDQWH�$��+D\�TXH�FRPHU�P£V�IUXWD�\�YHUGXUD��

(VWXGLDQWH�'��<�FRPHU�PHQRV�JUDVDV��

(VWXGLDQWH�%��7DPEL«Q�HV�EXHQR�KDFHU�HMHUFLFLRಹ��

(VWXGLDQWH�'��\�HV�LPSRUWDQWH�GLVIUXWDU�PXFKR�GHO�WLHPSR�OLEUH��

(VWXGLDQWH�&��6¯��SDUD�HVWDU�P£V�DOHJUHV��

(VWXGLDQWH�$��<�SDUD�HVWDU�PHQRV�QHUYLRVRV�DV�\�P£V�WUDQTXLORV�DV��

(VWXGLDQWH�%�<R�TXLHUR�KDFHU�\RJD���

(VWXGLDQWH�'��<R�WDPEL«Q��HV�EXHQR�SDUD�OD�HVSDOGD�\�HO�FXHOOR��

(VWXGLDQWH�&��<R��TXLHUR�MXJDU�DO�WHQLV��



 

 

(VWXGLDQWH�$��7HQ«LV�UD]µQ��3DUD�P¯��OR�PHMRU�HV�WHQHU�KRUDULRV�PX\�UHJXODUHV�\�PRQWDU�HQ�

ELFLFOHWD��

(VWXGLDQWH�%��6¯��SHUR�HV�LPSRUWDQWH�FRPHU�ELHQ��<R�SRU�HMHPSOR�QXQFD�FRPR�FRPLGD�U£SLGD��

(VWXGLDQWH�&��(VWR\�GH�DFXHUGR��SHUR�OD�VDOXG�PHQWDO�HV�PX\�LPSRUWDQWH�WDPEL«Q��

(VWXGLDQWH�'��9DPRV�D�LU�DO�JLPQDVLR�\�DSXQWDUQRV��

(VWXGLDQWH�$��%�\�&��c9DPRV���

�
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�

3URSV�WKH�WHDFKHU�ZLOO�KDYH����QRWHERRNV����SHQ����EDJV����ZDWHU�ERWWOHV����ERRNV���

,QVWUXFWLRQV��6WXGHQWV�KDYH�WR�PHPRUL]H�WKH�GLDORJXHV�IRU�WKH�JLYHQ�GDWH��$OO�WKH�LQIRUPDWLRQ�LQ�

SDUHQWKHVLV�FRUUHVSRQGV�WR�WKH�PRYHPHQWV�WKH\�PXVW�GR�ZKLOH�WKH\�VSHDN��

�)RXU�VWXGHQWV�WDON�DIWHU�KHDOWK�FODVV�ZKLOH�WKH\�DUH�SLFNLQJ�XS�WKHLU�WKLQJV�DQG�SXWWLQJ�WKHP�LQ�WKH�

EDFNSDFN���

(VWXGLDQWH�'��BBBBBBBBBBBBBB��UHDO�QDPH�RI�VWXGHQW�%���WUDEDMDV�GHPDVLDGR���(UDVLQJ�WKH�ZKLWH�

ERDUG��7LHQHV�TXH�GHVFDQVDU�P£V��

(VWXGLDQWH�%���ZKLOH�VKH�KH�ILQLVKHV�ZULWLQJ�VRPHWKLQJ�LQ�KLV�KHU�QRWHERRN��6¯��WHQJR�TXH�WUDEDMDU�

PHQRV�FDGD�G¯D��

(VWXGLDQWH�&���ZKLOH�SXWWLQJ�WKH�QRWHERRN�DQG�WKH�SHQ�LQ�WKH�EDJ��<R�FUHR�TXH�WDPEL«Q�HV�

LPSRUWDQWH�DFRVWDUVH�WHPSUDQR��

(VWXGLDQWH�$���ZKLOH�SXWWLQJ�WKH�QRWHERRN�DQG�WKH�ZDWHU�ERWWOH�LQ�WKH�EDJ��<R�PH�DFXHVWR�VLHPSUH�

PX\�WDUGH��

(VWXGLDQWH�%���VKH�KH�SXWV�KHU�QRWHERRN�LQ�WKH�EDJ��<�\R�PH�OHYDQWR�D�PHQXGR�PX\�WHPSUDQR��

(VWXGLDQWH�'���JHWWLQJ�KHU�KLV�IODVK�GULYH�IURP�WKH�FODVV�FRPSXWHU��<R�WDPEL«Q��

(VWXGLDQWH�&���SRLQWLQJ�WR�VRPHWKLQJ�UHODWHG�WKDW�DSSHDUV�LQ�WKH�ERRN��7HQHPRV�TXH�OOHYDU�XQD�

YLGD�VDQD��

(VWXGLDQWH�$���DV�LI�KH�VKH�ZDV�UHDGLQJ�LQ�WKH�ERRN��+D\�TXH�FRPHU�P£V�IUXWD�\�YHUGXUD�

(VWXGLDQWH�'��<�PHQRV�JUDVDV��

(VWXGLDQWH�%���DV�LI�KH�VKH�ZDV�UHDGLQJ�LQ�WKH�ERRN��7DPEL«Q�HV�EXHQR�KDFHU�HMHUFLFLR��

(VWXGLDQWH�'���FORVLQJ�KHU�FRPSXWHU�VHVVLRQ���\�HV�LPSRUWDQWH�GLVIUXWDU�PXFKR�GHO�WLHPSR�OLEUH��

(VWXGLDQWH�&���SXWWLQJ�KLV�KHU�ERRN�DQG�ZDWHU�ERWWOH�LQ�WKH�EDJ��6¯��SDUD�HVWDU�P£V�DOHJUHV��



 

 

(VWXGLDQWH�$���SXWWLQJ�KLV�KHU�ERRN��DQG�WKH�UHVW�RI�WKH�WKLQJV�LQ�WKH�EDJ��<�SDUD�HVWDU�PHQRV�

QHUYLRVRV�DV�\�P£V�WUDQTXLORV�DV��

(VWXGLDQWH�%���SXWWLQJ�KLV�KHU�ERRN��DQG�WKH�UHVW�RI�WKH�WKLQJV�LQ�WKH�EDJ��<R�TXLHUR�KDFHU�\RJD���

(VWXGLDQWH�'���3LFNLQJ�XS�KHU�KLV�EDJ��<R�WDPEL«Q��HV�EXHQR�SDUD�OD�HVSDOGD�\�HO�FXHOOR��

(VWXGLDQWH�&��<R��MXJDU�DO�WHQLV��

(VWXGLDQWH�$���VWDQGLQJ�XS�DQG�IDFLQJ�WKH�GRRU��7HQ«LV�UD]µQ��3DUD�P¯��OR�PHMRU�HV�WHQHU�KRUDULRV�

PX\�UHJXODUHV�\�PRQWDU�HQ�ELFLFOHWD��

(VWXGLDQWH�%���ZDONLQJ�WRZDUGV�WKH�GRRU��6¯��SHUR�HV�LPSRUWDQWH�FRPHU�ELHQ��<R�SRU�HMHPSOR�QXQFD�

FRPR�FRPLGD�U£SLGD��

(VWXGLDQWH�&���RSHQLQJ�WKH�GRRU��(VWR\�GH�DFXHUGR��SHUR�OD�VDOXG�PHQWDO�HV�PX\�LPSRUWDQWH�

WDPEL«Q��

(VWXGLDQWH�'���OHDYLQJ�WKH�FODVVURRP�9DPRV�D�LU�DO�JLPQDVLR�\�DSXQWDUQRV��

(VWXGLDQWH�$��%�\�&��c9DPRV���WKH\�H[LW��

�

�

�

52/(�3/$<�&+$37(5����$�+($/7+<�/,)(��WUDQVODWLRQV��
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6WXGHQW�$��*RRG�PRUQLQJBBBBBBBBBBBBBB��UHDO�QDPH�RI�VWXGHQW�%��DQGBBBBBBBBBBBB��UHDO�QDPH�RI�

VWXGHQW�&���+RZ�DUH�\RX�WRGD\"�

6WXGHQW�%��,�DP�QRW�ZHOO��,�DP�LOO��

6WXGHQW�&��0H�WRR��

6WXGHQW�'��:K\�DUH�\RX�LOO"�

6WXGHQW�&��,�DP�YHU\�WLUHG�HYHU\�GD\��

6WXGHQW�$��+RZ�PDQ\�KRXUV�GR�\RX�VOHHS"�

6WXGHQW�&��,�JR�WR�EHG�DW�PLGQLJKW�DQG�,�ZDNH�XS�DW�VL[�DP��

6WXGHQW�'��$QG�\RX"�

6WXGHQW�%��,�FDQvW�VOHHS��

6WXGHQW�$��'R�\RX�ZRUN�D�ORW"�

6WXGHQW�%��:H�ZRUN�WRR�PXFK����KRXUV�D�GD\�RQ�0RQGD\��7XHVGD\�DQG�:HGQHVGD\ಹ�



 

 

6WXGHQW�&����DQG�7KXUVGD\�DQG�)ULGD\��:H�DOVR�VWXG\�D�ORW�HYHU\�GD\ಹVHDWHG�DOO�WKH�WLPH��

6WXGHQW�$��2QH�OLWWOH�DGYLFH��<RX�KDYH�WR�UHVW�PRUH��DQG�\RX�KDYH�WR�GR�H[HUFLVH��

6WXGHQW�'��,W�LV�FRQYHQLHQW�IRU�D�KHDOWK\�OLIH��

6WXGHQW�%��,�ZDQW�WR�GR�\RJD�DQG�JR�WR�EHG�HDUOLHU�WR�EH�ILW�DQG�OHVV�QHUYRXV���

6WXGHQW�'��,W�LV�JRRG�IRU�WKH�EDFN�DQG�WKH�KHDG��7UDQTXLOLW\�LV�LPSRUWDQW��

6WXGHQW�&��,�ZDQW�WR�SOD\�WHQQLV��

6WXGHQW�$��,W�LV�DOVR�QHFHVVDU\�WR�HDW�KHDOWK\�DQG�DW�D�UHJXODU�WLPH���

6WXGHQW�'��$QG�\RX�VKRXOG�KDYH�PHGLFDO�FRQWUROV�UHJXODUO\��

6WXGHQW�%���<RX�DUH�ULJKW��7KDQN�\RX���7KH\�VD\�WKLV�ZKLOH�WKH\�VKDNH�VWXGHQWV�$ಬV�KDQG��

6WXGHQW�'��<RX�DUH�ZHOFRPH���

6WXGHQW�$��*RRGE\H��

�
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�

6WXGHQW�$���VWDQGLQJ�XS�VKDNLQJ�KDQGV�DQG�RIIHULQJ�WKHP�D�VHDW��*RRG�PRUQLQJBBBBBBBBBBBBBB�

�UHDO�QDPH�RI�VWXGHQW�%��DQGBBBBBBBBBBBB��UHDO�QDPH�RI�VWXGHQW�&���+RZ�DUH�\RX�WRGD\"�

6WXGHQW�%��,�DP�QRW�ZHOO���WRXFKLQJ�KLV�KHU�IRUHKHDG��,�DP�LOO��

6WXGHQW�&��0H�WRR��

6WXGHQW�'���RSHQLQJ�D�QRWHERRN�ZKHUH�KH�VKH�ZLOO�EH�ZULWLQJ��:K\�DUH�\RX�LOO"�

6WXGHQW�&��,�DP�YHU\�WLUHG�HYHU\�GD\��

6WXGHQW�$��+RZ�PDQ\�KRXUV�GR�\RX�VOHHS"�

6WXGHQW�&��,�JR�WR�EHG�DW�PLGQLJKW�DQG�,�ZDNH�XS�DW�VL[�DP��

6WXGHQW�'��$QG�\RX"�

6WXGHQW�%��,�FDQvW�VOHHS��

6WXGHQW�$��'R�\RX�ZRUN�D�ORW"�

6WXGHQW�%���WKH\�RSHQ�XS�WKHLU�FDOHQGDUV�DQG�WKH\�VKRZ�WKH�FRXQVHORU�WKHLU�VFKHGXOH��:H�ZRUN�WRR�

PXFK���SRLQWLQJ�WR�WKH�VFKHGXOH����KRXUV�D�GD\�RQ�0RQGD\��7XHVGD\�DQG�:HGQHVGD\ಹ�

6WXGHQW�&���SRLQWLQJ�WR�WKH�VFKHGXOH�WRR�DQG�LQWHUUXSWLQJ��DQG�7KXUVGD\�DQG�)ULGD\��:H�DOVR�VWXG\�

D�ORW�HYHU\�GD\����H[KDXVWHG��VHDWHG�DOO�WKH�WLPH��

6WXGHQW�$��2QH�OLWWOH�DGYLFH��<RX�KDYH�WR�UHVW�PRUH��DQG�\RX�KDYH�WR�GR�H[HUFLVH��SRLQWLQJ�WR�WKH�

VSRUWV�SRVWHU���

6WXGHQW�'��,W�LV�FRQYHQLHQW�IRU�D�KHDOWK\�OLIH��



 

 

6WXGHQW�%���ORRNLQJ�WR�D�SRVWHU�WKDW�WKH�FRXQVHORU�KDV�DQG�SRLQWLQJ�WR�WKH�\RJD�LPDJH��,�ZDQW�WR�GR�

\RJD�DQG�JR�WR�EHG�HDUOLHU�WR�EH�ILW�DQG�OHVV�QHUYRXV���

6WXGHQW�'��,W�LV�JRRG�IRU��SRLQWLQJ�KHU�KLV�EDFN��WKH�EDFN�DQGಹ��SRLQWLQJ�KHU�KLV�KHDG��WKH�KHDG��

7UDQTXLOLW\�LV�LPSRUWDQW��

6WXGHQW�&���SRLQWLQJ�WR�WKH�SRVWHU�WRR��,�ZDQW�WR�SOD\�WHQQLV��

6WXGHQW�$���ZULWLQJ�GRZQ�LQ�KHU�KLV�QRWHERRN�WKH�DGYLFHV�WKDW�VKH�KH�ZLOO�JLYH�WR�WKHP��,W�LV�DOVR�

QHFHVVDU\�WR�HDW�KHDOWK\�DQG�DW�D�UHJXODU�WLPH���

6WXGHQW�'��$QG�\RX�VKRXOG�KDYH�PHGLFDO�FRQWUROV�UHJXODUO\��VKH�KH�JLYHV�WKHP�WKH�SDSHU���

6WXGHQW�%���<RX�DUH�ULJKW��7KDQN�\RX���7KH\�VD\�WKLV�ZKLOH�WKH\�VKDNH�VWXGHQWV�$ಬV�KDQG��

6WXGHQW�'��<RX�DUH�ZHOFRPH���

6WXGHQW�$��*RRGE\H��

�

�

�
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�

6WXGHQW�'���BBBBBBBBBBBBBB��UHDO�QDPH�RI�VWXGHQW�%���\RX�ZRUN�WRR�PXFK��<RX�KDYH�WR�WDNH�PRUH�

EUHDNV��

6WXGHQW�%��<HV��,�KDYH�WR�ZRUN�OHVV�HYHU\�GD\��

6WXGHQW�&��,�DOVR�WKLQN�LW�LV�LPSRUWDQW�WR�JR�WR�EHG�HDUO\��

6WXGHQW�$��,�DOZD\V�JR�WR�VOHHS�YHU\�ODWH��

6WXGHQW�%��$QG�,�RIWHQ�JHW�XS�YHU\�HDUO\��

6WXGHQW�'��0H�WRR��

6WXGHQW�&��:H�KDYH�WR�FDUU\�RQ�D�KHDOWK\�OLIH��

6WXGHQW�$��:H�KDYH�WR�HDW�PRUH�IUXLW�DQG�YHJHWDEOHV���

6WXGHQW�'��$QG�HDW�OHVV�IDW��

6WXGHQW�%��,W�LV�DOVR�JRRG�WR�GR�H[HUFLVHಹ��

6WXGHQW�'��DQG�LW�LV�LPSRUWDQW�WR�HQMR\�VSDUH�WLPH��

6WXGHQW�&��<HV��WR�EH�KDSSLHU��

6WXGHQW�$��$QG�WR�EH�OHVV�QHUYRXV�DQG�PRUH�UHOD[HG��

6WXGHQW�%�,�ZDQW�WR�GR�\RJD���

6WXGHQW�'��0H�WRR��LW�LV�JRRG�IRU�WKH�EDFN�DQG�WKH�QHFN��



 

 

6WXGHQW�&��,�ZDQW�WR�SOD\�WHQQLV��

6WXGHQW�$��<RX�DUH�ULJKW��)RU�PH��WKH�EHVW�LV�WR�KDYH�UHJXODU�VFKHGXOHV�DQG�ULGH�D�ELNH��

6WXGHQW�%��<HV��EXW�LW�LV�LPSRUWDQW�WR�HDW�KHDOWK\��,��IRU�H[DPSOH��QHYHU�HDW�IDVW�IRRG��

6WXGHQW�&��,�DJUHH��EXW�PHQWDO�KHDOWK�LV�LPSRUWDQW�WRR��

6WXGHQW�'��/HWvV�JR�WR�WKH�J\P�DQG�HQUROO��

6WXGHQW�$��%�DQG�&��/HWvV�JR���

�

�

53��%�

6&5,37���$&7,21�

�

�

6WXGHQW�'���BBBBBBBBBBBBBB��UHDO�QDPH�RI�VWXGHQW�%���\RX�ZRUN�WRR�PXFK���(UDVLQJ�WKH�ZKLWH�

ERDUG��<RX�KDYH�WR�WDNH�PRUH�EUHDNV��

6WXGHQW�%���ZKLOH�VKH�KH�ILQLVKHV�ZULWLQJ�VRPHWKLQJ�LQ�KLV�KHU�QRWHERRN��<HV��,�KDYH�WR�ZRUN�OHVV�

HYHU\�GD\��

6WXGHQW�&���ZKLOH�SXWWLQJ�WKH�QRWHERRN�DQG�WKH�SHQ�LQ�WKH�EDJ��,�DOVR�WKLQN�LW�LV�LPSRUWDQW�WR�JR�WR�

EHG�HDUO\��

6WXGHQW�$���ZKLOH�SXWWLQJ�WKH�QRWHERRN�DQG�WKH�ZDWHU�ERWWOH�LQ�WKH�EDJ��,�DOZD\V�JR�WR�VOHHS�YHU\�

ODWH��

6WXGHQW�%���VKH�KH�SXWV�KHU�QRWHERRN�LQ�WKH�EDJ��$QG�,�RIWHQ�JHW�XS�YHU\�HDUO\��

6WXGHQW�'���JHWWLQJ�KHU�KLV�IODVK�GULYH�IURP�WKH�FODVV�FRPSXWHU��0H�WRR��

6WXGHQW�&���SRLQWLQJ�WR�VRPHWKLQJ�UHODWHG�WKDW�DSSHDUV�LQ�WKH�ERRN��:H�KDYH�WR�FDUU\�RQ�D�KHDOWK\�

OLIH��

6WXGHQW�$���DV�LI�KH�VKH�ZDV�UHDGLQJ�LQ�WKH�ERRN��:H�KDYH�WR�HDW�PRUH�IUXLW�DQG�YHJHWDEOHV���

6WXGHQW�'��$QG�HDW�OHVV�IDW��

6WXGHQW�%���DV�LI�KH�VKH�ZDV�UHDGLQJ�LQ�WKH�ERRN��,W�LV�DOVR�JRRG�WR�GR�H[HUFLVHಹ��

6WXGHQW�'���FORVLQJ�KHU�FRPSXWHU�VHVVLRQ��DQG�LW�LV�LPSRUWDQW�WR�HQMR\�VSDUH�WLPH��

6WXGHQW�&���SXWWLQJ�KLV�KHU�ERRN�DQG�ZDWHU�ERWWOH�LQ�WKH�EDJ��<HV��WR�EH�KDSSLHU��

6WXGHQW�$���SXWWLQJ�KLV�KHU�ERRN��DQG�WKH�UHVW�RI�WKH�WKLQJV�LQ�WKH�EDJ���$QG�WR�EH�OHVV�QHUYRXV�DQG�

PRUH�UHOD[HG��

6WXGHQW�%���SXWWLQJ�KLV�KHU�ERRN��DQG�WKH�UHVW�RI�WKH�WKLQJV�LQ�WKH�EDJ��,�ZDQW�WR�GR�\RJD���

6WXGHQW�'���3LFNLQJ�XS�KHU�KLV�EDJ��0H�WRR��LW�LV�JRRG�IRU�WKH�EDFN�DQG�WKH�QHFN��



 

 

6WXGHQW�&��,�ZDQW�WR�SOD\�WHQQLV��

6WXGHQW�$���VWDQGLQJ�XS�DQG�IDFLQJ�WKH�GRRU��<RX�DUH�ULJKW��)RU�PH��WKH�EHVW�LV�WR�KDYH�UHJXODU�

VFKHGXOHV�DQG�ULGH�D�ELNH��

6WXGHQW�%���ZDONLQJ�WRZDUGV�WKH�GRRU��<HV��EXW�LW�LV�LPSRUWDQW�WR�HDW�KHDOWK\��,��IRU�H[DPSOH��QHYHU�

HDW�IDVW�IRRG��

6WXGHQW�&���RSHQLQJ�WKH�GRRU���,�DJUHH��EXW�PHQWDO�KHDOWK�LV�LPSRUWDQW�WRR��

6WXGHQW�'���OHDYLQJ�WKH�FODVVURRP��/HWvV�JR�WR�WKH�J\P�DQG�HQUROO��

6WXGHQW�$��%�DQG�&��/HWvV�JR���WKH\�H[LW��

�

�

�

�

�
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4/9/15!

1!

ROLE PLAY A 
CAPÍTULO 5: LA VIDA 

SANA!
POSTERS PARA EL GUIÓN A!

LUNES! MARTES! MIÉRCOLES! JUEVES! VIERNES! SÁBADO! DOMINGO!

4 HORAS 
TRABAJO!
Estudiar!

4 HORAS 
TRABAJO!
Estudiar!

4 HORAS 
TRABAJO!
Estudiar!

Estudiar! Estudiar!

4 HORAS 
TRABAJO!
Estudiar!

4 HORAS 
TRABAJO!
Estudiar!

4 HORAS 
TRABAJO!
Estudiar!

Estudiar! Estudiar!

4 HORAS 
TRABAJO!
Estudiar!

4 HORAS 
TRABAJO!
Estudiar!

4 HORAS 
TRABAJO!
Estudiar!

Estudiar! Estudiar!

4 HORAS 
TRABAJO!
Estudiar!

4 HORAS 
TRABAJO!
Estudiar!

4 HORAS 
TRABAJO!
Estudiar!

Estudiar! Estudiar!

CALENDARIO!

HAZ DEPORTE!

POSTERS! COME SANO!

POSTERS!



4/9/15!

2!

DESCANSA Y 
DISFRUTA!

POSTERS! ROLE PLAY B 
CAPÍTULO 5: LA VIDA 

SANA!

Each student 
will have these 
elements: bag, 
notebook, pen, 
book and water 
bottle. 
Remember to 
use the 
instructions.!



 

 

52/(�3/$<�&$3�78/2����/$6�&$6$6�

��GH�QRYLHPEUH�FODVH�����*XLRQHV�VH�HQWUHJDQ�HO����GH�RFWXEUH�FODVH�����

�

62/2�7(;72��

�

53��$�

�$W�D�DSDUWPHQWV�OREE\�VWXGHQWV�%�DQG�&�DUH�ORRNLQJ�IRU�DQ�DSDUWPHQW�WKDW�WKH\�PLJKW�ZDQW�WR�UHQW��

6WXGHQW�$�LV�WKH�UHFHSWLRQLVW�DQG�6WXGHQW�'�LV�WKH�UHQWHU��

�

(VWXGLDQWH�$��UHFHSWLRQLVW���%XHQRV�G¯DV��FµPR�HVW£Q"�

(VWXGLDQWH�%��0X\�ELHQ�JUDFLDV��(PPPಹ��

(VWXGLDQWH�&��(VWDPRV�EXVFDQGR�XQ�SLVR�SDUD�DOTXLODU��

(VWXGLDQWH�$��&DPLQHQ�SRU�HVWH�SDVLOOR�\�VXEDQ�HQ�HO�DVFHQVRU�D�OD�WHUFHUD�SODQWD���

�2Q�WKH�WKLUG�IORRU��

(VWXGLDQWH�'��+ROD��4X«�WDO"�

(VWXGLDQWH�&��0X\�ELHQ��JUDFLDV��4XHUHPRV�YHU�HO�SLVR���

(VWXGLDQWH�%���&X£QWDV�KDELWDFLRQHV�KD\"�

(VWXGLDQWH�'��7LHQH�GRV�GRUPLWRULRV��XQ�ED³R��XQD�FRFLQD�\�XQ�VDOµQ��

(VWXGLDQWH�&��3HUGRQH���QR�HVW£�DPXHEODGR"�

(VWXGLDQWH�'��1R��WLHQHQ�TXH�DPXHEODU�HO�VDOµQ�\�ORV�GRUPLWRULRV���

(VWXGLDQWH�%��BBBBBBBBBB��QDPH�RI�VWXGHQW�&��PLUD��HVW£Q�FDPELDQGR�ODV�YHQWDQDV�GHO�VDOµQ"�

(VWXGLDQWH�'��6¯��ORV�DOED³LOHV�HVW£Q�WHUPLQDQGR�HQ�HVWH�PRPHQWR��

(VWXGLDQWH�&��BBBBBBBBBBB���QDPH�RI�VWXGHQW�%��YH�\�PLUD�ORV�PXHEOHV�GHO�ED³R��

(VWXGLDQWH�%��(VW£Q�ELHQ��VRQ�QXHYRV���&X£QWR�GLQHUR�FXHVWD�DO�PHV"�

(VWXGLDQWH�'�������(XURV��

(VWXGLDQWH�&��0XFKDV�JUDFLDV��7HQHPRV�TXH�SHQVDUOR��

(VWXGLDQWH�'��1R�KD\�SUREOHPD��+DVWD�OXHJR��

�EDFN�LQ�WKH�OREE\��

(VWXGLDQWH�$���/HV�JXVWD�HO�SLVR"�

(VWXGLDQWH�%��6¯��HV�PX\�ERQLWR�SHUR�HV�PX\�FDUR��

(VWXGLDQWH�$��7LHQHQ�UD]µQ��SHUR�HV�PX\�F«QWULFR��

(VWXGLDQWH�&��(VWR\�GH�DFXHUGR��OD�XELFDFLµQ�HV�EXHQD��



 

 

(VWXGLDQWH�%��3HUGRQH���VDEH�GµQGH�HVW£�OD�HVWDFLµQ�GH�PHWUR"�

(VWXGLDQWH�$��6¯��VLJD�SRU�HVWD�FDOOH�\�WRPH�OD�VHJXQGD�D�OD�GHUHFKD��

(VWXGLDQWH�%��c$GLµV�\�PXFKDV�JUDFLDV��

�

�

�

53��$�

7(;72���$&&,�1��

3URSV�WKH�WHDFKHU�ZLOO�KDYH��SDSHUV�IRU�WKH�UHQWHU��OHWWHUV�IRU�WKH�UHFHSWLRQLVW�DQG�D�ERRN��

,QVWUXFWLRQV��6WXGHQWV�KDYH�WR�PHPRUL]H�WKH�GLDORJXHV�IRU�WKH�JLYHQ�GDWH��$OO�WKH�LQIRUPDWLRQ�LQ�

SDUHQWKHVLV�FRUUHVSRQGV�WR�WKH�PRYHPHQWV�WKH\�PXVW�GR�ZKLOH�WKH\�VSHDN��

�

�$W�D�DSDUWPHQWV�OREE\�VWXGHQWV�%�DQG�&�DUH�ORRNLQJ�IRU�DQ�DSDUWPHQW�WKDW�WKH\�PLJKW�ZDQW�WR�UHQW��

6WXGHQW�$�LV�WKH�UHFHSWLRQLVW�DQG�6WXGHQW�'�LV�WKH�UHQWHU��

�

(VWXGLDQWH�$��%XHQRV�G¯DV��FµPR�HVW£Q"��RUJDQL]LQJ�WKH�PDLO��

(VWXGLDQWH�%��0X\�ELHQ�JUDFLDV��(PPPಹ���ZDQGHULQJ�DURXQG�ORVW��

(VWXGLDQWH�$���DSSURDFKLQJ�WKHP�WR�KHOS�WKHP��

(VWXGLDQWH�&��(VWDPRV�EXVFDQGR�XQ�SLVR�SDUD�DOTXLODU�

(VWXGLDQWH�$���JLYLQJ�LQVWUXFWLRQV�ZLWK�KLV�KHU�DUPV��&DPLQHQ�SRU�HVWH�SDVLOOR�\�VXEDQ�HQ�HO�

DVFHQVRU�D�OD�WHUFHUD�SODQWD���

�6WXGHQWV�ZDON��2Q�WKH�WKLUG�IORRU��

(VWXGLDQWH�'���VKDNLQJ�WKHLU�KDQGV��+ROD��4X«�WDO"�

(VWXGLDQWH�&��0X\�ELHQ��JUDFLDV��4XHUHPRV�YHU�HO�SLVR���

(VWXGLDQWH�%���ORRNLQJ�DURXQG���&X£QWDV�KDELWDFLRQHV�KD\"�

(VWXGLDQWH�'���WHOOLQJ�WKH�QXPEHUV�QRW�RQO\�ZLWK�ZRUGV�EXW�ZLWK�JHVWXUHV��(O�SLVR�WLHQH�GRV�

GRUPLWRULRV��XQ�ED³R��XQD�FRFLQD�\�XQ�VDOµQ��

(VWXGLDQWH�&��3HUGRQH���VXUSULVHG���QR�HVW£�DPXHEODGR"�

(VWXGLDQWH�'��1R��WLHQHQ�TXH�DPXHEODU�HO�VDOµQ�\�ORV�GRUPLWRULRV���

(VWXGLDQWH�%���DSSURDFKLQJ�WKH�ZLQGRZV��BBBBBBBBBB��QDPH�RI�VWXGHQW�&��PLUD��HVW£Q�FDPELDQGR�

ODV�YHQWDQDV�GHO�VDOµQ"�

(VWXGLDQWH�'��6¯��ORV�DOED³LOHV�HVW£Q�WHUPLQDQGR�HQ�HVWH�PRPHQWR��



 

 

(VWXGLDQWH�&��BBBBBBBBBBB���QDPH�RI�VWXGHQW�%��Y«�\�PLUD�ORV�PXHEOHV�GHO�ED³R���VWXGHQW�%�H[LWV�

DQG�FRPHV�EDFN��

(VWXGLDQWH�%��(VW£Q�ELHQ��VRQ�QXHYRV���&X£QWR�GLQHUR�FXHVWD�DO�PHV"�

(VWXGLDQWH�'���ORRNLQJ�WKURXJK�KHU�KLV�SDSHUV�������(XURV��

(VWXGLDQWH�&��0XFKDV�JUDFLDV��7HQHPRV�TXH�SHQVDUOR��

(VWXGLDQWH�'��6¯��QR�KD\�SUREOHPD��+DVWD�OXHJR���VKDNLQJ�WKHLU�KDQGV��

�EDFN�LQ�WKH�OREE\��

(VWXGLDQWH�$���VLWWLQJ�GRZQ�DQG�UHDGLQJ�D�ERRN���/HV�JXVWD�HO�SLVR"�

(VWXGLDQWH�%��6¯��HV�PX\�ERQLWR�SHUR�HV�PX\�FDUR��

(VWXGLDQWH�$��7LHQHQ�UD]µQ��SHUR�HV�PX\�F«QWULFR��

(VWXGLDQWH�&��(VWR\�GH�DFXHUGR��OD�XELFDFLµQ�HV�EXHQD��

(VWXGLDQWH�%��3HUGRQH���VDEH�GµQGH�HVW£�OD�HVWDFLµQ�GH�PHWUR"�

(VWXGLDQWH�$��6¯��VLJD�SRU�HVWD�FDOOH�\�WRPH�OD�VHJXQGD�D�OD�GHUHFKD��

(VWXGLDQWH�%��c$GLµV�\�PXFKDV�JUDFLDV��

�

�

�

53��%�

62/2�7(;72��

�6WXGHQWV�&�DQG�%�FRPH�WR�YLVLW�VRPH�IULHQGV�WKDW�MXVW�ERXJKW�D�KRXVH���

�

(VWXGLDQWH�'��+ROD��4X«�WDO"�

(VWXGLDQWH�&��0X\�ELHQ��2V�SUHVHQWR�D�PL�DPLJR�D�BBBBBBBBBBBB��QDPH�RI�VWXGHQW�%���VRPRV�

FRPSD³HURV�DV�GH�WUDEDMR��

(VWXGLDQWH�'��0XFKR�JXVWR��

(VWXGLDQWH�$��(QFDQWDGR�D�GH�FRQRFHUWH���

(VWXGLDQWH�%��,JXDOPHQWH��

(VWXGLDQWH�$��9HQLG�\�PLUDG��HVWDPRV�FRPSUDQGR�HVWD�FDVD��

(VWXGLDQWH�%��c(V�PX\�ERQLWD�\�JUDQGH���

(VWXGLDQWH�'��6¯��WLHQH���SODQWDV��

(VWXGLDQWH�%���<�ORV�DOED³LOHV"��4X«�HVW£Q�KDFLHQGR"�

(VWXGLDQWH�$��(VW£Q�FDPELDQGR�ORV�ED³RV��



 

 

(VWXGLDQWH�&���&X£QWDV�KDELWDFLRQHV�KD\"�

(VWXGLDQWH�'��+D\���GRUPLWRULRV��XQ�FRPHGRU��XQD�VDOD���

(VWXGLDQWH�$��/RV�ED³RV�\�OD�FRFLQD��

(VWXGLDQWH�'��&DPLQDG�SRU�HVWH�SDVLOOR�\�VHQWDRV�HQ�HO�MDUG¯Q����

(VWXGLDQWH�%��(V�PX\�OXMRVR��

(VWXGLDQWH�$���2V�JXVWD"�

(VWXGLDQWH�&��0XFKR���7HQ«LV�TXH�DPXHEODUOD"�

(VWXGLDQWH�'��6¯��WHQHPRV�TXH�FRPSUDU��FDPDVಹ�

(VWXGLDQWH�$��DUPDULRV��HVFULWRULRV��PHVDV��VLOODVಹ�

(VWXGLDQWH�%����(VW£�OHMRV�GHO�FHQWUR"�

(VWXGLDQWH�&��1R�HV�PX\�F«QWULFR�SHUR�KD\�WUDQVSRUWH�S¼EOLFR��

(VWXGLDQWH�'��6¯��HV�FLHUWR�\�QRVRWURV�FDPLQDPRV�D�OD�RILFLQD��

(VWXGLDQWH�%���$�TX«�RV�GHGLF£LV"�

(VWXGLDQWH�$��6RPRV�DERJDGRV��

(VWXGLDQWH�%��3DUD�VHU�EXHQRV�DERJDGRV�KD\�TXH�WHQHU�PXFKD�H[SHULHQFLD��

(VWXGLDQWH�$��6¯�\�KD\�TXH�VDEHU�HVFXFKDU��

�WHOHSKRQH�ULQJV��

(VWXGLDQWH�$��&RQWHVWD��QR�WH�SUHRFXSHV��

(VWXGLDQWH�&���'¯JDPH"�

(VWXGLDQWH�&��7HQHPRV�TXH�LUQRV��+D\�XQ�SUREOHPD�HQ�HO�WUDEDMR��

(VWXGLDQWH�%��0XFKR�JXVWR�\�KDVWD�OXHJR��

(VWXGLDQWH�$��$GLRV��

�

53��%�

7(;72���$&&,�1��

�

1R�SURSV�

,QVWUXFWLRQV��6WXGHQWV�KDYH�WR�PHPRUL]H�WKH�GLDORJXHV�IRU�WKH�JLYHQ�GDWH��$OO�WKH�LQIRUPDWLRQ�LQ�

SDUHQWKHVLV�FRUUHVSRQGV�WR�WKH�PRYHPHQWV�WKH\�PXVW�GR�ZKLOH�WKH\�VSHDN��

�

�6WXGHQWV�&�DQG�%�FRPH�WR�YLVLW�VRPH�IULHQGV�WKDW�MXVW�ERXJKW�D�KRXVH���



 

 

�

�

(VWXGLDQWH�'��+ROD��4X«�WDO"��VWXGHQW�'�DQG�$�VKDNLQJ�KDQGV�ZLWK�VWXGHQW�&��

(VWXGLDQWH�&��0X\�ELHQ��2V�SUHVHQWR�D�PL�DPLJR�D�BBBBBBBBBBBB��QDPH�RI�VWXGHQW�%��VRPRV�

FRPSD³HURV�DV�GH�WUDEDMR��

(VWXGLDQWH�'���VWXGHQW�'�VKDNLQJ�KDQGV�ZLWK�%��0XFKR�JXVWR��

(VWXGLDQWH�$��(QFDQWDGR�D�GH�FRQRFHUWH���

(VWXGLDQWH�%��,JXDOPHQWH��

(VWXGLDQWH�$��9HQLG�\�PLUDG��HVWDPRV�FRPSUDQGR�HVWD�FDVD��

(VWXGLDQWH�%��c(V�PX\�ERQLWD�\�JUDQGH���

(VWXGLDQWH�'��6¯��WLHQH���SODQWDV��

(VWXGLDQWH�%���<�ORV�DOED³LOHV"��4X«�HVW£Q�KDFLHQGR"�

(VWXGLDQWH�$��(VW£Q�FDPELDQGR�ORV�ED³RV��

(VWXGLDQWH�&���ORRNLQJ�DURXQG���&X£QWDV�KDELWDFLRQHV�KD\"�

(VWXGLDQWH�'���WHOOLQJ�WKH�QXPEHUV�QRW�RQO\�ZLWK�ZRUGV�EXW�ZLWK�JHVWXUHV��+D\���GRUPLWRULRV��XQ�

FRPHGRU��XQD�VDOD���

(VWXGLDQWH�$���WHOOLQJ�WKH�QXPEHUV�QRW�RQO\�ZLWK�ZRUGV�EXW�ZLWK�JHVWXUHV��/RV�ED³RV�\�OD�FRFLQD��

(VWXGLDQWH�'���+H�VKH�SRLQWV�RXW�D�GLUHFWLRQ��&DPLQDG�SRU�HVWH�SDVLOOR�\�VHQWDRV�HQ�HO�MDUG¯Q���WKH\�

DOO�ZDON�DQG�VLW�GRZQ���

(VWXGLDQWH�%��(V�PX\�OXMRVR��

(VWXGLDQWH�$���2V�JXVWD"�

(VWXGLDQWH�&��0XFKR���ORRNLQJ�DURXQG��7HQ«LV�TXH�DPXHEODUOD"�

(VWXGLDQWH�'��6¯��WHQHPRV�TXH�FRPSUDU��FDPDVಹ�

(VWXGLDQWH�$��DUPDULRV��HVFULWRULRV��PHVDV��VLOODVಹ�

(VWXGLDQWH�%����VWDQGLQJ�XS�DQG�ORRNLQJ�DURXQG�WR�WU\�WR�NQRZ�ZKHUH�WKH�KRXVH�LV��LQ�ZKLFK�SDUW�RI�

WKH�FLW\���(VW£�OHMRV�GHO�FHQWUR"�

(VWXGLDQWH�&��1R�HV�PX\�F«QWULFR�SHUR�KD\�WUDQVSRUWH�S¼EOLFR��

(VWXGLDQWH�'��6¯��HV�FLHUWR�\�QRVRWURV�FDPLQDPRV�D�OD�RILFLQD��

(VWXGLDQWH�%���$�TX«�RV�GHGLF£LV"�

(VWXGLDQWH�$��6RPRV�DERJDGRV��

(VWXGLDQWH�%��3DUD�VHU�EXHQRV�DERJDGRV�KD\�TXH�WHQHU�PXFKD�H[SHULHQFLD��

(VWXGLDQWH�$��6¯�\�KD\�TXH�VDEHU�HVFXFKDU��

�WHOHSKRQH�ULQJV��



 

 

(VWXGLDQWH�$��&RQWHVWD��QR�WH�SUHRFXSHV��

(VWXGLDQWH�&���KH�VKH�JUDEV�LW���'¯JDPH"�

(VWXGLDQWH�&��7HQHPRV�TXH�LUQRV��+D\�XQ�SUREOHPD�HQ�HO�WUDEDMR��

(VWXGLDQWH�%��0XFKR�JXVWR�\�KDVWD�OXHJR���VKDNLQJ�KDQGV��WKH\�H[LW��

(VWXGLDQWH�$��$GLRV��

�

�

�

�

�

�

�

�
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�

�

53��$�

6&5,37�

�

�

6WXGHQW�$��UHFHSWLRQLVW���*RRG�PRUQLQJ��+RZ�DUH�\RX"�

6WXGHQW�%��9HU\�ZHOO��WKDQN�\RX��(PPPಹ��

6WXGHQW�&��:H�DUH�ORRNLQJ�IRU�D�IODW�WR�UHQW��

6WXGHQW�$��:DON�GRZQ�WKLV�KDOO�DQG�WDNH�WKH�HOHYDWRU�WR�WKH�WKLUG�IORRU��

�DW�WKH�WKLUG�IORRU��

6WXGHQW�'��+HOOR��+RZ�DUH�\RX"�

6WXGHQW�&��9HU\�ZHOO��WKDQN�\RX��:H�ZRXOG�OLNH�WR�VHH�WKH�IODW���

6WXGHQW�%��+RZ�PDQ\�URRPV�DUH�WKHUH"�

6WXGHQW�'��7KHUH�DUH�WZR�EHG�URRPV��D�EDWKURRP��D�NLWFKHQ�DQG�D�OLYLQJ�URRP��

6WXGHQW�&��([FXVH�PH��LW�LV�QRW�IXUQLVKHG"�

6WXGHQW�'��1R��\RX�KDYH�WR�IXUQLVK�WKH�OLYLQJ�URRP�DQG�WKH�EHG�URRPV��



 

 

6WXGHQW�%��BBBBBBBBBB��QDPH�RI�VWXGHQW�&��ORRN��DUH�WKH\�UHSODFLQJ�WKH�ZLQGRZV�RI�WKH�OLYLQJ�

URRP"�

6WXGHQW�'��<HV��WKH�PDVRQV�DUH�ILQLVKLQJ�ULJKW�QRZ��

6WXGHQW�&��BBBBBBBBBBB���QDPH�RI�VWXGHQW�%��JR�DQG�ZDWFK�WKH�EDWKURRP�IXUQLWXUH��

6WXGHQW�%��7KH\�DUH�JRRG��WKH\�DUH�QHZ��+RZ�PXFK�LV�WKH�PRQWK�UDWH"�

6WXGHQW�'�������(XURV��

6WXGHQW�&��7KDQN�\RX�YHU\�PXFK��:H�KDYH�WR�WKLQN�DERXW�LW��

6WXGHQW�'��:LWKRXW�SUREOHP��%\H��

�EDFN�LQ�WKH�OREE\��

6WXGHQW�$��GLG�\RX�OLNH�WKH�IODW"�

6WXGHQW�%��<HV��LW�LV�YHU\�EHDXWLIXO�EXW�YHU\�H[SHQVLYH��

6WXGHQW�$��<RX�DUH�ULJKW��EXW�LW�LV�YHU\�FHQWUDO��

6WXGHQW�&��,�DJUHH��7KH�VLWXDWLRQ�LV�JRRG��

6WXGHQW�%��([FXVH�PH��'R�\RX�NQRZ�ZKHUH�WKH�VXEZD\�VWDWLRQ�LV"�

6WXGHQW�$��<HV��IROORZ�WKLV�URDG�DQG�WDNH�WKH�VHFRQG�WR�WKH�ULJKW��

6WXGHQW�%��*RRGE\H�DQG�WKDQN�\RX�YHU\�PXFK��

�

53��$�

6&5,37���$&7,21�

�

6WXGHQW�$��UHFHSWLRQLVW���*RRG�PRUQLQJ��+RZ�DUH�\RX"��RUJDQL]LQJ�WKH�PDLO��

6WXGHQW�%��9HU\�ZHOO��WKDQN�\RX��(PPPಹ���ZDQGHULQJ�DURXQG�ORVW��

6WXGHQW�$���DSSURDFKLQJ�WKHP�WR�KHOS�WKHP��

6WXGHQW�&��:H�DUH�ORRNLQJ�IRU�D�IODW�WR�UHQW��

6WXGHQW�$���JLYLQJ�LQVWUXFWLRQV�ZLWK�KLV�KHU�DUPV��:DON�GRZQ�WKLV�KDOO�DQG�WDNH�WKH�HOHYDWRU�WR�WKH�

WKLUG�IORRU��

�6WXGHQWV�ZDON��2Q�WKH�WKLUG�IORRU��

6WXGHQW�'���VKDNLQJ�WKHLU�KDQGV��+HOOR��+RZ�DUH�\RX"�

6WXGHQW�&��9HU\�ZHOO��WKDQN�\RX��:H�ZRXOG�OLNH�WR�VHH�WKH�IODW���

6WXGHQW�%���ORRNLQJ�DURXQG��+RZ�PDQ\�URRPV�DUH�WKHUH"�

6WXGHQW�'���WHOOLQJ�WKH�QXPEHUV�QRW�RQO\�ZLWK�ZRUGV�EXW�ZLWK�JHVWXUHV��7KHUH�DUH�WZR�EHG�URRPV��D�

EDWKURRP��D�NLWFKHQ�DQG�D�OLYLQJ�URRP��

6WXGHQW�&��([FXVH�PH���VXUSULVHG��LW�LV�QRW�IXUQLVKHG"�



 

 

6WXGHQW�'��1R��\RX�KDYH�WR�IXUQLVK�WKH�OLYLQJ�URRP�DQG�WKH�EHG�URRPV��

6WXGHQW�%���DSSURDFKLQJ�WKH�ZLQGRZV��BBBBBBBBBB��QDPH�RI�VWXGHQW�&��ORRN��DUH�WKH\�UHSODFLQJ�WKH�

ZLQGRZV�RI�WKH�OLYLQJ�URRP"�

6WXGHQW�'��<HV��WKH�PDVRQV�DUH�ILQLVKLQJ�ULJKW�QRZ��

6WXGHQW�&��BBBBBBBBBBB���QDPH�RI�VWXGHQW�%��JR�DQG�ZDWFK�WKH�EDWKURRP�IXUQLWXUH���VWXGHQW�%�H[LWV�

DQG�FRPHV�EDFN��

6WXGHQW�%��7KH\�DUH�JRRG��WKH\�DUH�QHZ��+RZ�PXFK�LV�WKH�PRQWK�UDWH"�

6WXGHQW�'���ORRNLQJ�WKURXJK�KHU�KLV�SDSHUV�������(XURV��

6WXGHQW�&��7KDQN�\RX�YHU\�PXFK��:H�KDYH�WR�WKLQN�DERXW�LW��

6WXGHQW�'��:LWKRXW�SUREOHP��%\H���VKDNLQJ�WKHLU�KDQGV��

�EDFN�LQ�WKH�OREE\��

6WXGHQW�$���VLWWLQJ�GRZQ�DQG�UHDGLQJ�D�ERRN��'LG�\RX�OLNH�WKH�IODW"�

6WXGHQW�%��<HV��LW�LV�YHU\�EHDXWLIXO�EXW�YHU\�H[SHQVLYH��

6WXGHQW�$��<RX�DUH�ULJKW��EXW�LW�LV�YHU\�FHQWUDO��

6WXGHQW�&��,�DJUHH��7KH�VLWXDWLRQ�LV�JRRG��

6WXGHQW�%��([FXVH�PH��'R�\RX�NQRZ�ZKHUH�WKH�VXEZD\�VWDWLRQ�LV"�

6WXGHQW�$��<HV��IROORZ�WKLV�URDG�DQG�WDNH�WKH�VHFRQG�WR�WKH�ULJKW��

6WXGHQW�%��*RRGE\H�DQG�WKDQN�\RX�YHU\�PXFK��

�

�
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6&5,37�

�

6WXGHQW�'��+HOOR��+RZ�GR�\RX�GR"�

6WXGHQW�&��9HU\�ZHOO��/HW�PH�LQWURGXFH�\RX�P\�IULHQG�BBBBBBBBBBBB��QDPH�RI�VWXGHQW�%���ZH�DUH�

FR�ZRUNHUV��

6WXGHQW�'��,W�LV�D�SOHDVXUH��

6WXGHQW�$��1LFH�WR�PHHW�\RX���

6WXGHQW�%��/LNHZLVH��

6WXGHQW�$��&RPH�DQG�ORRN��:H�DUH�EX\LQJ�WKLV�KRXVH��

6WXGHQW�%��,WvV�ELJ�DQG�EHDXWLIXO���

6WXGHQW�'��<HV��LW�KDV�WZR�IORRUV��

6WXGHQW�%��$QG�WKH�PDVRQV"�:KDW�DUH�WKH\�GRLQJ"�



 

 

6WXGHQW�$��7KH\�DUH�UHSODFLQJ�WKH�EDWKURRPV�HTXLSPHQWV��

6WXGHQW�&��+RZ�PDQ\�URRPV�DUH�WKHUH"�

6WXGHQW�'��7KHUH�DUH���EHGURRPV��D�GLQLQJ�URRP��D�OLYLQJಹ�

6WXGHQW�$��7KH�EDWKURRPV�DQG�WKH�NLWFKHQ��

6WXGHQW�'��:DON�GRZQ�WKH�KDOO�DQG�WDNH�D�VHDW�LQ�WKH�JDUGHQ��

6WXGHQW�%��,W�LV�YHU\�OX[XULRXV��

6WXGHQW�$��'R�\RX�OLNH�LW"�

6WXGHQW�&��9HU\�PXFK��'R�\RX�KDYH�WR�IXUQLVK�LW"�

6WXGHQW�'��<HV��ZH�KDYH�WR�EX\��EHGVಹ�

6WXGHQW�$��FORVHWV��GHVNV��WDEOHV��FKDLUVಹ�

6WXGHQW�%��,V�LW�IDU�IURP�GRZQWRZQ"�

6WXGHQW�&��,W�LV�QRW�YHU\�FHQWULF�EXW�WKHUH�LV�SXEOLF�WUDQVSRUWDWLRQ��

6WXGHQW�'��<HV��LW�LV�WUXH�DQG�ZH�ZDON�WR�WKH�RIILFH��

6WXGHQW�%��:KDW�GR�\RX�GR�DV�D�MRE"�

6WXGHQW�$��:H�DUH�ODZ\HUV��

6WXGHQW�%��7R�EH�D�JRRG�ODZ\HU�\RX�QHHG�D�ORW�RI�H[SHULHQFH��

6WXGHQW�$��<HV��$QG�\RX�QHHG�WR�EH�DEOH�WR�OLVWHQ��

�WHOHSKRQH�ULQJV��

6WXGHQW�$��$QVZHU�WKH�SKRQH��GRQvW�ZRUU\��

6WXGHQW�&��<HV��KHOOR"�

6WXGHQW�&��:H�KDYH�WR�JR��7KHUH�LV�D�SUREOHP�DW�ZRUN��

6WXGHQW�%��1LFH�WR�PHHW�\RX�DQG�VHH�\RX�VRRQ��

6WXGHQW�$��*RRGE\H��

�

�

�
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�

�

�

6WXGHQW�'��+HOOR��+RZ�GR�\RX�GR"��VWXGHQW�'�DQG�$�VKDNLQJ�KDQGV�ZLWK�VWXGHQW�&��



 

 

6WXGHQW�&��9HU\�ZHOO��/HW�PH�LQWURGXFH�\RX�P\�IULHQG�BBBBBBBBBBBB��QDPH�RI�VWXGHQW�%���ZH�DUH�

FR�ZRUNHUV��

6WXGHQW�'���VWXGHQW�'�VKDNLQJ�KDQGV�ZLWK�%��,W�LV�D�SOHDVXUH��

6WXGHQW�$��1LFH�WR�PHHW�\RX���

6WXGHQW�%��/LNHZLVH��

6WXGHQW�$��&RPH�DQG�ORRN��:H�DUH�EX\LQJ�WKLV�KRXVH��

6WXGHQW�%��,WvV�ELJ�DQG�EHDXWLIXO���

6WXGHQW�'��<HV��LW�KDV�WZR�IORRUV��

6WXGHQW�%��$QG�WKH�PDVRQV"�:KDW�DUH�WKH\�GRLQJ"�

6WXGHQW�$��7KH\�DUH�UHSODFLQJ�WKH�EDWKURRPV�HTXLSPHQWV��

6WXGHQW�&���ORRNLQJ�DURXQG��+RZ�PDQ\�URRPV�DUH�WKHUH"�

6WXGHQW�'���WHOOLQJ�WKH�QXPEHUV�QRW�RQO\�ZLWK�ZRUGV�EXW�ZLWK�JHVWXUHV��7KHUH�DUH���EHGURRPV��D�

GLQLQJ�URRP��D�OLYLQJಹ�

6WXGHQW�$���WHOOLQJ�WKH�QXPEHUV�QRW�RQO\�ZLWK�ZRUGV�EXW�ZLWK�JHVWXUHV��7KH�EDWKURRPV�DQG�WKH�

NLWFKHQ��

6WXGHQW�'���+H�VKH�SRLQWV�RXW�D�GLUHFWLRQ��:DON�GRZQ�WKH�KDOO�DQG�WDNH�D�VHDW�LQ�WKH�JDUGHQ���WKH\�

DOO�ZDON�DQG�VLW�GRZQ��

6WXGHQW�%��,W�LV�YHU\�OX[XULRXV��

6WXGHQW�$��'R�\RX�OLNH�LW"�

6WXGHQW�&��9HU\�PXFK���ORRNLQJ�DURXQG��'R�\RX�KDYH�WR�IXUQLVK�LW"�

6WXGHQW�'��<HV��ZH�KDYH�WR�EX\��EHGVಹ�

6WXGHQW�$��FORVHWV��GHVNV��WDEOHV��FKDLUVಹ�

6WXGHQW�%���VWDQGLQJ�XS�DQG�ORRNLQJ�DURXQG�WR�WU\�WR�NQRZ�ZKHUH�WKH�KRXVH�LV��LQ�ZKLFK�SDUW�RI�WKH�

FLW\��,V�LW�IDU�IURP�GRZQWRZQ"�

6WXGHQW�&��,W�LV�QRW�YHU\�FHQWULF�EXW�WKHUH�LV�SXEOLF�WUDQVSRUWDWLRQ��

6WXGHQW�'��<HV��LW�LV�WUXH�DQG�ZH�ZDON�WR�WKH�RIILFH��

6WXGHQW�%��:KDW�GR�\RX�GR�DV�D�MRE"�

6WXGHQW�$��:H�DUH�ODZ\HUV��

6WXGHQW�%��7R�EH�D�JRRG�ODZ\HU�\RX�QHHG�D�ORW�RI�H[SHULHQFH��

6WXGHQW�$��<HV��$QG�\RX�QHHG�WR�EH�DEOH�WR�OLVWHQ��

�WHOHSKRQH�ULQJV��

6WXGHQW�$��$QVZHU�WKH�SKRQH��GRQvW�ZRUU\��

6WXGHQW�&���KH�VKH�JUDEV�LW��<HV��KHOOR"�



 

 

6WXGHQW�&��:H�KDYH�WR�JR��7KHUH�LV�D�SUREOHP�DW�ZRUN��

6WXGHQW�%��1LFH�WR�PHHW�\RX�DQG�VHH�\RX�VRRQ���VKDNLQJ�KDQGV��WKH\�H[LW��

6WXGHQW�$��*RRGE\H��
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Appendix 3



 

 

$33(1',;�&�

�

“$SSO\LQJ�'UDPD�7HFKQLTXHV�LQ�WKH�6HFRQG�/DQJXDJH�&ODVVURRP��$QDO\VLV�RI�WKH�,PSDFW�

RI�'UDPD�LQ�9RFDEXODU\�DQG�)OXHQF\�$FTXLVLWLRQ�LQ�(OHPHQWDU\�2UDO�3URGXFWLRQ”�

�

�� ),567�48(67,211$,5(�

�

(69)O\V�

3DUWLFLSDQWV’�QXPEHU�RI�LGHQWLILFDWLRQ�IRU�WKH�UHVHDUFK��

$JH��

*HQGHU��

0DMRU��

�� +DYH�\RX�HYHU�WDNHQ�D�6SDQLVK�FODVV"�

�� 1R�

�� <HV�

�� ,I�\HV��ZKHUH�KDYH�\RX�WDNHQ�LW�DQG�IRU�KRZ�ORQJ"�

BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB

BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�� 'R�\RX�KDYH�D�SDUWQHU�RU�D�IDPLO\�PHPEHU�WKDW�LV�+LVSDQLF�RU�/DWLQR"�

�� <HV�

�� 1R�



 

 

�� ,I�\HV��GR�\RX�VSHDN�ZLWK�WKHP�6SDQLVK"�

BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�

�� :K\�DUH�\RX�WDNLQJ�)/63��6SDQLVK������"�6HOHFW�DOO�WKDW�DSSO\��

�� 0\�PDMRU�UHTXLUHV�D�IRUHLJQ�ODQJXDJH�

�� 0\�DGYLVRU�UHFRPPHQGHG�LW�

�� ,�ZRXOG�OLNH�WR�OHDUQ�6SDQLVK�DV�D�VHFRQG�ODQJXDJH�FRQVLGHULQJ�P\�FDUHHU�JRDOV�

�� ,�GLG�QRW�KDYH�DQ\�RWKHU�RSWLRQV�

�

6SDQLVK�/HYHO�

7KH�IROORZLQJ�TXHVWLRQV�DUH�WR�PHDVXUH�WKH�OHYHO�RI�6SDQLVK�\RX�KDYH��GR�QRW�ZRUU\�DERXW�

LW��7KLV�TXHVWLRQQDLUH�LV�QRW�IRU�JUDGH�LW�RQO\�KHOSV�WKH�UHVHDUFKHU�WR�NQRZ�WKH�OHYHO�RI�WKH�

JURXS��

$QVZHU�WKH�TXHVWLRQV�\RX�XQGHUVWDQG�ZLWK�D�FRPSOHWH�VHQWHQFH�LQ�6SDQLVK��,I�\RX�FDQQRW�

ZULWH�WKH�DQVZHU�LQ�6SDQLVK�EXW�\RX�NQRZ�ZKDW�WKH\�DUH�DVNLQJ��ZULWH�WKHP�LQ�(QJOLVK��'R�

QRW�ZRUU\�DERXW�VSHOOLQJ��ZH�DUH�RQO\�VHHLQJ�\RXU�FRPSUHKHQVLRQ�OHYHO��

�� ¿&XáO�HV�WX�QRPEUH"�BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�� ¿&XáQWRV�DñRV�WLHQHV"�BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�� ¿&XáO�HV�WX�QDFLRQDOLGDG"�BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�� ¿4Xé�GíD�HV�KR\"�BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�� ¿&XáQWR�FXHVWD�OD�PRFKLOD�TXH�OOHYDV"�BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�� ¿+D\�XQ�JLPQDVLR�HQ�OD�8QLYHUVLGDG�GH�$XEXUQ"�BBBBBBBBBBBBBBBBBBBBBBBBBBB�

�� ¿4Xé�TXLHUHV�YLVLWDU�HQ�3XHUWR�5LFR"�BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�



 

 

�� ¿&óPR�HVWáV�KR\"�BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�� (VWR\�EXVFDQGR�OD�FDIHWHUíD�¿'óQGH�HVWá"��LQGLTXH�FóPR�OOHJDU��

BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

��� ¿&XáQWDV�KDELWDFLRQHV�KD\�HQ�WX�FDVD"�BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�

6HH�WKH�IROORZLQJ�ZRUGV�DQG�H[SUHVVLRQV�DQG�XQGHUOLQH�WKH�RQHV�ZLWK�ZKLFK�\RX�DUH�

IDPLOLDU�DQG�LI�\RX�NQRZ�WKH�PHDQLQJ�WUDQVODWH�LW�LQWR�(QJOLVK��

�� %ROHWRV��BBBBBBBBBBBBBBBB�

�� 5RMR��BBBBBBBBBBBBBBBB�

�� (VWXGLDQWH��BBBBBBBBBBBBBBBB�

�� 7LHQHV�UD]óQ��BBBBBBBBBBBBBBBBBBBBBBBBBBB�

�� 1RPEUH��BBBBBBBBBBBBBBBB�

�� 7HQJR�TXH�FRPSUDU��BBBBBBBBBBBBBBBBBBBBBBBBBBB�

�� 3OD\D��BBBBBBBBBBBBBBBB�

�� %ROVR��BBBBBBBBBBBBBBBB�

�� 7HPSUDQR��BBBBBBBBBBBBBBBB�

��� &RQR]FR�D�0DUFRV��BBBBBBBBBBBBBBBBBBBBBBBBBBB�

��� 4XLHUR�SDJDU�FRQ�GLQHUR��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

��� *LPQDVLR��BBBBBBBBBBBBBBBB�

��� &RPLGD��BBBBBBBBBBBBBBBBBBBBBB�

��� (VWR\�HQIHUPR��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

��� &HQWUR��BBBBBBBBBBBBBBBBBBBBBB�

��� (OOD�WUDEDMD�GHPDVLDGR��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�



 

 

��� +DELWDFLRQHV��BBBBBBBBBBBBBBBBBBBBB�

��� &DUUR��BBBBBBBBBBBBBBBBBBBBBB�

��� ¿$�TXé�RV�GHGLFáLV"�BBBBBBBBBBBBBBBBBBBBBB�

��� (V�QHFHVDULR�FRPHU�VDQR��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

��� (QIHUPR��BBBBBBBBBBBBBBBB�

��� (VWR\�GH�DFXHUGR��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

��� 6LJD�SRU�HVWD�FDOOH��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

��� 0RQXPHQWR��BBBBBBBBBBBBBBBB�

��� 'RUPLU��BBBBBBBBBBBBBBBB�

��� (VSDOGD��BBBBBBBBBBBBBBBBBBBBBB�

��� 9DPRV�D�LU�D�0DGULG��BBBBBBBBBBBBBBBB�

��� 6RQ�GHPDVLDGR�FDURV��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

��� /XMRVR��BBBBBBBBBBBBBBBBBB�

��� 3UREOHPD��BBBBBBBBBBBBBBBBBBBBBB�

��� 3HVRV��BBBBBBBBBBBBBBBBBBBBBB�

��� 3UHILHUR�YLDMDU�HQ�WUHQ��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

��� $OEDñLO��BBBBBBBBBBBBBBBBBBBBBB�

��� %DUDWR��BBBBBBBBBBBBBBBBBBBBBB�

��� +ROD��BBBBBBBBBBBBBBBBBBBBBB�

�

�

�

�



 

 

�� 75$16/$7,21��35(�7(67�

6SDQLVK�OHYHO�TXHVWLRQ´V�WUDQVODWLRQ�

�����:KDW´V�\RXU�QDPH"�BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�����+RZ�ROG�DUH�\RX"�BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�����:KDW´V�\RXU�QDWLRQDOLW\"�BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�����:KDW�GD\�LV�LW�WRGD\"�BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�����+RZ�PXFK�GRHV�WKH�EDJ�FRVW�\RX�DUH�FDUU\LQJ�ZLWK�\RX"�BBBBBBBBBBBBBBBBBBB�

�����,V�WKHUH�D�ILWQHVV�FHQWHU�DW�$XEXUQ�8QLYHUVLW\"�BBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�����:KDW�ZRXOG�\RX�OLNH�WR�YLVLW�LQ�3XHUWR�5LFR"�BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�����+RZ�DUH�\RX�WRGD\"�BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�����,�DP�ORRNLQJ�IRU�WKH�FRIIHH�VKRS��:KHUH�LV�LW"��H[SODLQ�KRZ�WR�JHW�WKHUH��

BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

����+RZ�PDQ\�URRPV�DUH�WKHUH�DW�\RXU�KRXVH"�BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�

6HH�WKH�IROORZLQJ�ZRUGV�DQG�H[SUHVVLRQV�DQG�XQGHUOLQH�WKH�RQHV�ZLWK�ZKLFK�\RX�DUH�

IDPLOLDU�DQG�LI�\RX�NQRZ�WKH�PHDQLQJ�WUDQVODWH�LW�LQWR�(QJOLVK��

�

�����7LFNHWV��BBBBBBBBBBBBBBBBBBBBBBBBBBB�

�����5HG��BBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�����6WXGHQW��BBBBBBBBBBBBBBBBBBBBBBBBBB�

�����<RX�DUH�ULJKW��BBBBBBBBBBBBBBBBBBBBBBBBB�

�����1DPH��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�����,�KDYH�WR�EX\��BBBBBBBBBBBBBBBBBBBBBBBBB�



 

 

�����%HDFK��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�����3XUVH��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

�����(DUO\��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

����,�NQRZ�0DUFRV��BBBBBBBBBBBBBBBBBBBBBBBBB�

����,�ZDQW�WR�SD\�FDVK��BBBBBBBBBBBBBBBBBBBBBB�

����)LWQHVV�FHQWHU��BBBBBBBBBBBBBBBBBBBBBBBBBB�

����)RRG��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

����,�DP�LOO��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

����&HQWHU���'RZQWRZQ��BBBBBBBBBBBBBBBBBBBBB�

����6KH�ZRUNV�WRR�PXFK��BBBBBBBBBBBBBBBBBBBB�

����5RRPV��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

����&DU��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

����:KDW�GR�\RX�GR�DV�D�MRE"�BBBBBBBBBBBBBBBBB�

����,W�LV�QHFHVVDU\�WR�HDW�KHDOWK\��BBBBBBBBBBBBBBB�

����,OO���3DFLHQW��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

����,�DJUHH��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�

����*R�GRZQ�WKLV�VWUHHW��BBBBBBBBBBBBBBBBBBBBBBB�

����0RQXPHQW��BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB�
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“Applying Drama Techniques in the Second Language Classroom: Analysis of the 
Impact of Drama in Vocabulary and Fluency Acquisition in Elementary Oral 
Production”

2nd Questionnaire
ESVFlys

Participants´ number of the identification for the research:

Spanish Level
The following questions are to measure the level of spanish you have, do not worry about 
it. This questionnaire is not for grade it only helps the researcher to know the level of the 
group.
Answer the questions you understand with a complete sentence in Spanish. If you 
can not write the answer in Spanish but you know what they are asking, write them 
in English. Do not worry about spelling we are only seeing your comprehension 
level.
1. ¿Cuál es tu nombre? ______________________________________________
2. ¿Cuántos años tienes? _____________________________________________
3. ¿Cuál es tu nacionalidad? ___________________________________________
4. ¿Qué día es hoy? __________________________________________________
5. ¿Cuánto cuesta la mochila que llevas? __________________________________
6. ¿Hay un gimnasio en la Universidad de Auburn? ___________________________
7. ¿Qué quieres visitar en Puerto Rico? ____________________________________
8. ¿Cómo estás hoy? __________________________________________________
9. Estoy buscando la cafetería ¿Dónde está? (indique cómo llegar) 

___________________________________________________________________
10. ¿Cuántas habitaciones hay en tu casa? ___________________________________

See the following words and expressions and underline the ones with which you are 
familiar and if you know the meaning translate it into English.

1. Boletos: ________________
2. Rojo: ________________
3. Estudiante: ________________



4. Tienes razón: ___________________________
5. Nombre: ________________
6. Tengo que comprar: ___________________________
7. Playa: ________________
8. Bolso: ________________
9. Temprano: ________________
10. Conozco a Marcos: ___________________________
11. Quiero pagar con dinero: ________________________________
12. Gimnasio: ________________
13. Comida: ______________________
14. Estoy enfermo: __________________________________________
15. Centro: ______________________
16. Ella trabaja demasiado: _______________________________________
17. Habitaciones: _____________________
18. Carro: ______________________
19. ¿ A qué os dedicáis? ______________________
20. Es necesario comer sano: _______________________________
21. Enfermo: ________________
22. Estoy de acuerdo: ________________________________
23. Siga por esta calle: ________________________________
24. Monumento: ________________
25. Dormir: ________________
26. Espalda: ______________________
27. Vamos a ir a Madrid: ________________
28. Son demasiado caros: _________________________________
29. Lujoso: __________________
30. Problema: ______________________
31. Pesos: ______________________
32. Prefiero viajar en tren: _________________________________
33. Albañil: ______________________
34. Barato: ______________________
35. Hola: ______________________



QUESTIONS FOR SCENARIO 1

1. Was the Oral Assignment 2 a difficult activity to perform in front of the class?

2. Would you like to have more activities such as role-plays before the Oral Assignment 2 
to prepare your Spanish oral skills?

QUESTIONS FOR SCENARIOS 2 AND 3

1. Did you like to have role-play activities as part of your Spanish class?

2. Do you think the role-play activities helped you prepare the Oral Assignment 2? ( For 
example to not be afraid of performing the assignment in front of the entire class)

3. Do you think the role-play activities helped you learning new vocabulary and grammar 
structures?

4. Do you think that role-play activities helped you improved your Spanish Oral skills?

YES NO

YES NO

YES NO

YES NO

YES NO

YES NO
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FINAL	
  INTERVIEW.	
  Role	
  A	
  

 
Hello!	
  

As	
  you	
  know	
  on	
  the	
  1st	
  or	
  the	
  2nd	
  of	
  December	
  you	
  will	
  be	
  doing	
  a	
  final	
  interview	
  with	
  me.	
  In	
  this	
  
interview	
  you	
  will	
  work	
  with	
  a	
  partner.	
  I	
  will	
  provide	
  you	
  with	
  3	
  situaBons	
  and	
  with	
  the	
  role	
  you	
  will	
  be	
  
playing	
  on	
  each	
  situaBon.	
  On	
  the	
  day	
  of	
  the	
  interview	
  both	
  of	
  you	
  will	
  improvise	
  a	
  dialogue	
  for	
  the	
  3	
  
situaBons.	
  The	
  dialogue	
  has	
  to	
  last	
  1	
  minute	
  and	
  30	
  seconds.	
  Please	
  let	
  me	
  know	
  if	
  you	
  have	
  any	
  
quesBons.	
  The	
  situaBons	
  are	
  based	
  on	
  material	
  covered	
  in	
  chapters	
  3	
  to	
  6.	
  	
  

Here	
  you	
  have	
  the	
  descripBons	
  for	
  each	
  situaBon.	
  

SITUATION	
  1	
  

Student	
  A	
  

SituaAon:	
  You	
  need	
  to	
  buy	
  something	
  for	
  your	
  mother	
  and	
  for	
  your	
  sister	
  but	
  you	
  only	
  have	
  500	
  pesos.	
  
What	
  are	
  you	
  going	
  to	
  buy?	
  You	
  are	
  going	
  to	
  a	
  store	
  that	
  has	
  lots	
  of	
  things.	
  You	
  are	
  going	
  to	
  like	
  2	
  items	
  
but	
  there	
  is	
  one	
  thing	
  that	
  he/she	
  is	
  trying	
  to	
  sell	
  and	
  you	
  do	
  not	
  like	
  (wallet).	
  You	
  prefer	
  to	
  pay	
  with	
  
money.	
  

SITUATION	
  2	
  

Student	
  A:	
  Non	
  healthy	
  person	
  

SituaAon:	
  You	
  go	
  to	
  the	
  advisor	
  to	
  ask	
  him	
  what	
  you	
  can	
  do	
  to	
  feel	
  bePer	
  because	
  you	
  are	
  very	
  Bred.	
  He/
She	
  is	
  going	
  to	
  ask	
  you	
  about	
  your	
  life	
  style	
  and	
  this	
  is	
  your	
  informaBon:	
  

-­‐ You	
  only	
  sleep	
  6	
  hours	
  because	
  you	
  go	
  to	
  bed	
  at	
  12am	
  and	
  you	
  wake	
  up	
  at	
  6	
  every	
  day	
  

-­‐ You	
  don’t	
  do	
  exercise,	
  although	
  you	
  would	
  like	
  to	
  do	
  yoga	
  because	
  it	
  is	
  relaxing	
  

-­‐ You	
  only	
  eat	
  fast	
  food	
  with	
  a	
  lot	
  of	
  fat	
  

-­‐ You	
  smoke	
  

-­‐ You	
  work	
  a	
  lot	
  and	
  you	
  are	
  very	
  stress	
  

SITUATION	
  3	
  

Student	
  A:	
  	
  

SituaAon:	
  You	
  are	
  going	
  to	
  describe	
  the	
  house	
  you	
  live	
  in.	
  How	
  is	
  your	
  house?	
  How	
  many	
  rooms	
  does	
  it	
  
have?	
  Is	
  it	
  furnished?	
  And	
  whether	
  you	
  like	
  it	
  or	
  not.



FINAL	
  INTERVIEW.	
  Role	
  B	
  
 
Hello!	
  

As	
  you	
  know	
  on	
  the	
  1st	
  or	
  the	
  2nd	
  of	
  December	
  you	
  will	
  be	
  doing	
  a	
  final	
  interview	
  with	
  me.	
  In	
  this	
  interview	
  
you	
  will	
  work	
  with	
  a	
  partner.	
  I	
  will	
  provide	
  you	
  with	
  3	
  situaBons	
  and	
  with	
  the	
  role	
  you	
  will	
  be	
  playing	
  on	
  
each	
  situaBon.	
  On	
  the	
  day	
  of	
  the	
  interview	
  both	
  of	
  you	
  will	
  improvise	
  a	
  dialogue	
  for	
  the	
  3	
  situaBons.	
  The	
  
dialogue	
  has	
  to	
  last	
  1	
  minute	
  and	
  30	
  seconds.	
  Please	
  let	
  me	
  know	
  if	
  you	
  have	
  any	
  quesBons.	
  The	
  situaBons	
  
are	
  based	
  on	
  material	
  covered	
  in	
  chapters	
  3	
  to	
  6.	
  	
  

Here	
  you	
  have	
  the	
  descripBons	
  for	
  each	
  situaBon.	
  

SITUATION	
  1	
  

Student	
  B	
  

SituaBon:	
  You	
  want	
  to	
  sell	
  as	
  much	
  as	
  you	
  can,	
  that	
  is	
  why	
  you	
  are	
  very	
  very	
  nice	
  with	
  your	
  customers.	
  You	
  
will	
  have	
  pictures	
  with	
  all	
  the	
  products	
  you	
  have	
  in	
  the	
  store,	
  such	
  as	
  :	
  pendientes	
  800	
  pesos.	
  Each	
  picture	
  
will	
  have	
  the	
  price	
  of	
  the	
  item.	
  From	
  all	
  these	
  items	
  there	
  is	
  one	
  you	
  need	
  to	
  sell:	
  the	
  wallet.	
  

SITUATION	
  2	
  

Student	
  B:	
  Advisor	
  

SituaBon:	
  You	
  are	
  the	
  health	
  advisor.	
  You	
  have	
  to	
  give	
  students	
  advice.	
  This	
  are	
  the	
  quesBons	
  you	
  are	
  going	
  
to	
  ask	
  the	
  student	
  in	
  order	
  to	
  see	
  his/her	
  life	
  style:	
  

-­‐ How	
  many	
  hours	
  you	
  sleep?	
  And	
  do	
  a	
  recommendaBon	
  

-­‐ If	
  he/she	
  does	
  exercise?	
  	
  And	
  do	
  a	
  recommendaBon	
  

-­‐ What	
  type	
  of	
  food?	
  And	
  do	
  a	
  recommendaBon	
  

-­‐ Other	
  bad	
  habits?	
  And	
  do	
  a	
  recommendaBon	
  

-­‐ And	
  if	
  she/he	
  works	
  a	
  lot?	
  And	
  do	
  a	
  recommendaBon	
  

SITUATION	
  3	
  

Student	
  B:	
  	
  

SituaBon:	
  You	
  are	
  going	
  to	
  describe	
  the	
  house	
  you	
  live	
  in.	
  How	
  is	
  your	
  house?	
  How	
  many	
  rooms	
  does	
  it	
  
have?	
  Is	
  it	
  furnished?	
  And	
  whether	
  you	
  like	
  it	
  or	
  not.	
  



300 Pesos
red

150 Pesos

50 Pesos
white

130 Pesos
green



75 Pesos
Blue

240 Pesos
Black

800 Pesos 420 Pesos
You have them in: Red, Brown, Green and white



389 Pesos
Red, black and grey

85 Pesos
Black and white



CLÍNICA	
  DE	
  AUBURN	
  

PREGUNTAS:	
  (FORMAL	
  CONVERSATION	
  /USTED)	
  

GREETINGS	
  

-­‐ How	
  many	
  hours	
  you	
  sleep?	
  	
  

___________________________________________________________	
  	
  

Do	
  a	
  recommenda=on	
  

-­‐ If	
  he/she	
  does	
  exercise?	
  	
  	
  

___________________________________________________________	
  

Do	
  a	
  recommenda=on	
  

-­‐ What	
  type	
  of	
  food?	
  	
  

___________________________________________________________	
  

Do	
  a	
  recommenda=on	
  

-­‐ Other	
  bad	
  habits?	
  	
  

___________________________________________________________	
  

Do	
  a	
  recommenda=on	
  

-­‐ And	
  if	
  she/he	
  works	
  a	
  lot?	
  	
  

___________________________________________________________	
  

Do	
  a	
  recommenda=on	
  

SAY	
  GOODBYE	
  AND	
  COMMAND	
  HE/SHE	
  TO	
  CALL	
  YOU	
  IN	
  TWO	
  WEEKS	
  (FORMAL	
  
COMMAND)	
  



GREETINGS	
  TO	
  THE	
  DOCTOR	
  

RESPONSES	
  TO	
  THE	
  QUESTIONS:	
  

-­‐ You	
  only	
  sleep	
  6	
  hours	
  because	
  you	
  go	
  to	
  bed	
  at	
  12am	
  and	
  you	
  wake	
  up	
  at	
  6	
  
every	
  day	
  

-­‐ You	
  don’t	
  do	
  exercise,	
  although	
  you	
  would	
  like	
  to	
  do	
  yoga	
  because	
  it	
  is	
  
relaxing	
  

-­‐ You	
  only	
  eat	
  fast	
  food	
  with	
  a	
  lot	
  of	
  fat	
  

-­‐ You	
  smoke	
  

-­‐ You	
  work	
  a	
  lot	
  and	
  you	
  are	
  very	
  stress	
  

SAY	
  THANK	
  YOU	
  AND	
  GOODBYE
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VALORACIÓN DEL 1 AL 5: SIENDO 1 (MUY MALO); 2 (MALO); 3 (REGULAR); 4 (ALTO) Y 5 
(MUY ALTO). VALUE FROM 1 TO 5 EACH SITUATION.

STUDENT A:_________________________

SITUATION 1

SITUATION 2

SITUATION 3

STUDENT B:______________________________

SITUATION 1

SITUATION 2

SITUATION 3

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5
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