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Abstract 

This guide considers the complementary nature of a Communicative Language Approach (CLT) 

and Drama-based Instruction (DBI), within the framework of Self-Determination Theory (SDT), 

for meaningful and effective learning within the context of French Immersion, Core French, and 

supporting English language learners when English is the language of instruction. Delivered in 

six parts, ACT (like you know what you’re doing) serves as a practical guide for language 

instructors to explicitly connect theory to practice in second language learning (L2) 

environments. Integrating CLT and DBI nurtures what we inherently do as learners: imagine, 

communicate, collaborate, and create meaning. 

Part 1 includes a brief overview of second language teaching approaches for language learning, 

language acquisition (Krashen, 1982), and the more recent extensions that explore “communic-

action” (Bourguignon, 2006), that value both the dialogic nature and physicality of language 

proficiency. Drama-based instruction provides learners with an open space for decoding 

language and incorporating affective and cognitive skills while problem-solving. Drama as a 

process, a craft, and a product fosters authentic situations and contexts, bridging what is learned 

in the classroom to what is needed in the real world. Participation and realization are 

fundamental modes of engaging with the world (Fettes, 2013). This involves activating 

imagination and engendering understanding. When a learner is actively engaged in the 

experience, meaning and understanding are enhanced. The degree to which a learner’s sense of 

relatedness, autonomy, and competence is nurtured may impact performance, motivation, and 

well-being (Deci & Ryan, 2012).  
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The empirical studies, found in Part 2, report positive outcomes for student motivation and 

engagement in second language environments. These serve to example and support a shift to 

learner-centered instruction, process-oriented instruction, and collaborative learning that 

embraces diversity as a resource. The proposed pathway to achieving this shift is ACT (like you 

know what you’re doing), a guide for practicing teachers. The guide (Part 3-6 inclusive) provides 

educators with a selection of scaffolded activities that support concentration, focus, 

collaboration, physical communication, and vocal communication. In a safe and inclusive 

learning environment, teachers and students explore the tools of effective communication while 

integrating expectations of the Ontario Ministry documents, through DBI. Assessment is linked 

to learning outcomes for elementary language acquisition as outlined in the Common European 

Framework of Reference (CEFR), Ministry Curriculum documents, and Steps to English 

Proficiency (STEP).  Language learning skills, as outlined in the Strategies Inventory for 

Language Learners (Oxford, 1990), are explored and practiced. Student autonomy, competence 

and engagement might be observed through self-assessment and emerging self-efficacy. 

 

Key Words: Communicative Language Teaching (CLT), Drama-based Instruction (DBI), Self-

Determination Theory (SDT), Second Language (L2), Strategies Inventory for Language 

Learners (SILL), The Common European Framework of Reference for Language Acquisition 

(CEFR), Steps to English Proficiency (STEP)  
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Introduction  

 

     In 1985, I found myself, a young, white, privileged female, in an inner-city school of relatively 

low socio-economic status, launching a career as a Core French teacher in the Ontario public 

school system. My first assignment was teaching a Core French class to junior and intermediate 

students. The students were asked to leave their homeroom, an established safe space, and join me 

in my classroom for French instruction. Not only were they taken from familiar surroundings, but 

they were required to spend 40 minutes of each day listening to and trying to understand a foreign 

language that had very little relevance to their life experiences. The challenges were extraordinary.  

My optimism and enthusiasm were tested each, and every day. The structured classroom of a 

grammar-translation based pedagogy, or an audio-lingual approach was ineffective and futile. As 

the instructor, I could not see how my curriculum was of any use to these learners. This palpable 

disconnect inspired me to seek a new approach to the curriculum expectations. In my efforts to 

engage students, I turned to a communicative pedagogy, incorporating my own passion for theatre 

and drama. I had extensive experience in local theatre. It was my pastime of choice and would 

continue to be so throughout the duration of my career. To effectively engage learners, I had hoped 

that simulating naturalistic settings would inspire them to at least tolerate my curriculum, for the 

sake of active, playful learning. Indeed, I stumbled upon educational gold. Together, we, meaning 

my students and I, opened a French restaurant in the school. Each student had the opportunity to 

be a chef, a server, and a patron. They developed menus and logos. They spoke French and 

demonstrated a richer vocabulary than I could have imagined, as they played out the roles within 

the restaurant industry. They actively served their school community. For everyone, the experience 

was engaging and meaningful.  
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     I went on in my career to pursue Extended French curriculum. This entailed integrating the 

history curriculum with the French language. Incorporating Drama-based instruction, the 

classroom became a flourishing space of storytelling and character building. History came alive.          

From there, I went to a Late French Immersion program. At this time, in the early 90’s, the 

curriculum was delivered entirely in French to grade 7 and 8 students who had chosen the program. 

This made a significant difference. In this setting, we acknowledged the history of the Acadian 

people, which was specified in the curriculum, by actively advocating for the name of our new 

school site, “Module de l’Acadie”, and presenting an original theatre production to the community 

about their identity and historical circumstances. Together, we had come a long way from our 

cramped portable space. Our work was relevant and recognized by many. Finally, most of my 

thirty years in the classroom was dedicated to the Early French Immersion program, where I taught 

junior students, and gave planning time to primary French immersion teachers, providing Drama, 

Music, and Social Studies curriculum. This career progression cemented my approach to teaching 

and learning. Once I had embraced second language acquisition through the arts, I never strayed 

from the path.  

     Along the way, I developed my own program, ACT (like you know what you’re doing). 

Predicated on the work of Ron Cameron (1989) and Talia Pura (2002), this program outlined and 

exampled strategies for infusing Drama-based pedagogy in the classroom. I modified these 

strategies and activities to suit second language learners. I have had the opportunity in Summer 

Institute, to provide workshops for colleagues, where the materials were provided and  exampled 

for classroom use. Those who were interested in experiencing this integrated approach were 

invited to  ACT (like you know what you’re doing) workshops through Summer Institute. It was 
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well received by those in attendance. I can only hope that some of the ideas included in the program 

are still being used today for students in the mainstream classroom and for second language 

learners in the school community.   

I have since retired from the French classroom and continue to mentor teacher candidates 

at the Faculty of Education of Queen’s University. As I observe them in  classroom practice, I 

am sometimes discouraged to witness lessons that are structured as teacher-centric, where 

students passively listen, take notes, and do work sheets, or google docs, for practice of 

application. I frequently have debrief notes that include a discussion of downloading to students 

versus uploading what they know or can do. Therefore, in my post-retirement, post-graduate 

studies, I have chosen to revisit  ACT (like you know what you’re doing), for revision and 

revitalization. Actively engaging learners is a proven effective teaching approach, and this 

program is an effective way to achieve that. This resource might prove valuable to the teaching 

community, current and future. 

Many teachers have a preconceived notion of skits and scripts when they think of Drama-

based instruction. On the contrary, DBI focuses on the process of engagement and learning, not 

the final product. The school play is not the end goal. The process of learning is. Unlike 

traditional teacher-centered approaches to instruction, the shift is made to student-centered 

learning. In this context, students have the important task (or role) of becoming agents of their 

own learning. The teacher facilitates a journey of inquiry and discovery through the common 

curriculum. The teacher nurtures originality and creativity by stimulating imagination. 

Imagination allows a learner to make meaning of the world, through active engagement and 

exploration.  
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Providing this lived experience nourishes a living language for students, to reflect on and 

communicate their own encounters. This is a familiar process to all learners, who come to school 

with prior experience and perspective. They have been actively developing self-governance, 

striving to secure their identity in the real world, for some time now. The experiential nature of 

ACT (like you know what you’re doing) is respectful of student agency or autonomy, promoting 

self-efficacy, self-esteem, and communicative competence. Furthermore, interpersonal, 

intercultural, and social skills are developed in authentic, meaningful contexts. 

     On a practical note, the program, ACT (like you know what you’re doing) is intended for 

elementary classrooms in the Ontario Public School system (K-8) and young students from the 

ages of 6-13 generally, although it could easily be fitted to an older audience. Although it is written 

in English, it is easily delivered in another language, the target language of the classroom. This 

supplementary guide to learning helps develop the tools necessary for authentic communication.  

The initiative is flexible and can be modified to suit the personal and social development of 

participants with age-appropriate subject matter and/or themes, as ascribed by current Ontario 

Ministry documents and expectations. It is well-suited to assessment features, provided by the 

Common European Framework of Reference (CEFR) continuum (for French language learners) 

and the Steps to English Proficiency (STEP) continuum (for English language learners in 

mainstream settings). Language acquisition and Drama-based pedagogy are inextricably integrated 

within the curriculum expectations.  

     This guide is proposed in a genuine effort to support colleagues that may be struggling 

with student engagement, new curriculum guidelines, and new approaches to assessment and 

evaluation in the second language (L2) learning environment. 
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Part 1 – Theory: Convergent Expectations 

 

Communicative Language Teaching   

     Over the course of my teaching career, which spans from 1985 to today, language teaching 

and language learning have seen multiple changes. Traditional approaches gave priority to 

grammatical competence as the basis of language proficiency. This approach made use of 

repetitive practice and drilling. However, there were limitations to this narrow, linguistic focus. 

Understandably, attention shifted to developing the knowledge and skills needed for 

communicative purposes. The notion of communicative competence was developed within the 

discipline of linguistics (or more accurately, the subdiscipline of sociolinguistics) and appealed 

to many within the language teaching profession, who argued that communicative competence 

should be the goal of language teaching, (Richards, 2006, p. 9).  

     Krashen’s Principles and Practice in Second Language Acquisition (1982) argued that 

learners needed to use the target language in order to effectively acquire communicative 

competency. He asserted that language acquisition, in contrast to language learning, was a 

natural process, derived from interaction with the target language, experimentation with 

meaning, and negotiating meaning for understanding. It was social by nature, and competence 

was developed through ongoing feedback. Developing competence in the target language had 

meaning and purpose for the learner. It involved relevant settings, roles, and events. The 

“acquired system” of language development was an inductive process (p. 10). In this way, 

language acquisition in the classroom would approximate a natural process similar to what one 

might observe in young children as they develop a first language. Language learners would 
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primarily be concerned with the messages they were understanding and conveying in interactive 

scenarios. Given “comprehensible input” (Krashen, 1982, p. 20), a language learner was engaged 

and empowered through the process of decoding language in context and meaning. This would 

also imply that language learners in the classroom had already developed language learning 

skills in their first language (L1) to decode and navigate in communicative situations. Accessing 

this prior knowledge and skill would be critical to active participation.  

     More recent extensions (e.g., Bourguignon, 2010, Nunan, 2004, Piccardo et al., 2011),  

explore “communic-action” (Bourguignon, 2006, 2009). As indicated by the very term itself, 

“communic-action” is action oriented.  Communication involves the whole human being. As a 

social actor, each individual learner establishes relationships with a growing number of 

overlapping social groups, that together define an identity (CEFR, 2001, p. 9). An action-

oriented approach recognizes the learner as a whole person with values, beliefs, a personality, 

and a language or languages that he or she has already mastered to varying degrees. The 

learner/social agent is not an empty vessel (Piccardo, 2010). The learner possesses knowledge 

and experience that can be activated to face the challenges of developing competence in 

language acquisition.  

     If one looks to the Common European Framework of Reference (CEFR) for a clearer 

understanding of competence, detailed descriptors are provided. For example, sociolinguistic 

competence (CEFR Companion Volume, 2020, p. 136) is concerned with the knowledge and 

skills required to deal with the social dimension of language use. Key concepts may include 

socially appropriate conventions, socialising, following basic routines,  allusive usage and 

humour, and recognising sociocultural cues. Pragmatic or functional competence is concerned 
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with actual language use in context and in practice (CEFR Companion Volume, 2020, p. 137). 

Linguistic competence is concerned with the correctness of language use (CEFR Companion 

Volume, 2020, p. 130).  In Ontario, the curriculum expectations for language learning 

classrooms assume all three components as foundational to effective language learning. “While 

the communicative approach centres on communicating in the target language, the action-

oriented approach requires students to perform a task in a wider social context” (The Revised 

FSL Curriculum, 2013, p. 31). Both action-oriented and communicative approaches to teaching 

second languages focus on meaning over form, emphasize meaningful interactive activities, and 

center on communicative language needs. 

     The last thirty years have demonstrated considerable change in language learning, much of 

which reflects the major tenets that were posited in Krashen’s Principles and Practice in Second 

Language Acquisition. CLT and all its derivatives represent an intelligent evolution toward an 

inclusive learning environment, particularly in that it is focused on the learner. Using the target 

language in an active, authentic context evokes a learner’s curiosity and enthusiasm. Leveraging 

student interest fosters motivation and engagement (Renninger & Hidi, 2016). 

     ACT (like you know what you’re doing) targets the notion of comprehensible input (and 

output). It essentially engages students in an active investigation of how meaning is conveyed 

and interpreted. Arguably, comprehensible input, as Krashen posited, includes, but is not limited 

to, verbal communication, expressions, gestures, body-language, intonation, pitch, as well as 

other vocal variations. Imagine if learners were explicitly shown how to incorporate the tools of 

communication, such as body and voice, for the purpose of better comprehending input and 

creating comprehensible output.  ACT (like you know what you’re doing) is designed to support 
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language learners as they incorporate the tools of communication, consistent with Drama-based 

instruction. 

 

Drama-Based Pedagogical Approach 

Drama-based instruction incorporates the dramatic arts as a craft, a process, and a 

communicative product. It provides an open space for meaning making, creating, incorporating 

the affective (emotional, social, cultural) and cognitive (academic) skills of analysis, synthesis, 

transfer and problem-solving (Dawson, 2015). This open space provides learners an opportunity 

to simulate an event, a role, or a situation. This experience can approximate “situated learning” 

(Brown, Collins, & Duguid, 1989; Lave & Wenger, 1991; Norman, 1993), bridging what is 

learned in the classroom to what is needed in the real world. As a teacher, one could lecture to 

explain curriculum content, or ask students to imagine the attitudes of the participants in a given 

situation, as their own. In this way, process drama would encourage students to step into the 

shoes of scientists, engineers, mathematicians, and poets. DBI fosters this authentic context for 

learning (Andersen, 2004). Andersen posited that, “rather than confine learning to the context of 

the classroom setting, the pedagogy of drama in education seeks to frame learners within an “as 

if’ world” (p. 284). He links experiential learning by bringing the world to the classroom.              

The learner needs to be able to be involved in “real” (i.e., socially valued) work at a     

developmentally appropriate level (legitimate peripheral participation [Lave &Wenger, 

1991]). By structuring the nature of the frame and roles, the teacher allows learners to 

make a valued (i.e., legitimate) contribution at their own level (i.e., peripheral). (p.284)  
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     An excellent example of this approach can be found in Dorothy Heathcote’s “Mantle of the 

Expert”(1984). In this framework, students are positioned within dramatized contexts and called 

upon, as experts, to address, or solve a genuine problem. Heathcote establishes authentic 

simulations, where students actively engage in the learning process. She stimulates imagination 

and an inherent need to make meaning of the world, thereby facilitating creativity, originality, 

and collaboration. Imagination allows students to forget the four walls of the classroom and 

connect their learning to real world scenarios. Arguably, it is the imagination of a child that has 

propelled learning and meaning making, thus far. “No student arrives at our classroom door void 

of prior experiences and perspectives” (Beghetto, Kaufman, & Baer, 2015, p. 50). It would be 

counterintuitive to abandon, or even discourage this element of the developmental process. A 

classroom that supports creativity would endorse this learning process, as students continue their 

personal journey through Ontario curriculum expectations. Fettes (2013) refers to this as a kind 

of hermeneutic developmental process. Fettes suggests that participation and realization are two 

of the most fundamental modes we have of engaging with the world. This engagement naturally 

involves the imagination, and it engenders kinds of understanding that are both implied and 

explicit. Understanding comes from wholehearted participation in embodied experience. A sense 

of self readily extends into the world created.  

I believe that much of the time and attention now given to the preparation and 

presentation of lessons might be more wisely and profitably expended in training the 

child’s power of imagery and in seeing to it that he was continually forming definite, 

vivid, and growing images of the various subjects with which he comes in contact in his 

experience. (Dewey, 1897, pp. 77-80) 
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Drama-based pedagogy offers this inductive, experiential learning strategy to help 

students deepen their understanding of themselves within and of the world around them. It is 

flexible and can be delivered in the target language of the classroom. DBI can be modified to suit 

the personal and social development of participants, with age-appropriate subject matter and/or 

themes, as ascribed by the Ontario Ministry of Education documents and expectations.  

Language learners instinctively find meaning in actions, gestures, words, and expression. 

But are they cognizant of the skills and knowledge that they have developed thus far? Drama, as 

a craft, engages learners in the communicative process, highlighting effective use of the tools for 

communication that they have accessed and applied since infancy. ACT (like you know what 

you’re doing) targets this toolkit to foster self-awareness of expression.  

      Mediating the growth of imaginative understanding and expression may, also, help to 

bridge gaps and celebrate diversity in the classroom. Ethnicity, class, gender, location, and other 

social factors have a major impact on educational outcomes in the formal school system. 

Diversity, which might have been perceived as an obstacle, holds the potential to become an 

enriching opportunity. Landon Beyer’s The Arts as Personal and Social Communication: 

Popular/Ethical /Culture (1996) directly links the communicative significance of the arts to a 

learner’s development of self-efficacy and meta-cognitive skills, social awareness, and ethical 

values, such as justice, empathy, respect, and peaceful co-existence. Aesthetic theory is 

foundational to a Drama-based pedagogy on many levels. Conceivably, it is relevant to 

communication in cultural diversity, as well. The arts embrace and provide experience and 

expression. The arts provide us with a form of communication. The arts in education offer a 

platform to develop those worldviews through critique, analysis, and reflection. Students would 
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naturally contribute the social influences that form their private values.  Beyer argues that 

“incorporating or leaving space for learners to reference or include the pop culture that 

influences their worldviews would facilitate communication and critical analysis” (p. 266).  He is 

not alone in suggesting that learners should be given space. John Dewey, as cited by Nguyen & 

Slavik (2017), suggested that:  

an effective model in education evokes learner aspirations. There is growth through 

action. Empty space enables aspirations and engenders dialogue. This empty space is 

nested in the curriculum and is intended for the learner to encourage freedom of inquiry, 

enhanced communication, and reflective thinking (pp. 44-46).  

Learners come to the classroom with divergent perceptions, feelings, and thoughts, 

predicated on their own personal experiences or prior knowledge. They readily find 

commonalities with one another, and they readily note the differences, as well. This sharing of 

experience allows them to consider other possibilities. The process begins when students are 

actively engaged in creating new experiences and new meaning (Beyer, 1996, p. 260).  DBI 

provides situations or events that encourage students to engage prior knowledge and experience, 

converse with others, and potentially shift personal perceptions. It is a robust instructional 

method that offers an opportunity to enhance social experiences and personal development. The 

simulated, but authentic events bring “moral imperatives and the real life flesh and blood 

experiences of young people in and out of school” (p. 267). No singular axiology should be 

imposed on students of diverse backgrounds and experience. Rather, a synthesis of moral and 

ethical viewpoints would serve to encourage empathy and respect. 
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Self-Determination Theory 

     Common to the aforementioned pedagogical approaches is the possibility that human beings 

have the potential to flourish while living full, authentic lives, provided that certain innate 

psychological needs are satisfied. According to Self-Determination Theory (SDT), these include 

(1) the need for competence, which refers to the sense that one can effectively engage with the 

physical and social environment and meet challenges it poses; (2) the need for relatedness, that 

is, caring about and feeling cared for by significant others; and (3) the need for autonomy, or a 

sense of volitional agency and psychological freedom when carrying out an activity (Deci & 

Ryan, 2011). Competence refers to a sense of mastery and skill. A student needs to develop self-

efficacy and feel confident in their ability to achieve goals and accomplish tasks. Self-efficacy 

refers to an individual's belief in his or her capacity to execute behaviors necessary to produce 

specific performance attainments (Bandura, 1977, 1986, 1997). Autonomy refers to a sense of 

control when setting those goals and taking action. There is a fundamental need to feel that this 

action emanates from the self and reflects personal values. This fosters self-identity. Finally, 

relatedness refers to a sense of belonging and attachment. It is more about the interpersonal 

dimension, reflecting the extent to which that ‘self’ is connected to others, has caring 

relationships, and belongs to a community. The degree to which these needs are nurtured impacts 

a student’s performance, motivation, and well-being (Deci & Ryan, 2012; Niemic & Ryan, 2009; 

Ryan & Deci, 2000) in the learning environment. A student benefits from a sense of control, and 

contribution to the learning process. This fosters interest and a natural sense of curiosity (Deci & 

Ryan, 1985).  
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     Drama-based instruction allows teachers to foster a student’s fundamental need for 

competence, autonomy, and relatedness. It facilitates an actively engaged community of learners. 

Furthermore, it establishes a communicative learning environment, where student voice is given 

priority and value. Students are creating and making meaning, together. Drama-based instruction 

provides situations or events that encourage students to engage prior knowledge and experience, 

converse with others, shift perspective, and expand worldviews. This instructional approach  

explicitly supports cognitive development (analysis, synthesis), affective development 

(emotional, social, cultural) and aesthetic development (creating, making meaning). It offers 

teachers and learners a “visible metacognitive space” (Dawson, 2015).  

     In this learning environment, one can readily observe the application of language acquisition 

strategies for understanding, or for being understood. In Language learning strategies: What 

every teacher should know (Oxford, 1990), these strategies are defined as “specific actions taken 

by the learner to make learning easier, faster, more enjoyable, more self-directed, more effective, 

and more transferable to new situations.” (p. 8). Oxford’s model categorizes the strategies as 

either direct or indirect. Direct strategies include memory, cognition, and compensation. Indirect 

strategies include metacognition, affect, and social processes. In ACT (like you know what you’re 

doing) language learners are encouraged to exercise and reflect on these strategies, which are 

explicit within the active collaborations. When students are involved in reflection about their 

learning and work towards goals “they will be able to determine what strategies contributed to 

their success and how they can apply, adapt and/or modify these strategies as they pursue their 

goals for future learning” (The Revised 2013-2014 FSL Curricula for elementary and secondary 

p. 11). A learning context, where one experiences a sense of control over personal learning, a 
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sense of support from and for peers, and where input is valued, fosters authentic engagement. 

Students are motivated. The empirical studies which follow are specifically focused on 

improving student motivation, and engagement, by actively inviting them to examine their own 

personal and social development in a second language learning environment. 

 

Part 2 - Empirical Evidence 

      

     In 2015, the Canadian Standing Senate Committee on Official Languages conducted a study 

on best practices for language policies and second language (L2) learning in Canada. The 

committee identified research as a priority area for promoting and sharing good practices and for 

highlighting what makes for successful L2 programming (Arnott, et al., 2019). In the meta-

analysis of more than 180 studies since 2000, the committee indicated that relevant research 

offers a glimpse into pedagogical practices in the delivery of Core French and French Immersion 

programs. Investigation of the impact of these practices has focused primarily on students’ 

developing language skills, with a secondary focus on student and teacher perspectives on the 

instructional practices in question. Recent studies, however, demonstrate that this is changing.  

Researchers are moving toward the valuable insights that can be gained by gauging stakeholder 

perspectives on their FSL teaching and learning experiences (p. 74). Among the top four issues 

found in French Language Instruction settings, student motivation and professional development 

for teachers (p. 66) were a priority. Several studies were comprehensive in their focus on both 

improved language learning and student engagement following a particular intervention (p. 70). 
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Other researchers used interviews to conclude that teacher beliefs had a major influence on 

teacher practices that were observed (Arnett, 2010, Arnott, 2011). 

     Inspired by the findings of this meta-analysis, the following three studies are specifically 

presented to example the intentional infusion of CLT and DBI in the L2 setting, to improve 

student motivation, and engagement. The selection deliberately highlights the French Immersion 

classroom, Core French classrooms, and mainstream (English speaking) classrooms that reflect 

major diversity and include English Language Learners. Arguably, mainstream classrooms in 

Ontario reflect an increasing presence of second language learners. These studies include, but are 

not limited to, Dicks and LeBlanc, (2009) Using Drama for Learning to Foster Positive Attitudes 

and Increased Motivation, Bournot-Trites et al., (2007) The Role of Drama on Cultural 

Sensitivity, Motivation, and Literacy in a Second Language Context, and Cawthon et al., (2011) 

Activating Student Engagement through Drama-based Instruction. This review will examine 

each study and outline its purpose, methods, and results. Overall, the findings would suggest 

positive outcomes from combining theoretical frameworks for language teaching and learning. 

Notably, DBI, as an intervention, provided practitioners with purposeful examples of strategies 

to improve student engagement and language acquisition. Teachers’ observations and 

participants’ reflections provided a deeper understanding of effective language learning. 

 

French Immersion Setting 

    The Canadian study by Bournot-Trites et al., (2007), exploring the role of drama on cultural 

sensitivity, motivation, and literacy in a second language context, is found within an international 

project that was initiated in 2005. DICE (“Drama Improves Lisbon Key Competences in 
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Education”) was a global, EU-supported project. In addition to other educational aims, DICE 

was a cross-cultural research study investigating the effects of educational theatre and drama on 

five of the eight Lisbon Key Competences (European Council, 2004). The Canadian contribution 

to DICE was considered a pilot study. It was a mixed methods research study from British 

Columbia that explored the impact of using Drama activities in the French Immersion classroom, 

measuring language learning motivation, cultural sensitivity, and academic proficiency. Bournot-

Trites posited that children are astute “thinkers and language-users” (Donaldson, 1978) who are 

able “to reason, to make sense, both on [their] own and through discourse with others” (Bruner, 

1996, p. 57). As such, children are culturally developing (Bruner, 1990; Freire, 1998; Vygotsky, 

1978) before their introduction to formal schooling. In this regard, students are encouraged to 

experience, reflect, and make meaning of information, and the world. Participants in this study 

were French Immersion students from grade 5/6 and grade 6/7 classrooms. Two French 

Immersion teachers, in the same school, delivered curriculum from the Social Studies unit on the 

Acadian Expulsion. The first teacher, who led the “Library group,” did so business as usual, 

using a teacher-centric approach. The second teacher, who led the “Drama group” delivered the 

same curriculum, using the dramatic arts as an approach to learning. Mentoring (for DBI) took 

the form of modeling lessons, providing resources, and helping co-plan the Drama activities. 

Seven distinct lessons were included in the research and data collection. Quantitative data took 

the form of pre- and post- testing, using the Gardner’s Motivation Model (1985), measuring 

attitudes toward French Canadians and French European people; foreign language; learning 

French; French class anxiety; and the desire to learn French. There were also 10 questions about 

parental encouragement. Motivation was differentiated between integrative and instrumental 
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orientation. In addition, a series of 25 scales describing feelings towards the unit on the Acadians 

was included. Written compositions were assessed according to criteria adapted from Moore and 

Caldwell (1993). Areas of interest included cultural content, context, style, accuracy, and 

expression of emotion. Qualitative data were gathered from teacher’s journals, interviews, and 

the researcher’s field observations. Significant difference was noted between the two groups, 

around cultural content, integrative motivation, with the drama group having a higher 

motivation. The desire to learn French was also significantly higher at post-test for the Drama 

Group. Results indicated that both groups maintained positive attitudes toward French 

Canadians, French language, and learning French. Overall, the findings supported improvement 

in all areas of the study, when students engaged in Drama-based instruction, compared to their 

counterparts who engaged in more traditional pedagogical practice. 

 

Core French Setting 

     Dicks and LeBlanc (2009) explored the effects of using Drama for learning to foster positive 

attitudes and increase motivation. Their research project included the development and piloting 

of a Global Simulation Module, assessment of the pilot, as well as assessment of implications for 

its future use. This peer reviewed, mixed methods study took place in New Brunswick, as a 

response to attrition rates in the Grade 9 and 10 Core French classrooms. A regional survey 

conducted by APEF (Atlantic Provinces Education Foundation) found that attitudes, motivation, 

and language proficiency were low among students and sought to explore innovative ways to 

engage learners and address attrition. The Global Simulation project involved a voyage of 

discovery undertaken by a group of language learners, that created or simulated a destination and 



ACT (like you know what you’re doing) 

      

 

 

 

18 

 

an itinerary. During this second language journey, students acted, reacted, and interacted to 

develop meaningful individual and group experiences. It incorporated cooperative learning 

principles. This research was intended to provide direction and offer concrete resource materials 

to Core French teachers to enhance motivation among students in second language classrooms. It 

took the form of a two-day workshop, co-created by the researchers and 7 volunteer French 

teachers for 7 Core French, grade 9 and 10 classrooms. The program was developed, then shared 

with students, and implemented for review. Data collection included quantitative measures from 

Gardner’s Multiple Intelligence Theory (1985) in pre- and post-surveys of the participants. Four 

of the seven teachers involved administered this 7- point Likert scale to the students. Qualitative 

data were gathered in interviews with six of the seven teachers that participated in the study. 

There are eight major themes that arose from the qualitative data. Explicit instruction for Drama-

based strategies was encouraged, and language levels for self-expression were problematic. 

Although there was not a dramatic, significant change from the questionnaire responses students 

gave before taking part in the global simulation and the responses they gave after the simulation, 

there were three exceptions. Students’ responses to the enjoyment of learning French, 

recognizing French as an important part of the school program, and studying French in school 

(even if it were not compulsory) indicated a significant positive change in attitude. Students’ 

responses to questions about language behavior showed a great deal of positive change or 

potential for change, when using Drama project-based pedagogical practices.  
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Mainstream Classroom: Engaging English Language Learners  

     Another large-scale longitudinal study conducted by Cawthon et al., (2011) that explored 

activating student engagement through Drama-based instruction, has been included here to 

demonstrate the effectiveness of infusing DBI in classrooms that reflect major diversity. Drama 

for Schools (DFS) is an arts integration professional development program that trains teachers to 

use Drama-based instruction techniques. It is a creative learning initiative that has engaged over 

2000 teachers and 85000 students in Victoria, Texas. The DFS strategies aim to connect student 

learning to their lived experiences, consistent with authentic instruction principles. Within this 

study, one particular elementary school site included 40.5% English Language learners (ELL), 

African American, Hispanic, Asian, and 96.8% who were economically disadvantaged. This was 

highlighted in a presentation that Dr Dawson, (one of the researchers involved), delivered in 

2015, during a TfEL (Teaching for Effective Learning) conference in Australia. This 

investigation of Drama-based instruction integrated with curriculum expectations and teachers’ 

perceptions of student engagement used both qualitative and quantitative data collection for 

analysis. Proficiency scores in Literacy, Mathematics, and Science were documented and 

reported over the course of three years. Attendance was also recorded to reflect changes in 

student engagement. The quantitative measures reflected a steady improvement in test scores. 

Student attendance had improved dramatically. Qualitative data were also collected through 

teacher self-reporting. It enabled the researchers to examine a teacher’s epistemology of what 

student engagement looked like and what classroom behaviour was deemed evidence to indicate 

improvements in this area. Recurrent themes from the analysis of teacher responses included an 
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increase in student-to-student verbal interaction, physical movement, and examples of students 

giving public performance in front of their peers. It was reported that:  

They (the students) were asking questions, co-constructing knowledge, and using drama-

based strategies to act as a catalyst for learning. As a further example, evidence of a more 

egalitarian approach to knowledge seeking is found in the shift from student-to-teacher 

verbal interaction toward a student-to-student dialogue. These behaviors are examples of 

what one might expect to see in a classroom where students were actively involved in the 

education process. (Cawthon et al., 2011, p. 15). 

 

Summary of Findings 

     The research that has been included here would suggest that there is an advantage to 

integrating pedagogical approaches. In these case studies, the instructional strategies outlined, 

firmly demonstrated a focus on the learner as an active participant. As exampled in each of the 

studies, Drama-based pedagogy, in combination with Communicative Language Teaching 

elicited student engagement and provided a meaningful, impactful venue for language 

acquisition. This was evidenced by the increased proficiency scores that were noted and the 

observable, measurable improvements in student attitudes and motivation. By corollary, student 

engagement was a powerful tool that fostered personal development, and self-determination.  

The fundamental needs of an individual learner, as defined by Self-Determination Theory, were 

addressed in these learning environments. The inclusion of qualitative data from reflection tasks, 

provided by the teachers and students who engaged in these studies, opened windows for 

participants and researchers to observe the “habits of the mind” (Collins & Ferguson, 1993; 



ACT (like you know what you’re doing) 

      

 

 

 

21 

 

Bronsford, Brown, & Cocking, 2000; Tanner, 2012). Reflective practices revealed what 

participants were thinking. For example, teachers’ reflections noted that students were 

identifying their own strengths and weaknesses. They engaged in planning and scheduling. They 

gathered and organized materials. They assessed. They adjusted. They revised. Competence was 

measurably extended. Autonomy was cultivated through engagement, and relatedness was 

nurtured in a collaborative process. This is precisely what John Dewey (1904) thought the 

learning environment should be. From Dewey's educational point of view, students must interact 

with their environment to adapt and learn. Reality must be experienced. He felt the same idea 

was true for teachers and that teachers and students must learn together. His view of the 

classroom was deeply rooted in democratic ideals, which promoted equal voice among all 

participants in the learning experience. Arguably, it is counterintuitive for language teachers to 

silence their students. 

      From the empirical studies reviewed here, there are two major themes that emerge about the 

language learner and the language learning environment. Firstly, language learners come to the 

classroom with divergent perceptions, feelings, and thoughts, about learning and learning 

environments, based on their own personal experiences and prior knowledge. Educators do not 

know of a magic formula for motivating all learners, all the time. What educators do know is that 

they must somehow acknowledge and address those diverse needs in the classroom. Giving 

students a voice is paramount. Knowing what those needs are is critical to instructional practices. 

When the student feels valued in the classroom community, active participation becomes a 

worthwhile endeavour. Secondly, the studies would suggest that integrating diverse instructional 

strategies would better serve communication and student motivation in the L2 classroom. The 
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complementary nature of CLT and DBI (which is inherently action-oriented), within the 

framework of Self-Determination Theory, has the potential to reach a broader audience, and 

create a more inclusive environment for meaningful and effective personal learning. In The Arts 

Go to School (2004), the authors claim that: 

Since arts experiences offer other modes and ways of experiencing and learning, children 

will have opportunities to think and feel as they explore, problem solve, express, 

interpret, and evaluate the process and the results. To watch a child completely engaged 

in an arts experience is to recognize that the brain is on, driven by the aesthetic and 

emotional imperative to make meaning, to say something, to represent what matters.     

(Booth & Hachiya, 2004, p. 15) 

 

 

Part 3- The Learning Environment 

      

     Creating inclusion, building relationships, establishing rituals, and co-creating rules of 

engagement is fundamental to establishing a safe and welcoming classroom. Teachers make this 

a priority at the beginning of each school year. ACT (like you know what you’re doing), when 

implemented at the beginning of the year, can provide this foundation, and enable educators to 

establish a safe learning environment. It can also provide a process for students to explore what 

they intuitively and instinctively already know. Educators can set up situations which enable 

learners to apply this insight physically, vocally, and creatively through self-awareness and a 

developing awareness of the world around them. In her book, Stages, Creative Ideas for 
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Teaching Drama, (2002), Talia Pura stated, “A good lesson challenges students to explore 

themselves while building [personal and interpersonal] skills” (p. 1) through experience. Pura 

consistently emphasized the importance of student safety and comfort. The aim of this approach 

is designed to increase student energy, student confidence, and student creativity.  

     In the spirit of the collective, there would be a code of behaviour, a co-created contract to 

which all parties would be obligated. The contract would include a collective vision of what 

collaboration looks like. It would define for participants, the expectations of successful group 

work. Student- generated expectations are meaningful to the outcomes of the learning activities 

which follow. Defining effective collaboration from their viewpoint yields individual 

responsibility.  

     This co-created agreement exists for the purpose of establishing a safe space for learning, 

with the understanding that existing tensions may impact interaction. It is important to remember 

the age group that is targeted for this program. Primary and junior students flourish in creative, 

active learning. However, social skills are not yet consolidated. They are a work in progress. 

Participants may transgress, but the contract is a friendly reminder to interact responsibly and 

thoughtfully. The teacher (and learners) must be vigilant in upholding the contract.  

     The combination of CLT and DBI  inevitably suggests greater movement, activity, and noise. 

To effectively manage this level of energy, the teacher needs to have a signal available and 

recognized for many of the activities. For example, when a “freeze” is called (blow a whistle, 

shake a tambourine, or whatever cue you choose), students must become frozen and silent like 

mannequins in a store window. This signal should be included in the contract. It is essential to 

practice this with students to consolidate the rule. This will facilitate a safe environment and 
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enable the teacher to deliver instructions with minimal frustration. Repetition of the initial 

concentration activities and warm-up activities, creates familiarity and ritual, which students 

appreciate. There is comfort in doing activities that learners know and do well. There is comfort 

in doing activities together, with friends. A sense of comradery nurtures support. The Ontario 

Arts Curriculum document (2009) for Grades 1 to 8 states:  

Students should be introduced to some of the elements, conventions, and forms of drama 

that allow them to shape and communicate their thoughts, feelings, and ideas. This is 

predicated on social and personal development expectations. As well, because drama is a 

highly social art form, teachers should explicitly teach and model effective group skills to 

help primary students learn to work well with others. (p. 62).   

     Group skills are given high priority in the junior division, as well. Junior students continue to 

use the drama forms and conventions with a growing understanding and greater communicative 

competence. 

In groups, the students generate questions, solve problems, inquire into meaning, and 

represent their understandings using a range of forms, techniques, and conventions. 

Teaching, modelling, and reinforcement of effective group skills continue to be 

important, as the students are expected to work collaboratively. (p. 96).  

  

     In the language learning environment, the language necessary to achieve fluency when 

participating in day-to-day conversations is valued. Basic interpersonal communication skills are 

critical. Conceivably, cognitive academic language proficiency is likely to be more successful if 

learners have a sense of belonging and collective support. Many of the activities from ACT (like 
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you know what you’re doing) readily incorporate vocabulary, themes, and content from other 

disciplines or areas of study. Conventions of the target language are consistently included. As 

language instructors know, the value of persistent and frequent use of vocabulary or grammar 

structures, across the curriculum, is immeasurable. Whether a teacher is implementing a single 

lesson or a complete unit plan, beginning and ending with ritual activities from ACT (like you 

know what you’re doing) to consolidate academic expectations and develop social awareness is 

beneficial. 

 

  

Part 4 -The “Toolkit” of Communication 

 

      In  his book, Acting Skills for Life (1989),  Ron Cameron’s assertion is that everyone can 

benefit from explicit instruction and coaching to build self-confidence, self-expression, and self-

regulation. Students flourish in their own journey of self-discovery and discovery of the world 

around them. “Acting skills prepare us for life because acting develops personal and social skills.  

Every theatre arts teacher or acting instructor can give numerous examples where acting 

experience has improved students’ sense of poise and confidence” (Cameron, 1989, p. 17). In the 

same way that Cameron equates acting skills to life skills, the CEFR presents the language 

user/learner as a “social agent” acting in the social world and exerting agency in the learning 

process (CEFR, Companion Volume, 2018, p. 26). Therefore, the elements outlined in Acting 

Skills for Life, which define effective acting skills, readily apply to the communicative skills of 

the language learner. Cameron arranges the actor’s tools as cognitive, physical, and vocal. 
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     The intentions of ACT (like you know what you’re doing), much like the stated goals of 

Cameron, are designed to help students better understand and channel their own personal energy. 

The program is designed to create an awareness of physical and vocal self-expression: how one 

moves, what messages are projected, and how one commands attention. Looking back to the 

Global Simulation  Project (Dicks & LeBlanc, 2009),  ACT (like you know what you’re doing) 

aims to address the concerns expressed about explicit instruction for Drama-based strategies and 

language levels for self-expression. Language acquisition, communicative skills, and personal 

development are inextricably linked throughout the program, made visible through creative, 

collaborative learning. 

Similar to Cameron’s approach, ACT (like you know what you’re doing) is organized into 

three main areas. These areas explicitly reflect the tools that an actor has to communicate with an 

audience. These tools include the mind (which is thinking), the body (which is movement), and 

the voice (which is delivery). As social actors, students will activate their personal toolkit and 

explore the dynamics of self-expression. Through whole group and individual reflection of the 

various activities, students will develop knowledge and skills related to focus, concentration, 

emotion, body language, and vocal expression. Ultimately, it is the aim of ACT (like you know 

what you’re doing) to give students a certain level of understanding and control of the toolkit 

they possess, to make meaning and communicate more effectively.  

Language competences and language learning strategies will vary for each classroom. 

Therefore, before visiting each of the sections, it is important to establish how ACT (like you 

know what you’re doing) might facilitate formative assessment, inherent to the process of 

language acquisition. To that end, Part 5 will provide a brief overview of the relevant documents 
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that support assessment in language acquisition. When delivered in the target language of the 

classroom, ACT (like you know what you’re doing) contributes to language and communication 

awareness and presents a pathway to investigate physical and aesthetic dimensions of language 

in an engaging and inclusive environment. 

 

Part 5 – Focusing on Learning Goals and Strategies 

      

Whether a teacher is looking for diagnostic, formative, or summative assessment, this 

program provides a pathway. ACT (like you know what you’re doing) considers and incorporates 

self-assessment. Learners that engage in self-reflection, feel a sense of autonomy, and contribute 

to their own learning journey. ACT (like you know what you’re doing)  provides a daily checklist 

for  individual students to monitor their own progress. A weekly journal format is offered to 

supplement student reflection, as well. Peer assessment is valued throughout the program, as that 

provides context and meaning. Shared reflections are consistently encouraged. As others learn 

and grow in the same space, new possibilities arise for problem-solving and understanding. 

Support is mutual. Ultimately, it is the teacher’s professional discretion that decides the best 

course of action. This is predicated on formative assessment and timely intervention. Teachers 

can identify readiness in learners and offer challenges that suit proximal development.  

Language learning goals, as outlined in the Common European Framework of Reference 

for Languages: Learning, teaching, assessment – Companion volume (Council of Europe, 2020, 

p. 32), measure sociolinguistic, pragmatic, and linguistic competences on a learning continuum. 

Spoken Reception (listening skills, oral comprehension), Spoken Production (speaking skills), 
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and Spoken Interaction (communicative) in the target language, can be scaffolded to support 

individual growth. For English language learners, observable language behaviours (STEP, 2015, 

p. 15) include descriptors that generally capture the process of language acquisition and skill 

development within a framework of listening, speaking, reading, and writing.  

Although the language of CEFR and STEP varies slightly, the learning goals and levels 

are generally consistent, as evidenced in the following tables. Descriptors from these two 

language assessment resources are paralleled in the table below to demonstrate the similarities in 

learning goals, or competences at the Beginner Level (A1, A2). These descriptors will be directly 

incorporated into the assessment formats suggested throughout ACT (like you know what you’re 

doing). 

Table 1 - Language Learning Goals 

A Selection of Descriptors from CEFR and STEP to highlight Receptive, Productive, and 

Interactive Competencies. 

 
From CEFR continuum for 

Comprehension/Spoken (beginner) 

From STEP for Listening 

Comprehension/Speaking 

(beginner) 

1. can follow speech that is very slow and 

carefully articulated to assimilate meaning 

 

1. learning basic vocabulary and very simple 

sentence structure 

2. can understand phrases and expressions 

related to areas of most immediate priority 

 

2. beginning to communicate in single words 

and phrases 

3. can understand the main points of clear 

standard speech on familiar matters regularly 

encountered in work, 

school, leisure etc., including short narratives 

3. often understanding more than they can 

produce themselves when they are in 

conversation with a partner who is speaking 

slowly and clearly   
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4. can interact in a simple way but 

communication is totally dependent on 

repetition at a slower rate of speech, 

rephrasing, and repair  

-can ask and answer simple questions, 

initiate, and respond to simple statements in 

areas of immediate need or on very familiar 

topics 

4. increasingly able to communicate and are 

developing confidence in asking simple 

questions, initiating, and responding to simple 

statements 

-engaging in short exchanges and 

conversations (students in an ELD program 

included) 

5. can give a simple description or 

presentation of people, living or working 

conditions, daily routines, likes/dislikes etc.  

 

5. initiating social interaction independently as 

a short series of simple phrases and sentences 

linked into a list 

6. can reasonably fluently sustain a 

straightforward description of one of a 

variety of subjects, presenting it as a linear 

sequence of points 

 

6. beginning to participate in academic 

classroom discussions 

 

 

Table 2 – Language Learning Goals (continued) 

From CEFR continuum for Reading 

Comprehension/ Writing (beginner) 

From STEP for Reading 

Comprehension/Writing 

(beginner) 

1. can get an idea of the content of simpler 

informational material and short simple 

descriptions, especially if there is visual 

support. 

1. recognize familiar words and repeated 

phrases in plays, poems, stories, and 

environmental print – participate in shared 

reading 



ACT (like you know what you’re doing) 

      

 

 

 

30 

 

2. can understand short texts on subjects of 

personal interest (e.g., news flashes about 

sports, music, travel, or stories etc.) written 

with simple words and supported by 

illustrations and pictures. 

2. begin to acquire English vocabulary in all 

subject areas  

– begin to identify the main ideas of simple 

passages with familiar vocabulary and 

supporting visual cues 

 

3. can write diary entries that describe 

activities (e.g., daily routine, outings, sports, 

hobbies), people and places, using basic, 

concrete vocabulary and simple phrases and 

sentences with simple connectives like ‘and,’ 

‘but’ and ‘because.’ 

 

3. compose short, simple, patterned sentences 

based on learned phrases and classroom 

discussion write to record personal 

experiences and thoughts, to narrate a story, 

and to convey information recognize 

frequently used classroom vocabulary 

      

     The “can do” descriptors of CEFR, as shown above (left column), enable teachers and 

learners to easily personalize the goals. The Revised Ontario 2013-2014 FSL Curricula for 

elementary and secondary state that “Students need to take responsibility for their learning by 

being aware of their abilities and monitoring their own progress” (p. 11). ACT (like you know 

what you’re doing) facilitates consistent and regular self-assessment. Adding the word “I” to the 

“can do” descriptors explicitly give the language learner ownership. “I can do” checklists for 

individual learners are included in each section of ACT (like you know what you’re doing), 

intended for daily review by the student. Weekly review by the teacher, combined with teacher 

observations, would facilitate proximal development. The checklists should reflect a threshold of 

consistency before new learning goals are suggested.  



ACT (like you know what you’re doing) 

      

 

 

 

31 

 

     Finally, descriptors found in SILL (Oxford, 1990) are included on the checklist to explicitly 

example language learning strategies that students access to improve their own communicative 

competence. In the shared reflections, peer input provides context and meaning. New language 

learning strategies are discovered and documented. Defining and exampling these strategies 

through reflective practice explicitly demonstrates student agency and interactivity. After all, 

working with other learners for practice is a critical social language learning skill. Table 3 

provides some examples of strategies to support language acquisition.  

 

Table 3 – Language Learning Strategies 

A Selection of Language Learning Strategies, taken from SILL (Oxford, 1990) 

Compensation Use context clues with unfamiliar words, ask 

other person for the right word, use gestures, 

or switch back to native if needed, anticipate 

what’s said next in conversation  

Cognitive Imitate native speech, compare/contrast new 

with native tongue, look for patterns in new 

material, say or write new expressions, apply 

general rules to new situation 

Social Work with other learners for practice, pay 

attention to thoughts/feelings in interaction, 

ask speaker to slow down, if necessary, ask 

others to verify I understood properly 

Memory Make associations between new & old 

material, Sound of new word with sound of 
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familiar, combination of sounds and images, 

rhyming, rhythms, review often 

Metacognitive Organize language notebook to record, learn 

from mistakes, clearly identify purpose of 

language task, evaluate general progress, find 

opportunities to practice new language 

Affective Relax when using language, encourage myself 

to take risks, confide about language learning 

feelings, keep journal about how I feel about 

language 

      

     Co-creating anchor charts containing these communication strategies can serve as a visual 

reminder in the language learning environment, as suggested in The Revised 2013-2014 FSL 

Curricula, elementary (p. 33). This anchor chart, a living document created by students, for 

students, while exploring ACT (like you know what you’re doing) would likely include many of 

the strategies that are found in Table 3. Eliciting these strategies from learners actualizes and 

validates their thinking. It’s valuable for learners to document what they are doing to learn 

another language, and see what peers are doing, too. These reflections are critical for extending 

cognitive and metacognitive awareness, as well as developing an awareness of the world around 

them. In this case, the world around them is the classroom community. 
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Part 6 Exploring the Dynamics of the “Toolkit”  

      

     Within each section, The Mind, The Body, and The Voice, language instructors will find a 

warm-up activity suggested to begin and establish focus. These versatile activities provide a 

foundation for routine, ritual, and repetition. The consistent use of warm-ups, or “minds-on” 

activities is critical. When children are physically engaged as well as mentally engaged, they are 

activating different parts of the brain. They are strengthening two developmental processes at 

once, which leads to a stronger learning foundation. Warm-ups help to realign learners to the 

target language, in an immediate and immersive way. Students often need an explicit transition 

from thinking in L1 to thinking in L2. In my own practice, activating student engagement with 

these dynamic, often fast-paced activities was a surefire way of getting their attention. Even the 

most reticent learner was captivated by the approach. Moreover, learners had a chance to get to 

know each other, and learn about each other. It was important for them to see how their peers 

engaged, interacted, or reacted.  

     Following the warm-up activity, language instructors will find two specific Drama-based 

activities that target particular learning goals, communicative competences, and learning 

strategies. These skills and strategies are specifically outlined in the “I can do” checklist that 

accompanies each section. Suggestions for whole group and independent reflection will always 

be included. Guiding questions should always stimulate learners’ observations, analyses, and 

interpretation. My Language Learning Journey, for example, is a personal journal format that is 

introduced in the first section, The Mind, intended to support weekly reflection. It is referenced 

throughout all three sections of ACT (like you know what you’re doing). Using the same journal 
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structure for individual reflection each week, enables students to document and witness their own 

progress. If the journal is used throughout the school year, each student should accumulate nearly 

40 entries that demonstrate personal language learning. Overall, in the elementary school setting, 

language acquisition begins with the main aim of developing “language awareness”, a general 

consciousness of linguistic phenomena (CEFR, 2001, p. 172). 

 

In each section of ACT (like you know what you’re doing) language teachers will also find 

extensions and variations of the two main activities, suggested to challenge learners. Additional 

activities to consolidate or reinforce the objectives of each section are offered in the appendices.  
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The Mind  

 

Let’s focus – “Get your head in the game” 

     Beginning with The Mind is strongly encouraged, to develop co-operation, concentration, and 

collaboration as a foundation to learning. Language acquisition requires positive communication 

and interaction. Keeping in mind the tenets of an inclusive classroom, as discussed in Part 3, 

focus and co-operation are paramount for effective engagement. In this section, language 

instructors will find two specific drama-based activities that target sociolinguistic, pragmatic, 

and linguistic learning goals. The specific learning goals for communicative competences are 

taken directly from CEFR and/or STEP, as outlined in Part 5, Focusing on Learning Goals. For 

the purposes of modeling a checklist, some of the language goals have been linked to each of the 

activities but can easily be substituted as needed. Learning strategies are also included, taken 

directly from the abridged Oxford Inventory, that was provided in Part 5. These, too, may vary, 

depending on student discussion in whole group reflection. Language teachers will also find 

suggestions for reflective practice. With that said, let’s look at the drama-based activities 

designed to develop habits of the mind. 
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The Warm-up Activity – Name Games 

 There are many games intended to help students get to know each other, but they also lend 

themselves to the development of concentration, cooperation, and trust within the group. Say my 

Name (rhythms), for example, involves the whole group circle, where students create and sustain 

a musical rhythm, collectively. We will Rock You, from Queen, works well for this. Students 

slap their legs twice, clap twice, and snap fingers twice (repeat). Establish the rhythm. In the first 

round, they must say their own name, one at a time, and only on the snaps. Without losing the 

rhythm, they complete the circle. Next time around, they are to name the person to their left (or 

right), full circle. Finally, students may choose anyone in the circle, but must not repeat a name. 

The ultimate group goal is to complete the circle, without excluding anyone. The day that this is 

achieved is a day of celebration.  

*Variations may include adding an adjective to each name (alliteration), adding a single gesture 

(to replace the snap), passing an object, or adding an emotional expression. These additions 

SET THE STAGE FOR SUCCESS: Consistent, immediate use of the target language 

establishes teacher expectations that language acquisition is a priority. Scaffold instruction 

and provide practice time as each new instruction is implemented. Role modeling active 

engagement may help to reduce learner inhibitions. “An alert and relaxed learner is more 

likely to succeed” (CEFR, 2001, p. 161). Provide visual aids (google slides/flashcards) to 

support participation. Include reflection, shared and independent. Before starting, remind 

students of the co-created contract to encourage collaboration and safety. 
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challenge the group mentally and highlight the power of observation and concentration. Consider 

creating two separate groups for the same activity, guided by the students, independent of the 

teacher. 

 

Activity #1 - Pass the Penny 

     Students are asked to mingle within a limited space, shaking hands and exchanging greetings 

with other students as they do so. Targeting sociolinguistic and pragmatic language goals in 

interaction is the focal point of this activity. These exchanges may be scripted, co-created in a 

shared discussion prior to beginning. Anchor charts can be posted as prompts to support learners 

as they play. For example, salutations and linguistic structures of “How are you today?”, and 

possible responses are documented. Practice these together before initiating the game.  

     Next, a coin will be surreptitiously passed from student to student as they mix and mingle. 

One student has been designated as the “detective” and must be absent when the coin is first 

given out. The “detective” then returns and has three chances to determine who has the coin at 

any given time, by tapping an individual on the shoulder, at which point the student must 

immediately stop and open both hands, revealing whether she or he has the coin. This activity 

will repeat often, as new detectives are selected. 

     In whole group debrief, students discuss the strategies they used to successfully participate, 

and how they felt about the activity. What did they notice? What were they thinking about? What 

were the challenges? What were the positive outcomes? (Teachers have been observing student 

input/participation as diagnostic, or formative assessment). In this debrief, explicit questions to 

identify language learning strategies should be asked. They might say, for example, that their 
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friend prompted them when they got stuck, they looked at the visual aid to confirm, or they 

corrected a friend. Student responses are documented and posted (anchor chart) for future 

reference. This will become a living document in the learning environment, reminding students 

of the strategies they use to develop communicative competence.  

Following the shared discussion, the checklist may be incorporated for individual 

reflection. Daily reflection is encouraged to ultimately demonstrate a consistent pattern of 

achievement. Teachers are encouraged to review these checklists on a weekly basis, to provide 

timely feedback. When the teacher feels that a threshold has been met, new language goals and 

strategies can be inserted to facilitate proximal development. The following checklist is specific 

to the “Mind” section and is offered to support the language learner in this process. 

 

I CAN DO IT! 

➢ Use this checklist to record what you think you can do (Column 1). Add a 😊 (yes!) or a 

☹ (not yet!) 

➢ Ask someone else, for example your teacher, to also assess what they think you can do 

(Column 2).  

➢ Use Column 3 to mark those things that you cannot yet do which you feel are important 

for you (Column 3-Goal). Add an  ! 

➢ Add to the list!  Or create a new list! (with your teacher) of other things that you can do, 

or that are important for your language learning at this level. 

 

Listening/Comprehension  ME MY 

TEACHER 

MY 

GOAL 

 I can understand what is said clearly, slowly, and 

directly to me in simple everyday conversation 

   

 I can understand phrases and expressions related to 

areas of most immediate priority 

   

Spoken Production     

 I can make myself understood using memorised 

phrases and single expressions. 
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 I have a sufficient vocabulary for coping with 

simple everyday situations, and social interactions 

 

   

Spoken Interaction     

 I can ask and answer simple questions, initiate, and 

respond to simple statements in areas of immediate 

need or on very familiar topics 

   

 I can give a simple description of people, daily 

routines, likes/dislikes etc. as a short series of 

simple phrases and sentences linked into a list. 

   

Strategies     

(compensation) I can use context clues with unfamiliar words, ask 

other person for the right word, or use gestures and 

facial expression 

   

(social) I can work with other learners for practice, pay 

attention to thoughts/feelings in interaction 

   

(metacognitive) I can identify purpose of language task, and 

evaluate general progress 

   

(cognitive) I can say or write new expressions    

(affective) I can keep a journal about my language learning    

 

Notes: 

______________________________________________________________________________           

______________________________________________________________________________ 

 

Activity #2 – Lists  

     Linguistic competence is critical for new language learners. It is estimated that a student 

comes to school for the first time with a vocabulary base of 4000-5000 words in the L1. Each 

year, that student acquires approximately 1000 words more (Coelho, 2004). It’s easy to see how 

a language learner might be at a disadvantage in the L2 classroom. Additionally, these words 

exist within contexts and language conventions.  

Since the primary evidence for second language acquisition (that is, progress) is the 

emergence of new forms and not their mastery, the “range” of language at the 

user/learner’s disposal is a primary concern. Secondly, attempting to use more complex 
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language, taking risks, and moving beyond one’s comfort zone are essential parts of the 

learning process. (CEFR, 2020: Learning, teaching, assessment, Companion Volume, p. 

130) 

  

Therefore, in this activity, it is imperative to make explicit the strategies that one might 

use to build vocabulary or call attention to syntax. Considering that identifying and defining 

vocabulary words is an essential skill common to all language learning environments, this 

particular activity engages students in a collaborative process, incorporating kinesthetic, 

linguistic, and non-linguistic representations to explore and retain new language structures and 

new vocabulary knowledge. Not only does this activity provide an opportunity to use new words 

within specific grammatical structures, but it also allows students to share “specific actions that 

make learning easier, faster, more enjoyable, more self-directed, more effective, and more 

transferable to new situations” (Oxford, 1990, p. 8).  

     Initially, for the purpose of modeling, have students sit in a circle and take turns saying what 

they will bring on a camping trip. Each student must remember to say, in the proper order, the 

items that came before adding a new item to the list. Each student begins with the initiating 

expression. For example, “I am going camping, and I am bringing...”. The teacher may choose to 

highlight a specific linguistic structure (verb tense, verb conjugation) to be repeated. For 

example, students may need to shift from “I am bringing”, to “she is bringing”, to “he is 

bringing”. Some may choose to chunk information with “They are bringing” and the final 

student may insert “we are bringing”. The final student has the longest list to remember. In all 

fairness, the last person repeating the full list in this initial modeling, ought to be the teacher. 
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     Next, ask students to stand and include one single movement with each new item added to the 

list. This gesture may be used to prompt peers if support is required. Throughout the activity, 

teachers observe student input and participation as diagnostic, or formative assessment. These 

observations may include notation of the specific supports that a learner accesses to retain 

vocabulary, or pronunciation issues that arise. Provide students time to discuss the strategies they 

used to successfully participate, and how they felt about the activity. What did they find 

challenging? Why? This is also an excellent opportunity to add new vocabulary to an existing 

word wall. In this debrief, explicit questions to identify language learning strategies should be 

asked. Responses are documented and posted (to the anchor chart) for future reference.  

     Next, divide the students into smaller groups. Let them choose a leader to begin, and end, the 

circle. Generate a new list, but maintain the grammatical structure initially provided. Instead of a 

camping trip, it could be  “I am going to the mall, and I am buying...” or “I am going to the zoo 

to see...” Be creative and blend the various topics, themes, or curriculum units that are being 

explored in the classroom. Allow students to work together in these smaller groups and 

encourage them to actively discuss and explore strategies that they found helpful to manage 

vocabulary and functional grammar. These are real concerns that language learners experience.  

How do peers approach syntax and vocabulary? These support groups can facilitate a gradual 

release of responsibility for learning, promoting autonomy, competence, and relatedness. 

*A variation of this activity is offered in Appendix A. Come to my picnic (Activity #6) does not 

provide a context, but rather students are required to determine the theme through deductive 

reasoning. 
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The checklist provided above (see Activity #1) specifically targets these language goals 

and language learning strategies and is appropriate for this activity, as well.  However, student 

input from the shared discussions might suggest other goals and strategies that are relevant. It’s 

important to be flexible and adjust the checklist to suit the language learner’s observations. For 

this reason, the teacher may choose to incorporate the following personal journal for individual 

reflections. “Metacognitive strategies involve planning, thinking about the learning process as it 

is taking place, and monitoring and evaluating one’s progress,” The Revised 2013-2014 FSL 

Curricula for elementary and secondary (p. 9). With this in mind, another approach to individual 

reflection might include the weekly journal activity. The following exemplar is offered to 

support that process. 

 

MY COMMUNICATION AND LANGUAGE LEARNING JOURNEY                          

  

Date: from _________________________ to _________________  

 

In the past week I have learned ______________________________________________ 

_______________________________________________________________________ 

My new words (5) ________________________________________________________ 

________________________________________________________________________  

I said____________________________________________________________________ 

________________________________________________________________________  
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I read___________________________________________________________________ 

________________________________________________________________________ 

I wrote____________________________________________________________________ 

__________________________________________________________________________   

 A learning strategy I used was: _________________________________________________ 

___________________________________________________________________________  

I want to work on: (1) _________________________________________________________ 

___________________________________________________________________________  

My next learning goal: (1) _____________________________________________________ 

___________________________________________________________________________ 

      

     This format is designed for the junior language learner. However, including visuals for each 

section and modifying expectations would make it valuable to the primary student, as well. In 

combination with the “I can do” checklist, students have an explicit method to make connections 

between lessons, their learning, and their personal development. Self-monitoring and self-

regulating while learning, facilitates the development of autonomy and independence. Better 

reflection and goal setting lead to success, which in turn increases motivation and engagement in 

the learning process.  

     Once these focus activities have been established and practiced, they can be used frequently 

as a lead activity before incorporating the physical or vocal aspects of the program, or before 

beginning lessons in other subject areas. Consider incorporating different short exchanges in 

Pass the Penny or bring the necessary lexicon of a theme or unit to Lists. Additional activities 



ACT (like you know what you’re doing) 

      

 

 

 

44 

 

can be found in Appendix A, should a teacher need or want to further explore concentration and 

collaboration with students. 

 

The Body  

 

Let’s Get Physical - “An action is stronger than a word” 

     Communication occurs well before a word is spoken. This section acknowledges the power of 

facial expressions, gestures, and body language. As it is evidenced by the process of language 

acquisition from infancy, meaning making begins with the physicality of communication, 

sounds, and context. Our actions and thoughts – what we do automatically – are often governed 

by a complex set of cultural messages and conventions, and dependent upon our ability to 

interpret them instinctively and instantly. Students are able to draw upon personal experiences 

that involve sight, sound, touch, taste, or smell. They can incorporate this prior knowledge to 

physically recreate images of certain environments, or situations. For example, most Canadian 

students would immediately know what it is to walk on ice. Most students would have a similar 

reaction to a high pitched sound or to touching a really hot object.  

     Like semiotics, the physical activities outlined in this section of the guide allow students to 

investigate how meaning might be created and how meaning might be communicated. It is a way 

of seeing the world, and of understanding how actions, behaviours, and society have 

unconsciously impacted our understanding. This section provides an explicit view of and 

exploration of body language, utterances, and context as a means of communicating or 

understanding. From a linguistic perspective, students are not  required to engage in highly 
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effective oral communication, other than to negotiate group work. The physical component 

provides low risk for language learners, as they access practiced (and learned) skills in meaning 

making and comprehension. Compensation skills (Oxford, 1990) are implicit in these activities.    

Furthermore, this section offers students an opportunity to practice self-regulation and self-

control, thereby facilitating self-determination and intrinsic motivation. In my experience, 

elementary students in all grade levels have actively engaged in these activities. Developing 

control of their own being gives learners a sense of agency. A subjective awareness of initiating, 

executing, and controlling one's own volitional actions has the potential for meaningful reflection 

about autonomy. Many of these activities provide an opportunity to work in pairs or teams, as 

well. Reflection practices will include whole group discussions. Continued development of the 

Language Learning Strategies anchor chart, the “ I can do” checklists, and the personal journals 

enable students to connect their learning, transfer knowledge and skill, and recognize personal 

progress. Age-appropriate personal journals are especially valuable in this section because the 

body is a very personal space for learners.  

     An excellent opportunity to reflect on social emotional learning is presented in this section. 

Students continue to build relationships, explore ways to cope with stress, identify and manage 

emotions, and deepen self-awareness. Language learning goals for receptive, productive, and 

interactive communications are rich. With a focus on the physical self and the emotional self, 

students immediately have a vested interest in investigating how they, personally, communicate 

and make meaning. With that said, let’s look at the drama-based activities designed to explore 

physical communication. 
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Relaxation  

Any sort of physical warm-up that you may do for Physical Education classes could be 

incorporated here, as well. This is an excellent opportunity to introduce Yoga techniques or 

mindfulness strategies, if so desired. Daily Physical Activity fits nicely here, too. Mental health 

and well-being are a wonderful side benefit to this section. A teacher who chooses to model 

relaxation techniques will experience these side benefits, too! 

 

The Warm-up Activity: Soldier/ Rag doll 

     To understand the difference between a relaxed state and a state of tension, the student is 

invited, in game format, to imitate the physical state of a soldier (tensing up every single muscle 

in the body, chin up, fists clenched, legs together etc.), alternating to the state of a rag doll, (head 

SET THE STAGE FOR SUCCESS: Consistent, immediate use of the target language 

establishes teacher expectations that language acquisition is a priority. Scaffold 

instruction and provide time as instructions are implemented. Consider visual aids 

(google slide decks/flashcards) to support instruction. Integrate cross-curricular themes, 

or units of study. “The learner acts in order to learn; he or she does not learn in order to 

act” (Piccardo, 2014, p. 19). “Freeze” students frequently to model effective body 

language and expression. Invite peers to analyse (positive input) the work of their 

friends. Before starting, remind students of the co-created contract to encourage 

collaboration and safety. 
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dropped, knees slightly bent, arms and shoulders drooped, etc.). Practice both tense and relaxed 

states to ensure safety and thoughtful transitions. Students stand in the room, with enough space 

so as not to touch furniture or one another. Next, the teacher rapidly calls out Rag Doll or 

Soldier, in no specific order. If a student relaxes when Soldier has been called, he or she must sit. 

If a student tenses when Rag Doll is called, he or she must sit. See who lasts the longest. 

*Variation: Have this activity function from both the front and back of the room. Students lead 

the activity. If a student errs on a call, they simply turn to join the other group.  

 

*Consider referencing this activity in the daily business of the classroom, by highlighting self-

awareness. Asking a student if they are feeling like a soldier could help to de-escalate behaviours 

or emotions that interrupt learning. 

 

 

Activity #1 - Walk like that! 

     To begin this activity, ask students to simply move around the room. Call a freeze, from time 

to time, to help students find a firm footing and maintain facial expressions, when frozen. 

Practice this several times before beginning the activity. This scaffolded beginning will allow 

students to recall and consolidate specific vocabulary relevant to the body and emotions. 

Listening comprehension is stimulated. Strategies for understanding are activated.  

     Next, as the students move around the room the teacher calls out various body parts that they 

are to accentuate. For example, “Imagine you have the most wonderful nose....”. (Watch them all 

move like Cyrano!) 
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 “Imagine you have the biggest bum...” 

“Imagine you are pregnant...” 

“Imagine you have stubbed your big toe...” 

“Imagine you have a terrible headache...” 

“Imagine I have the remote…. Fast forward/Rewind/Slow motion...” 

     Point out the creativity and movement of some you really like! If you wish, you can have 

brief discussions with the students, between suggestions, about how the movement changes and 

what feelings come from the different focal points. This is a technique for characterization in 

theatre, finding the “center” of a character and how it is reflected in movement. An excellent 

example they may recognize is how Jack Sparrow (Pirates of the Caribbean) tends to stagger 

because he has “sea legs” from always being on a boat. Connections to current pop-culture are 

always well-received. Consider including characters that they may know from books, movies, or 

videos that they are exploring in Literacy.  

     Gradually, suggest a variety of different ways to move. For example, have students move like 

animals, babies, insects, old people, robots, on the moon, in the mud, on ice, in full armor, in a 

mine shaft, etc. Incorporate cross-curricular themes or topics. A visual support (google slide 

deck) on the Smartboard would immediately support comprehension and enable participation.   

   For example, if students are exploring Habitats, the teacher might want to focus on the fauna of 

various environments. Visual aids would facilitate comprehension so that the learner can move 

like the animal just called. A tiger, an anaconda, and a chimpanzee move differently. Where are 

they found? 
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*Variations on this game can be done by offering word pairs of happy/sad, surprised/bored, 

angry/loving, excited/tired, colours, ages, occupations, etc. Movement for blue/yellow, for 

example, is at the imagination of the student. Also, consider soliciting these word pairs in 

advance from the students. In this format, students form pairs and stand facing their partners, 

who must be at the furthest distance possible within the space provided. They must identify 

themselves as Partner A and Partner B. The teacher will call out two words, one for A and one 

for B. The words must be opposites. The students must walk slowly toward each other in the 

manner of the word given them. When they pass by each other, they then trade words, therefore 

taking on the opposite characteristics. 

     In whole group debriefs, following the activity, students discuss the strategies they used to 

successfully participate, and how they felt about the activity. Remember to add new strategies to 

the co-created anchor chart. What were the challenges? Why? What were the positive outcomes? 

Why? Teachers have been observing student input and participation as diagnostic, or formative 

assessment. These observations may include effective use of gestures or facial expressions to 

create meaning. A learner’s level of comfort or ease might be noted (affective strategies), as well 

as self-regulation or self-control. Specifically, discuss how the body helped to communicate a 

character, a mood, or a message. Discuss the specific examples that they experienced in the 

activity. Gestures, facial expressions, and body language have the power to change the meaning 

of a message. Discuss how this is so.  

     For the purpose of facilitating daily self-reflection, the following checklist is specific to The 

Body section and is offered to support the language learner in this process. Notably, it now 
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includes Reading Reception and Text Mediation, at level A2 of CEFR. For ELL, the STEP 

continuum suggests that language learners begin to identify main ideas and key information in 

texts. Reading Reception and Text Mediation are particularly germane to the second activity 

provided here. Linking this section, The Body, to the Literacy program of the classroom 

reinforces the language learning goals and allows the student to express understanding in a 

variety of ways.  

 

I CAN DO IT! 

 

Use this checklist to record what you think you can do (Column 1). Add a       (yes!) or a      

(not yet!) 

Ask someone else, for example your teacher, to also assess what they think you can do (Column 

2).  

Use Column 3 to mark those things that you cannot yet do which you feel are important for you 

(Column 3-Goal). Add an  ! 

Add to the list!  Or create a new list! (with your teacher)  of other things that you can do, or that 

are important for your language learning at this level. 

 

Listening/ 

Comprehension 

 ME My 

teacher  
My 

Goal 

 I can understand what is said clearly, slowly, and directly to me in 

simple everyday conversation 

   

 I can understand phrases and expressions related to areas of most 

immediate priority 

   

Spoken 

Production 

    

 I can make myself understood using memorised phrases and single 

expressions. 

 

   

 I have a good range of vocabulary related to familiar topics, themes, 

and learning situations. 

   

Spoken 

Interaction 
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 I can ask and answer simple questions, initiate, and respond to simple 

statements in areas of immediate need or on very familiar topics 

   

 I can give a simple description of people, daily routines, likes/dislikes 

etc. as a short series of simple phrases and sentences linked into a list. 

   

Reading 

Comprehension/

Mediation of 

Text 

    

 I can summarise (in the target language) the main point(s) in simple, 

short informational texts, identifying “who, what, when, where” 

information 

   

 I can express my reactions to a work and communicate my feelings 

and ideas in simple language. 

   

 I can identify and briefly describe, in basic formulaic language, the 

key themes and characters in short, simple narratives 

   

Strategies     

(compensation) I can use context clues with unfamiliar words, ask other person for 

the right word, or use gestures 

   

(social) I can work with other learners for practice, pay attention to 

thoughts/feelings in interaction 

   

(metacognitive) I can identify purpose of language task, and evaluate general progress    

(memory) I can make associations between new & old material    

(affective)  I can encourage myself to take risks, relax when using language,  

confide about language learning feelings, keep journal about how I 

feel about language 

   

 

Notes: ________________________________________________________________________  

________________________________________________________________________ 

 

 

Activity #2 – Tableaux 

     A tableau can be described to the students as a photograph, a frozen moment in time. Before 

beginning, elicit from students the elements of an interesting, captivating photograph. Most of 

the components that are listed below will be identified by students. Discuss each component and 

have students explain their thinking. Some of the elements are more ambiguous and some 

guiding questions or even modeling would help to highlight them. For example, symmetry can 

be modeled using 4 or 5 volunteers. Cluster many of them at one side of the “photo” to elicit 
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observations. Positive and negative space can be highlighted by literally walking through the 

empty spaces of a “photo”.  Discuss with students what that space might mean.  

 

A) variation in levels...standing, sitting, floor level and all levels in between 

B) balance...no person is in front of another on the same level (this is a stage rule for theatre, in 

that ‘upstaging’ another actor is a no-no thing!) Literally, some students may balance a partner or 

each other. Visually, the scene can be viewed as a seesaw, in which both sides are equally 

balanced, or if an individual is being intimidated by others, one side will be more ‘weighted’. 

C) action...body posture will reflect an action, emotion, attitude, etc... 

D) facial expression...face reflects mood, emotion, attitude, etc... 

E) symmetry/asymmetry...photos that are symmetrical tend to be more formal 

F) positive and negative space...body mass takes up space, and the areas around a person are 

negative space. (i.e., hand on hip forms a triangle of negative space). 

     Explore each one of these elements individually and incorporate the other elements, one at a 

time. For example, begin with variations in levels. Small groups develop ‘photos’ of a theme 

such as love, friendship, war, etc. It may be a sports event, an adventure, a newspaper event, an 

environment, or a scene from a story. The possibilities are endless. Present these “photos” to 

each other and discuss. Ask learners to highlight successes or make positive suggestions for 

improvement. Scaffold the process of exploring A to F (as above). For example, having 

incorporated concepts developed and discussed on variations in levels, students now include the 

element of balance. Practice and present at each stage. Discuss, analyze, and reflect at each stage. 

Discussions should be explicit. How was balance established? How did facial expressions impact 
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the meaning of the tableau? Why? How did the tableau reflect action? What gesture suggested 

the emotions of a participant? How did that impact other participants in the photo? A picture, a 

photo, a tableau speaks volumes, without speaking. How is this possible? Provide time to 

develop and analyze the various tableaux. Eventually, several tableaux, in sequence, will lead to 

storytelling through physical imagery. 

     In small groups, have students plan a sequence of tableaux that reflect the main events of a 

fairy tale, legend, a sports event, a movie, or television show. (This is very supportive of 

concepts of plot and story line, which are developed in the language program.)  Have the 

students move from one tableau to the next on a count of five (e.g., one, one thousand, two one 

thousand...), in a sequence of perhaps 4 or 5 scenes. You may decide to do the counting for them, 

or they may choose a leader to do so. The counting is most effective when done by all, silently. 

Do not allow students to get fixated on what character they want to be. This is not important to 

the story telling. Keep in mind that some students might be elements of the setting. For example, 

a tree is critical, if a character is trying to hide behind it. The plot line should be the focus of this 

exercise. It should reflect a clear beginning, critical events, a culmination point, and a clear 

ending. Each group can ‘perform’ for the others, and discussion can follow. Comments should 

remain positive and constructive.  

   Appropriate peer feedback is encouraged. To guide discussion, the following criteria are 

outlined in the checklist, below. Consider providing groups with the success criteria, in advance, 

as they prepare their tableaux. It serves as a prompt to support spoken interaction for negotiating 

components of the sequence and it reminds them of the criteria for successfully communicating 
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physically and emotionally. These criteria also have the potential to serve as a foundation for 

summative assessment. Any modifications or changes are most welcome. 

 

A Picture is Worth  a 1000 Words 

 

 

     As language learners explore the physical aspects of communication, metacognitive skills are 

developed through weekly journaling. A continuation of “My Communication and Language 

Learning Journey” (page 42) facilitates this self-reflection.  

     Many activities from this section did not require speech, other than to negotiate group 

achievements. Hopefully, this served to lower anxiety for the language learner, as aural 

comprehension skills improved. To a great degree, language structures and vocabulary were 

Possible Assessment criteria for tableaux might include, 

Group Members: _________________________________________ 

___ Clearly and effectively communicates idea, event, or story 

___ Highly effective use of space in the arrangement of the image 

___ Use of varying levels adds strong impact to the depiction 

___ Strong Facial expressions and gesture to contribute meaning 

___ All players are in clear view of the audience 

___ Transitions are extremely smooth and add dramatic effect 

___ Evidence of thorough organization and collaboration to create image 
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learned inductively. In shared reflections, the dynamics of body language, gestures, and facial 

expression should be discussed. Compensation, as a language learning strategy, is critical for 

effective communication. Young language learners should feel empowered, knowing that they 

have this skill and that they are able to tell whole stories with it. This promotes self-efficacy.  

     Once these activities have been established and practiced, they can be used as a lead warm-up 

activity before incorporating vocal aspects of the program or as a lead activity to another subject. 

Pantomime or charades are an interesting way to gain attention, when shifting focus. A selection 

of additional activities can be found in Appendix B of this guide. 

     A gradual release to incorporate oral expression will be provided in the next section. This will 

facilitate scaffolding for the diverse competencies in the classroom. Language learning strategies 

that have been identified and documented throughout the first sections of this program are now 

visibly accessible (anchor chart) for reference as students begin to explore the dynamics of vocal 

communication. With that said, let’s look at the Drama-based activities designed to explore the 

voice. 
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The Voice  

 

Can we talk? 

     The voice is a vital tool to any actor/speaker. Students are encouraged to see the voice as an 

instrument, that needs to be exercised, practiced, and developed just as one would for piano 

lessons, dance classes or sports skills. It’s important that language learners recognize and value 

their own voice. In this section, students will explore the dynamics of vocal expression. They 

will investigate breath, utterance (sound), vocal variety (emotion), articulation, resonance, 

volume, pitch, and pace. Learning to control and manipulate  their own voice for effective, 

meaningful communication promotes agency, competence, and self-worth. It sends a clear 

message to students that they have a voice, they have much to contribute, and others want to 

listen. Learners will explore production skills for oral communication. Listening to understand 

and interact with peers continues from the previous sections. Identifying articulation, physical 

formation of sounds, phonetics, and pronunciation, appropriate for the L2 classroom, becomes a 

part of the conversation. Students learn to identify vocabulary and language structures for a 

variety of situations. This facilitates self-awareness, self-expression, and interpretation of input 

(cognitive/metacognitive skills). Explicit knowledge of what they are saying and how they are 

saying it enables language learners to interact with confidence and purpose, increasing their 

sense of competence. Explicit work with linguistic elements and conventions facilitates language 

acquisition. Students can now begin to address the target language in manageable pieces.       

Although the focus of vocal work is a very personal journey for each student, this guide also 

provides activities that capitalize on choral work, and the collective voice. Choral work may 
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reduce anxiety for the individual learner and provides vocal practice in a collaborative way. In 

my own experience, the initial vocal warm-up activities helped to establish focus, control, and 

energy. Whether it was a classroom activity or a school production, I always started with the 

warm-up.  

      

The Warm-up Activity: Relaxation 

     Students can begin with facial exercises and warm-ups to relax the muscles used in vocal 

work. Have them sit in a circle, facing outward, so as not to be distracted by things that the 

others are doing. This stuff can look silly, but it works! 

     Using three fingers of each hand slowly and gently massage the face where the upper and 

lower jaw meet.  Small circular motions, opening and closing the jaw slowly, in only an up and 

down motion. After a few moments, have the students lean the head forward, parallel to the 

ground. Grabbing a good pinch of each cheek, they will vigorously shake the cheeks as strongly 

as possible, trying to ignore the sounds created by this.   

     Next, the students are asked to pick up their imaginary spoons, dip it in the peanut butter jar, 

and get a great big scoop.  Put the peanut butter in your mouth and take the next 2 minutes to try 

and eat it all, until there is none left.  (Also known as the Ugly Face Contest) All the muscles in 

the face will be exercised in this activity. 
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Warm-up (continued) - Breathing 

     Students need to remain in the circle but sit up straight with shoulders back.  Have them place 

the palm of their hand on the area of the diaphragm.  Have them inhale to the count of 20, and 

exhale to the count of 20.  Repeat this so that they feel the diaphragm working. 

Next, have them rapidly repeat, “Ha ha ha ha ha ha ha” to feel the diaphragm work.  This is 

where a strong voice comes from. If the hand did not move at each “ha”, the voice will be weak. 

*At no time should you see shoulders moving up and down. Breathing comes from the 

diaphragm. Finally, in whole group, sing the first line of “Row, row, row your boat...”, each 

syllable being held for a full breath. When done correctly, the resonance created in the room is 

amazing. 

Continue with exercises of nasal resonance singing on one full breath per syllable, SING SONG, 

DING DONG, KING KONG, PING PONG....As the ‘ng’ is reached, students should feel 

tingling in the upper palate, back of nose. In French, resonance might be explored with tongue 

twisters. For example, “Si mon tonton tond ton tonton, ton tonton sera tondu” or “son chat 

chante sa chanson”.  Rolling the ‘r’ in French is always challenging. Try “La roue sur la rue 

roule”. There are many others to choose from in the link provided. Some of these vocal exercises 

can be repeated with the students sitting back-to-back, or even head-to-head to create shared 

resonance.  Resonance can be achieved by breathing out the vowel sounds as well, slowly...A E I 

O U ... linking one sound to the next. The possessive, masculine pronouns in French provide the 

same opportunity.  

Have the students make the sound ‘sssssssss’ with a really big smile. 

Have the students make the sound ‘ssshhhhhhhhh’ with pursed lips. 
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Next, have the students, one by one, around the circle, as quickly as possible, each say clearly 

“UNIQUE NEW YORK”.  Now you are focusing on articulation. Tongue twisters are excellent 

for articulation exercises and pronunciation. Depending on the language of the classroom, these 

can easily be found online. 

 

https://justfrenchit.com/french-tongue-twisters-for-beginners/  

 

https://www.espressoenglish.net/pronunciation-practice-with-tongue-twisters/  

 

     Ask students to repeat more complicated phrases after you.* For example, “The sea ceaseth 

and sufficeth us”, from Shakespeare. ( One syllable at a time.)  The trick here is to start with the 

last word and continue to add the word before it until the students are repeating the entire phrase 

in the proper order (e.g., us, eth us, fice, eth, us, suff fice eth us, and so on.) Begin with the whole 

phrase and then do it backward, one word at a time. In French, the teacher may wish to introduce 

the classics of Racine or Corneille. For example, « Que le jour recommence et que le jour finisse 

Sans que jamais Titus puissent voir Bérénice. »  Pronunciation and articulation are sometimes 

quite challenging, regardless the language one is speaking. This approach helps language 

learners to focus and master new sound production. Students will marvel at their own success! 

https://justfrenchit.com/french-tongue-twisters-for-beginners/
https://www.espressoenglish.net/pronunciation-practice-with-tongue-twisters/
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Activity #1 - Effective Speech 

Elements of effective speech include: 

PITCH, EMPHASIS, TONE, TEMPO, VOLUME, RHYTHM 

    Discuss the meaning of these terms and have students give examples of each before beginning. 

It might be advantageous to explore each one, individually. The following exercises will help to 

develop an awareness of these elements and how to manipulate them to suit the purpose or 

situation. Students gather in the circle and each one must find a different pitch, tone, volume, etc. 

for saying the following (in the target language):  

SET THE STAGE FOR SUCCESS: Consistent, immediate use of the target language 

establishes teacher expectations that language acquisition is a priority. “Training the voice is 

a part of training the whole person: a synthesis of voice, movement, thought, and emotion” 

(Cameron, 1989, p. 60). Scaffold instructions and provide practice time as each instruction 

is implemented. Develop an anchor chart as a visual aid to clarify the meaning of each 

element of effective speech (see below) explored. Teachers observe participation and 

engagement as formative assessment. Specific linguistic competences (syntax, phonology, 

semantics, etc.) might be included in these observations. Allow a “pass’ to provide more 

time to individuals, when needed. In reflection, ask students to identify real examples that 

occur in the activities provided. (e.g., Student B dropped the volume to a whisper, Student A 

said it very slowly.) Remind students of the co-created contract to encourage collaboration 

and respectful interaction. 
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1. HELLO   

2. THAT’S A REALLY NICE SHIRT YOU’RE WEARING 

3. I’M LEAVING NOW 

4. WHAT DOES THAT MEAN 

5. WHY ARE YOU DOING THAT 

6. The teacher may wish to incorporate other brief phrases (in the target language) that 

come from cross-curricular sources, to punctuate important content material or reflect 

student interests. 

 

     In the first round, the teacher addresses the student to the right with one of the expressions 

above. That student, in turn, speaks to the person to their right, and so on. Each time the 

expression is said, there is a change in meaning, created by an elemental change. Repeat. Repeat. 

Repeat. Send the message back around from the left. By adding an individual’s name to the 

phrase, the message can be passed randomly among the students, with the goal of including 

everyone. Give students the opportunity to truly hear the differences. Give students the 

opportunity to create the differences with their own voice.  

     In the next round, choose a new expression and put students into two different groups. Allow 

them to explore the elements of effective speech. Each group is asked to choose a few examples 

that were produced in their circle, to share in whole group discussion. They will explain to the 

others, what changed and how, in order to create the shift in meaning.   

     In whole group reflection, discuss with students, the differences they heard. Ask them to 

identify facial expressions or gestures that they observed, as the same words were spoken around 
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the circle. How did these elements change the meaning of the words spoken? This discussion 

will include what they have experienced in the previous sections. Consider regrouping the 

students again, to explore the elements of speech, gesture, and expressions following the shared 

reflection.  

     Now shift the activity to identify emotions, elements of speech, and physical changes that 

they perceive while communicating a given message. Prepare, (using student input), emotion 

cards before beginning this exercise. On each card, write an emotion or attitude appropriate to 

the age level, (e.g., sad, happy, tired, angry, excited, frustrated, etc.). Put the cards face-down in 

the center of the circle. Students will, one by one, discreetly choose a card and stand at their spot 

to deliver the following statement in such a way as to reflect the emotion written on the card.  

Example: 

“I just saw_________________ (principal’s name) in the hallway and he/she would like to see 

you in his/her office as soon as possible.”  Post this message to the Smartboard.  

 

     Have each student do this twice to give listeners an opportunity to consider the body language 

and vocal inflection/emotion. The others must guess what is written on the card. The first one to 

succeed becomes the next one to take a new card from the pile. In order to give everyone an 

opportunity, the teacher may choose to put students in small groups to do this activity, each 

group having its own set of cards. A selection of additional activities can be found in Appendix 

C of this guide. 
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      As language learners explore the vocal aspects of communication, metacognitive skills are 

developed through weekly journaling. A continuation of “My Communication and Language 

Learning Journey” (page 42) facilitates this self-reflection. 

 

Activity #2 - Radio Shows 

     This activity incorporates elements of voice, culture, and media (print, broadcast, social). Text 

is considered to include various sources, such as “live voice” communication, telephone, radio, 

television, audio supports, printed and handwritten materials (CEFR, 2001, p. 94). Students 

collaborate within predetermined groups (or partners) to create and record radio shows in the 

target language. The components of each radio show include:  

-News (local) 

-Weather 

-Sports 

- a song (from the target language or personal choice) 

-Commercial 

     In this activity, students create each component and consider the perceived differences in 

voice that newscasters, sportscasters, and weather reporters use while reporting. Are there 

rhythms and patterns that can be identified? What vocal dynamics, specific to reporters, can they 

identify or imitate? How might this impact their own radio show? Choosing an existing 

commercial for the radio show is encouraged, as is choosing an appropriate song. These two 

elements of the radio show, open a space for student choice, interest, and selection. However, 
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creating these two pieces would most likely be overreaching (beyond the proximal 

developmental boundaries) and cause unnecessary stress.   

 In preparation for the newscast, the weather report, and the sports report, teachers 

provide modeling for each part. This is an excellent opportunity to ask students to listen to radio, 

podcast, or television in the target language. Several examples can be shared with students, in 

class, to prepare them for the creation of their own radio show. At home, students may want to 

do the same in their first language, to compare and contrast vocal elements. They are explicitly 

listening for tone, tempo, emphasis, volume, pitch, and rhythms. Analysis of each component 

may occur in whole group discussions, small groups, or even partners.  

      General patterns should be highlighted for all of them. Specifically, news, weather, and 

sports reports should be reviewed and analyzed not only for the elements of effective speech, as 

referenced above, but also text features and linguistic patterns that are inherent in media 

reporting. Support student observations with guided questioning of  who, what, where, when, and 

how. Consider the linguistic elements that are brought to light. News is generally in past tense, 

for example, whereas weather tends to be current and future tense. Local weather and local news 

are relevant to the elementary language learner, as is the lexicon that these might entail. Consider 

creating visual charts for success criteria, relevant to the news, weather, or sports reports. 

      As students collaborate, they are encouraged to reflect on their choices, voice dynamics, 

song choice, and the characteristics of potential listeners. Provide class time for them to work 

together and possibly record. Provide support where needed, throughout the process. If the 

language teacher wishes to use these radio shows for summative assessment, this must all be 

done at school. The completed recordings (of 10-15 minutes) will require extended time, as 
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students self-assess, self-correct, and revise. Remember hearing your own voice recorded, for the 

first time? Even though it’s inspiring to watch language learners access self-correction strategies 

and demonstrate a willingness to revise and redo, time constraints are real. Providing the quiet 

space, the technology, and the time must be given due consideration. On the other hand, live 

recordings would facilitate sharing in whole group, and allow for peer review and reflection. It is 

at the teachers discretion to decide presentation formats and how to best proceed. 

*There are 5 components to this activity. A 15-minute presentation would limit the time frames 

for each component. Junior students might approach this as a mathematical problem to be solved. 

Having to adhere to a time restriction reflects the real-world scenario for radio shows and 

broadcasters. They are to avoid silent moments ( “dead air”) between elements. 

     Daily self-assessment continues in the form of the checklist. The following exemplar is 

relevant to both activities found here in vocal work.  

 

 

 

I CAN DO IT! 

Use this checklist to record what you think you can do (Column 1). Add a       (yes!) or a      

(not yet!) 

Ask someone else, for example your teacher, to also assess what they think you can do (Column 

2).  

Use Column 3 to mark those things that you cannot yet do which you feel are important for you 

(Column 3-Goal). Add an  ! 

Add to the list!  Or create a new list! (with your teacher)  of other things that you can do, or that 

are important for your language learning at this level. 
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Listening/ 

Comprehension 

 ME My 

teacher  
My 

Goal 

 I can understand what is said clearly, slowly, and directly to me in 

simple everyday conversation 

   

 I can understand phrases and expressions related to areas of most 

immediate priority 

   

Spoken 

Production 

    

 I can make myself understood using memorised phrases and single 

expressions. 

 

   

 I have a good range of vocabulary related to familiar topics, themes, 

and learning situations. 

   

Spoken 

Interaction 

    

 I can ask and answer simple questions, initiate, and respond to simple 

statements in areas of immediate need or on very familiar topics 

   

 I can give a simple description of people, daily routines, likes/dislikes 

etc. as a short series of simple phrases and sentences linked into a list. 

   

Reading 

Comprehension/

Mediation of 

Text 

    

 I can summarise (in the target language) the main point(s) in simple, 

short informational texts, identifying “who, what, when, where” 

information 

   

 I can express my reactions to a work and communicate my feelings 

and ideas in simple language. 

   

 I can identify and briefly describe, in basic formulaic language, the 

key themes and characters in short, simple narratives 

   

Written  

Production 

I can write diary entries that describe activities (e.g., daily routine, 

outings, sports, hobbies), people and places, using basic, concrete 

vocabulary and simple phrases and sentences  

 

   

 I can write pieces of news (e.g., for the school newspaper) Level B1    

 I can compose short, simple, patterned sentences based on learned 

phrases and classroom discussion write to record personal 

experiences and thoughts, to narrate a story, describe scenes or 

events, and to convey information 

   

 I can write sentences about weather    

Strategies     

(cognitive) I can look for patterns in new material, say or write new expressions, 

apply general rules to new situation 

   

(compensation) I can use context clues with unfamiliar words, ask other person for 

the right word, or use gestures 

   

(social) I can work with other learners for practice, pay attention to 

thoughts/feelings in interaction 
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(metacognitive) I can identify purpose of language task, and evaluate general progress    

(memory) I can make associations between new & old material    

(affective)  I can encourage myself to take risks, confide about language learning 

feelings, keep journal about how I feel about language 

   

 

Notes: ________________________________________________________________ 

           ________________________________________________________________ 

 

 

 

Summary of the Language Learner’s Communication “Toolkit” 

  The aim of ACT (like you know what you’re doing) has been to identify and explore the 

pre-existing toolkit of communication that each and every language learner has at their disposal. 

This toolkit includes the Mind, the Body, and the Voice. ACT (like you know what you’re doing) 

was meant to provide language learners with a greater understanding and control of the tools of 

communication. Developing an awareness of their own knowledge, competence, and skills 

nurtures autonomy and self-esteem. Hopefully, students have come to know that they are 

competent language learners, and they have some amazing strategies that they have used along 

the way. “Strategies are a means the language user exploits to mobilize and balance her or his 

resources, to activate skills and procedures, in order to fulfil the demands of communication in 

context and successfully complete the task in question in the most comprehensive or most 

economical way feasible” (CEFR, 2001,p. 57). These competences and skills have been 

explicitly investigated in ACT (like you know what you’re doing). In fact, students have had an 
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active role in identifying and developing a process for communication, reflection, and learning. 

Language learners now have an explicit awareness of the instruments of communication.  

  Having explored Drama as a craft, language learners are now encouraged to bring their 

personal “toolkit” for effective communication to the curriculum of the Ontario elementary 

classroom. Whether that be the Core French setting, the French immersion environment, or the 

mainstream classroom for ELL, consistent and continued practice of shared reflections, the “can 

do” checklists, and journaling would enable language learners to readily transfer skills and 

knowledge that contribute to personal success and learning. One might argue that students no 

longer act like they know what they’re doing. They know what they are doing. 

      

                

Part 7 – Application and Integration within Ontario Ministry Curriculum 

 

     The Ontario curriculum expectation documents that are relevant to elementary language 

learning environments offer an abundance of material for learning in “as-if worlds” (Andersen, 

2004). They provide a rich foundation for creating situations that engage the learner in 

imaginative contexts. The CEFR sets out certain useful criteria to help understand and describe a 

situation: place and time, the actors involved and their social roles, objects, and events (CEFR, 

2001, p. 46). As exampled in the empirical study of Bournot-Trites et al. (2007), students 

investigated the Acadian expulsion, and assumed the roles of Acadians that experienced this 

historical event of 1755. General communicative competences, pre-existing or newly acquired, 

were observed within roleplay (Spoken production), and narrative text (Written production).  
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     Because modes of communication vary greatly, depending on the learning environment, 

cultural influences, or age of the learner, the teacher would facilitate discovery and guide 

understanding for learners (CEFR, 2001, pp. 87–89) in given situations or contexts. 

     Classroom teachers have already developed unit plans for guiding students through Ontario 

Ministry curriculum. Integrating DBI with those plans would facilitate a pedagogical shift, where 

Drama now becomes a process that actively engages the learners. As suggested earlier in this 

project (p. 8), rather than sharing knowledge of content material in a passive, receptive mode, 

learners are now given an opportunity to effectively simulate events, roles, or situations. In this 

way, the process of Drama would encourage students to embrace the roles of inventors, historical 

figures, mathematicians, or artists. It nurtures creativity and imagination. In this way, the teacher 

allows learners to make a valued contribution at their own level, bringing with them their own 

knowledge and awareness of what and how they are communicating. It also provides them with 

explicit transferable skills that they can access to negotiate meaning, communicate, collaborate, 

and be creative (Growing Success, 2010). 

      The following suggestions to integrate DBI in programming are provided for consideration, 

whether that be in the Core French, mainstream, or an immersion setting. It is by no means an 

exhaustive list. These suggestions provide a context for learners to apply the knowledge and 

skills of effective communication that were explored in ACT (like you know what you’re doing). 

A drama process enables teachers to creatively deliver programming and enhance the learning 

experience. In my own teaching practice, I have had much success integrating Drama in the 

following disciplines. Students were actively engaged and motivated to learn. Teachers are 

encouraged to explore the possibilities offered. Throughout any or all of these suggestions, the 
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daily checklists and weekly journaling can be effectively implemented, incorporating learning 

goals specific to the curriculum content.  

 

Math Literacy 

1. Using physical activities as outlined in ACT (like you know what you’re doing) to facilitate   

a Math unit on Reflections, Rotations, and Translations, engages learners  more readily to the 

mathematical concepts. (See Appendix B for Activity #4 -  “Mirror Mime”). 

2. Creating a shopping center in the classroom invites students to explore Financial Literacy 

as shoppers and merchants. Ask students to create their own shop, with inventory, marketing, 

and pricing. Have students sell items, make change, and interact with customers. Provide the 

vendors with an opportunity to become a customer and vice versa. Enrichment activities for 

students could include bake sales for the school community.  

3. Probability games can be explored in Casino (insert teacher name here), to demonstrate 

the likelihood (or unlikelihood) of being successful. Although gain and loss ought to be 

discussed in this unit, no money or prizes should be included in the activities provided.  

 

Literacy (Reading, Writing, Interpreting) 

1. Tableau provides the opportunity to express elements of a given text, physically and 

visually, such as plot sequencing, settings, characters, conflict, and conflict resolution. 

Collaboration is promoted and can provide support for diverse levels of competence. 

2. Puppet Theatre (see Appendix C) also provides a venue for actively engaging students in 

writing and presenting original works that are structured in the same way as the shared 
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readings of the classroom. For example, fairy tales have a consistent structure. Characters 

are frequently stereotyped and happy-ever-after is the usual conflict resolution. Exploring 

alternatives to character or resolution might be encouraged to challenge student thinking. 

Collaboration is promoted and provides support for diverse levels of competence. 

Puppetry also tends to support reticent or reluctant learners.  

3. Poetry structures tend to be rigid and therefore offer an excellent opportunity to engage 

students in writing activities. From a language learners perspective, these structures may 

act as a cloze exercise. Poetry provides an opportunity for syllable work, pronunciation, 

and interpretation. Extensions may include free-style poetry, imagery, and metaphor. The 

Reader’s Theatre (see Appendix C) is an excellent venue for students to read aloud, with 

vocal dynamics in mind. This activity highlights the individual learner and celebrates 

individual progress and development as language learners. 

 

Social Studies 

1. The vocal/physical activity entitled ‘History Alive’ (see Appendix C for details) is an 

excellent way for students to communicate knowledge, perception, and interpretation. In 

this case, an instructor may focus on research/inquiry skills, or written skills from the 

monologue or presentation piece. The teacher may focus on oral communication during 

the presentation, or perhaps content knowledge for the Social Studies unit. An instructor 

has the professional right to make these choices, and to differentiate for the learners in the 

classroom. Teachers are the best providers to frame learning and assessment in ways that 

are developmentally appropriate for their students. 
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2. Re-enactment of actual events incorporating role play. For example, the previously 

discussed re-enactments of the Acadian expulsion, or the medieval feast allowed my 

students to experience an ‘as-if world’, through role play of specific socio-economic 

characters and historical events and celebrations.  

3. Students become the ‘Group of 7’ painters to identify and explore major landforms in 

Ontario. Integrated with the Visual Arts, students use their findings to paint a particular 

Canadian scene. (Specific brush techniques can be explicitly taught to facilitate visual 

depictions.) In small groups, students identify a painter, investigate/research the artist and 

the artist’s work, to report back and share “a particular painting” they found fascinating. 

Imitating or reproducing the art piece can make this a lived experienced. 

 

Science and Technology 

     The most current Ontario Ministry documents reflect the importance of investigation and 

communication skills. Mantle of the Expert ( Heathcote, 1990) is well-suited to this endeavour.  

Drama, as a process for learning, facilitates a world of research and investigation. Students 

actually participate as ‘experts’ in the field. The role of the teacher is to approach these experts  

for help in resolving a problem. 

1. Students use an engineering design process to test forces on structure. As ‘experts’, they 

build protective devices for carrying an egg. The design is tested, measured for 

effectiveness, and modified accordingly. Or, a bridge design is created, tested, and 

modified, as needed. Or, aerodynamics are explored in the same way, conducted by 

‘engineers’ who work for Boeing. Asking for the help and guidance of an expert 
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repositions learners as agents of their own learning. (This approach combines well with 

the Literacy program, where some students become reporters, and provide commentary 

on the actual experiments that are presented by specialists. Everyone has a role to play.) 

2. Students use research skills and conduct investigations of habitats. The impact of climate 

change is analyzed and reviewed. The findings are communicated in official reports from 

the experts. (Graphic organizers would support the written documentation). 

3. Students become miners in a local Ontario site (perhaps Sudbury, or other).  Before 

entering  the mine shaft, they pantomime the necessary health and safety equipment that 

must be worn and collect the tools they will need to extract a specimen (see Appendix B). 

From here, a teacher may decide to access the research and investigation skills of a 

geologist to identify various rocks and minerals. Deeper and Deeper was a brilliant unit 

to facilitate this approach, which I accessed through https://miningmatters.ca/school-

programs/teachers.  

 

Visual Arts, Music, and Dance 

     Visual Arts, Music, Physical Education, and Dance automatically imply active student 

engagement. What these areas also provide is an excellent venue for exploring culture, and 

cultural identity. Considering the diversity that is present and growing in all contemporary 

classrooms, including mainstream classrooms, it would be valuable to incorporate the specific 

culture(s) of learners in the classroom community. These language learners and their families are 

an excellent source of knowledge and perspective to explore other worldviews. Inclusion is 

critical for personal development and self-identity. Balancing the features of the culture of the 

https://miningmatters.ca/school-programs/teachers
https://miningmatters.ca/school-programs/teachers
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target language with the features of the cultural background of the learner should always be 

considered. 

     The examples provided above are only a few of the possibilities that the Ontario curriculum 

affords. I offer these examples because I have experienced them, with success, in my own 

practice. Learners have endless opportunities to explore personally relevant themes, curricular 

topics, and current issues, building personal interest and engagement. In these meaningful 

contexts, students are encouraged to use the creative and critical analysis processes to make 

personal connections to the material they encounter and the drama experiences they share in the 

classroom setting. Students, in groups or independently, generate questions, solve problems, 

inquire into meaning, and represent their understandings.  

 

Part 8 - Supplemental Resources (available online) 

 

CEFR https://rm.coe.int/16808b1688 or https://rm.coe.int/chapter-5-communicative-language-

competences/1680a084c3  

CEFR  https://rm.coe.int/cefr-companion-volume-with-new-descriptors-2018/1680787989  

CEFR https://www.coe.int/en/web/common-european-framework-reference-languages/the-cefr-

descriptors  

CEFR https://rm.coe.int/1680459f97  

CEFR https://www.coe.int/en/web/common-european-framework-reference-languages/table-2-

cefr-3.3-common-reference-levels-self-assessment-grid  

https://rm.coe.int/16808b1688
https://rm.coe.int/chapter-5-communicative-language-competences/1680a084c3
https://rm.coe.int/chapter-5-communicative-language-competences/1680a084c3
https://rm.coe.int/cefr-companion-volume-with-new-descriptors-2018/1680787989
https://www.coe.int/en/web/common-european-framework-reference-languages/the-cefr-descriptors
https://www.coe.int/en/web/common-european-framework-reference-languages/the-cefr-descriptors
https://rm.coe.int/1680459f97
https://www.coe.int/en/web/common-european-framework-reference-languages/table-2-cefr-3.3-common-reference-levels-self-assessment-grid
https://www.coe.int/en/web/common-european-framework-reference-languages/table-2-cefr-3.3-common-reference-levels-self-assessment-grid
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Pathways through Assessing, Learning, and Teaching in the CEFR 

https://www.ecml.at/Portals/1/documents/ECML-resources/2011_08_29_ECEP_EN_web.pdf  

STEP  http://www.edu.gov.on.ca/eng/document/esleldprograms/guide.pdf  or   

http://www.edugains.ca/resourcesELL/Assessment/STEP/STEPUserGuide_November2015.pdf 

SILL https://core.ac.uk/download/pdf/51197385.pdf      

Exemplars for Self-Assessment 

https://rm.coe.int/CoERMPublicCommonSearchServices/DisplayDCTMContent?documentId=0

9000016804932c3  

SEL https://www.dcp.edu.gov.on.ca/en/program-planning/cross-curricular-and-integrated-

learning/social-emotional-learning-skills  

 

Ministry of Ontario Curriculum documents 

Growing Success (2010) http://www.edu.gov.on.ca/eng/policyfunding/growsuccess.pdf  

French as a Second Language (2013) 

http://www.edu.gov.on.ca/eng/curriculum/elementary/fsl18-2013curr.pdf 

Visions and Goals for FSL 

https://www.omlta.org/wp-content/uploads/2014/06/OMLTA-FACT-SHEETS-rev3.pdf  

The Arts (2009) http://www.edu.gov.on.ca/eng/curriculum/elementary/arts18b09curr.pdf  

 

Drama-based Instruction (extensions)  

www.improv.ca 

www.creativedrama.com 

https://www.ecml.at/Portals/1/documents/ECML-resources/2011_08_29_ECEP_EN_web.pdf
http://www.edu.gov.on.ca/eng/document/esleldprograms/guide.pdf
http://www.edugains.ca/resourcesELL/Assessment/STEP/STEPUserGuide_November2015.pdf
https://core.ac.uk/download/pdf/51197385.pdf
https://rm.coe.int/CoERMPublicCommonSearchServices/DisplayDCTMContent?documentId=09000016804932c3
https://rm.coe.int/CoERMPublicCommonSearchServices/DisplayDCTMContent?documentId=09000016804932c3
https://www.dcp.edu.gov.on.ca/en/program-planning/cross-curricular-and-integrated-learning/social-emotional-learning-skills
https://www.dcp.edu.gov.on.ca/en/program-planning/cross-curricular-and-integrated-learning/social-emotional-learning-skills
http://www.edu.gov.on.ca/eng/policyfunding/growsuccess.pdf
http://www.edu.gov.on.ca/eng/curriculum/elementary/fsl18-2013curr.pdf
https://www.omlta.org/wp-content/uploads/2014/06/OMLTA-FACT-SHEETS-rev3.pdf
http://www.edu.gov.on.ca/eng/curriculum/elementary/arts18b09curr.pdf
http://www.improv.ca/
http://www.creativedrama.com/
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https://www.pinterest.ca/pin/285134220131135476/ 

https://www.childdrama.com/lessons.html 

 https://www.bbbpress.com/teaching-drama-to-kids-lesson-plans/ 

https://www.bbbpress.com/dramagames/ 

https://www.code.on.ca/ 

       

          

         

 Part 9 -Summary 

     

      Communication involves the whole human being. The skills isolated and broken down  

combine in complex ways to make each individual unique. As a social actor, each individual 

establishes relationships with a growing number of overlapping social groups, which together 

define an identity (CEFR, p. 9). ACT (like you know what you’re doing) is designed to nurture 

and promote effective use of the tools that social actors have at their disposal. The mind. The 

body. The voice. These three elements make up the toolkit that human beings use to interact with 

the world around them. The mind involves the cognitive and metacognitive skills that are 

required to make meaning. This implies more than learning content and skill. It also suggests 

reflection and understanding of how content and skill might be applied. The body involves self-

regulation and physical communication. Language is expressed through gesture, expression, and 

action. All action, intentional or not, conveys a message. The voice involves vocal 

communication in a target language. It is tempered by the dynamics of tone, volume, and pitch. It 

https://www.pinterest.ca/pin/285134220131135476/
https://www.childdrama.com/lessons.html
https://www.bbbpress.com/teaching-drama-to-kids-lesson-plans/
https://www.bbbpress.com/dramagames/
https://www.code.on.ca/
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also includes effective use of the language, itself. Developing a lexicon, a general knowledge of 

conventions, and other linguistic elements cannot be isolated from the act of communication. As 

language teachers, we seek to balance the needs of language learners to be connected to the 

world around them (relatedness), to be agents of their own journey (autonomy), and to 

continuously develop knowledge and skills (competence) of the world in which they play a role.  
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Appendix A 

Additional Activities for The Mind 

 

Activity #1 - Fruit Basket 

     Place student chairs in as large a circle as possible, leaving a single student standing with no 

chair in the middle of the circle. (This activity can be done outside.) Move around the circle, 

naming each student one of four different fruits (e.g., banana, pineapple, apple, orange, and 

repeat). All students should be designated, including the student in the middle of the circle. 

When the student in the middle calls out the name of a fruit, those students who were designated 

as that fruit must change seats with others of the same fruit. However, the student in the center 

will be attempting to get a seat as well, leaving a different student in the center. If the student in 

the center calls “fruit basket”, all students must change seats, with the stipulation that they may 

not take a seat nearest to them.  

Note: The vocabulary of this activity has endless possibilities. In my own experience, I have 

used shapes, colours, and vocabulary from other subject areas. Integrating this fun activity to 

practice vocabulary from another discipline is a creative way to engage learners.  

 

Activity #2 - Who started it? 

     Students sit cross-legged in a circle. One is asked to leave the room, so that a “leader” can be 

chosen. The leader’s job is to lead the rest of the class in an activity such as clapping, blinking, 

patting knees in such a way that the detective cannot determine who is leading. The leader must 

change activities fairly frequently, and the rest of the class must be surreptitious in following the 
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leader, so as not to make the leader’s identity easily known. Encourage students to protect the 

identity of the leader. The “detective” has three guesses to identify the leader. 

 

Activity #3 - Buzz, Flop, Splosh 

     This activity is excellent as part of  math class. Students remain in their seats and are each 

given a number from 1 to 6, then repeating until all students have a number. Have the students 

repeat their numbers to you to ensure they know their numbers. Consistently follow the same 

order of speakers. 

     In the actual game, a student starts counting, the next student counting two, the next three, 

and so on up to ten, with the following student starting again at one. No student may speak the 

number they were originally assigned. They must instead say the word “Buzz”. For example, a 

student whose turn would naturally require them to say the number 4, but had been designated a 

4 in the original numbering, would have to instead say “Buzz” (This also means that if the game 

starts in the same order the original numbers were assigned, it will go “buzz, buzz, buzz, buzz, 

buzz, buzz, seven, eight, nine, ten, one etc.) As well, the number three cannot be spoken, so if a 

student says two, the next student must say “Flop”. Those students originally assigned number 3, 

must say “Buzz, Flop” in keeping with the rule that one cannot say one’s own number, and that 

three cannot be spoken. Finally, no student can say the number six. They must instead say 

“Splosh”. Those students designated as a six originally, must therefore say “Buzz, Splosh”, again 

to remain consistent with the rules. Begin the game with all students standing at their spots. 

When an error is made, that student is required to sit. Seatwork should be available for seated 

students. The following student must respond consistent with the rules as if the student preceding 
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had not made the error. Continue the game until only a set number of students remain standing. 

Learners are incredibly adept at following the patterns here. The challenge is for the teacher to 

keep up with them and call eliminations, when needed. Avoid students calling out eliminations. 

Better to come from the referee! 

 

Activity #4 - Thingamajigs and Whatchamacallits (Trucs, Bidules, et/ou Machins) 

     Choose any two unusual items and designate them a thingamajig and a whatchamacallit. 

Students sit cross-legged in a circle. The teacher, who is also sitting in the circle, turns to the 

right, offering the thingamajig to the student, stating “this is a thingamajig”. The student must 

respond with “A what?”. Teacher repeats “this is a thingamajig”. The student again responds, “A 

what?” Teacher repeats “this is a thingamajig”. The student then responds with “Oh! A 

thingamajig! Why didn’t you say that?”, and now takes the object. That student then turns to 

their right, repeating the process verbatim. The teacher now turns to the left and repeats the 

process with “this is a whatchamacallit.” Both objects are passed around the entire circle. At the 

point where both  objects meet or pass, expect total chaos. Complete the circle with both objects. 

 

Activity #5 - Countdown 

     When you have ten minutes or less, try this with the whole class.  All they must do as a group 

is count from 10 down to zero, without two or more students speaking at once. All the students 

put their heads down on their desks, and without any planning or preparation, one by one, they 

begin to count from 10 down to zero.  If two or more students say a number at the same time, the 

class must restart at 10. This activity promotes relatedness and collaboration, as defined by 
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students. Self-governance and an awareness of others is paramount to be successful. Have them 

take a deep breath and relax...this is tougher than it seems. The day that they achieve this task 

together is a day for celebration!  

 

Activity #6 - Come to my Picnic 

     Start the game by telling the class that you are going on a picnic.  State one thing you are 

bringing to the picnic and then ask, one by one, if the students would like to come and what will 

they bring. If they choose to bring something that fits your “theme” or “rule” then they can 

come. If, however, it is not in keeping with the “rule”, then they cannot come. Come back to 

them, later. Try to get everyone at the picnic, without someone revealing the pattern. Give 

students multiple opportunities to join the picnic, by seeking multiple examples from their peers. 

Example: Animals that live in a specific habitat.... 

                  I’m going on a picnic and I’m bringing a toucan...  

      What are you going to bring? 

                   I’m bringing a dog.... 

                   Oh, sorry...you can’t come...maybe next time... 

                  I’m bringing a snake... 

                   Great!  That’ll be cool... 

 

Literacy applications: Things that begin with a specific letter, an adjective must precede the 

thing beginning with a certain letter, only accept 3 syllable words, focus on parts of speech, etc. 
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Integrated Curriculum applications: The list is endless and the opportunity to practice and 

explore and reinforce new vocabulary that emerges across the curriculum. 

Math: (2D or 3D shapes, even numbers, odd numbers, etc.) 

Science: (required vocabulary from specific units, such as Rocks and Minerals, Habitats, States 

of Matter (liquids, solids), etc.)  

Social Studies: People in the Community, Things on a Globe (for example, countries, oceans, 

lakes) Climate and climate change vocabulary, etc. 

The Arts: musical instruments, music genres, musicians, artists, actors, films, etc.  

 

Activity #7 - Pass the Object 

     Students stand in a circle.  One student is chosen to stand in the center, eyes closed. A small 

object is passed around the circle until the center student calls ‘Stop’.  The student with the 

object must name 6 nouns (you may wish to substitute verbs, adjectives, animals of the boreal 

forest, explorers, colours, etc.), which begin with the letter indicated by the center student. Avoid 

difficult letters, if possible. If successful, play continues. If not, the student takes the center of the 

circle and play begins again. Being in the center of the circle should not be a goal! A time limit 

can be applied to complicate the game.   

 

Activity #8 - King for a Day 

     Students sit in a circle on the floor. However, one student will sit in the chair (the throne) that 

is placed as part of the circle. This is the king. Students are all numbered. The student to the 

immediate left of the King is one, next to him, two, and so on. The King will have the highest 
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number. The King will lead his subjects in a rhythmic clapping beat consisting of two slaps on 

the thighs, two claps, and two finger snaps in a steady tempo. Only when snapping the fingers 

can a number be called, beginning with the King. Whatever number he calls, that student must 

respond by the next finger snaps in the pattern with another number. If the rhythm is broken, that 

individual who missed the beat must take the lowest position to the immediate left of the King. 

Despite this, each student keeps the same number. The King then restarts the game. 

The object of the game is to dethrone the King. To achieve this, the King must be the one who 

misses the beat, when his number is called. At that point the student to his immediate right takes 

the throne, and the former king must take the lowest position to the immediate left. A student’s 

number never changes, but eventually all the numbers are out of the circular order they were first 

in, at the beginning. 

     The obvious strategy of the game is to eventually move oneself around the circle, one chair at 

a time, to the right of the King, to become successor to the throne. Some students repeatedly 

attack the king. This is totally acceptable if the rhythm is maintained. Should this student 

dethrone the king, the successor to the throne will be the individual to the immediate right of the 

chair. (In my own classroom, I integrated this activity with the Medieval unit, to emphasize the 

social structure and the vocabulary connected to that.)  
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Appendix B  

Additional Activities for The Body  

  

Activity #1 - Relaxation Piece by Piece 

      Students find a spot to lay on the floor, away from the others. Eyes closed. Only the teacher’s 

voice should be heard. Ask the students to tense up a particular body part. Use words like 

“tighter...”, “hold it...”, “squeeze...” And then finally, “let it go...”.  Start with the left foot, left 

leg, right foot, right leg, lift bum off the floor.... etc.  Finish with squeezing eyes shut, frowning, 

and even wrinkle forehead. The important part of this exercise is to isolate each body part 

separately, one at a time. If you wish, you can conclude the exercise with the tension and 

relaxation of the entire body. *Students who sincerely follow your instructions will feel ‘light’ 

when they come to the end of the exercise. Have them sit up slowly and just take a few minutes 

to breathe. 

 

Activity #2 - Newspaper storm 

     An imaginary line is drawn down the center of the floor, or in the gym. The group is divided 

into two teams. The floor of each team has been equally covered with newspaper. On the 

command to begin, each team attempts to throw all their newspaper into the playing area of the 

opposing team. Play continues until one team is successful, or until time is called. Obviously, the 

cleanest space is the winner. 
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Activity #3 - Bean bag toss 

      Give each student a bean bag. Encourage them to independently find as many ways of 

throwing and catching it themselves as they can. Next, in pairs, toss one bag back and forth. 

Have the students include a movement in between catching and throwing, i.e., toss and turn 

before catching. Repeat the same in pairs with two bean bags. Then put students in groups of 

four repeating the same process beginning with one bag and working up to four. This can also be 

done in groups of six or more. 

 

Activity #4 - Mirror Mime  

     Students are put in pairs. One will initiate movement, the other will mirror it exactly. It is 

very important for students to move in slow motion to allow the partner to keep up. The teacher 

may choose to limit movement beginning only with the head and facial expressions, or perhaps 

just arms and hands. Full body movement should only be attempted after practicing and 

developing cooperation and concentration skills. Provide multiple opportunities, with various 

partners, to explore this. Slow deliberate actions and facial expressions work best! 

 

Activity #5 - Movement 

     Play simple games of “Statues” with the students, where one student (or yourself) stands at 

the front of the room with his/her back to all the others.  They must try to advance without being 

seen in movement.  So, when the individual at the front, randomly turns to look, anyone caught 
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in movement must go back to the starting point and begin again. A student who succeeds in 

touching the one at the front will become the new ‘leader’ and the game begins again. 

*Implement a variety of different ways to move, within the context of this game alone. For 

example, have students move like animals, babies, insects, old people, robots, on the moon, in 

the mud, on ice, in full armor, in a mine shaft, etc. Incorporate cross-curricular themes/topics. 

 

Activity #6- Creating machines 

     Students, in groups or as a class, develop a singular, repetitive movement and connect it 

physically to the next student until a ‘machine’ has been created.  In the second or third time 

doing this activity, consider adding a repetitive sound to each movement. The effect is 

impressive! 

 

Activity #7 - Pantomime 

     Play classic charades with the class. (Whole or small group) 

Play atmosphere walks with the class, (i.e., walk on the moon, on hot pavement, on broken glass 

swim through soup, walk a balance beam, walk through a haunted house, walk on a ship, etc.) 

Play ‘Capture’ with the class, (i.e., a fisherman trying to land a fish, roping a calf, flag down a 

cab, animal trainer in the lion’s cage, etc.) Have students pretend to... (i.e., fly a kite, blow up a 

balloon, dance a victory dance, be a safe cracker, chase a butterfly, be an animal etc.) 
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Activity #8 - Pantomime Pandemonium 

     Before the activity, the teacher prepares a class set of stick-on name tags, each one having an 

occupation, sport, activity, noun, place, or object written on it. These stickers will be placed on 

the backs of each student. Ensure that no student knows what is written on his or her back. 

Silence is necessary. Students then stand and mingle and using only pantomime to help each 

other come to understand what is written on their backs. Allow enough time for all student to be 

successful. Students, still silent, then return to a circle and one by one confirm what they believe 

is written on their back. This activity gets better every time it’s played with new vocabulary! 
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Appendix C  

Additional Activities for The Voice  

 

Warm-ups (continued)   

Fishy faces! Students will create three types of fishy faces, and you will count out slowly, 10 of 

each. 

1)Angel fish-suck the cheeks in and make little kisses for the Angel fish [X10] 

2)Blow Fish-puff out the cheeks as much as possible and blow, causing the lips to vibrate. (This 

might tickle!)  [X10] 

3)Kissing Fish-like all boys do.... extend the lips out as much as possible and make the sound 

effects of a race car or motorcycle.  [X10] 

     Next, have the students stick their tongue out at you.... No, No.....I mean REALLY stick their 

tongue out at you. Repeat this several times. The last time you ask them to do this, make it clear 

that they are not to pull the tongue back in, but let it slowly go back to its natural position, which 

by the way, is just resting slightly above the bottom teeth.  

     Next, they will begin to count slowly to ten in the following manner...one, one two, one two 

three, one two three four, ....and so on. The tongue must stay in its natural position; therefore, the 

drool should be everywhere. 

     Repeat any of these and provide a ‘look for’ when necessary. For example, the tongue 

naturally resting on the bottom teeth is difficult to achieve if the jaw is still tight. (As we did in 

the previous section, with each body part, contrasts of tension and relaxation should be evident.)  
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Activity #1 – Inner/Outer Circles 

     Divide students into two equal groups. The first group forms a circle facing outward. The 

second group forms a circle facing inward. The outer circle faces a member of the inner circle to 

make partners. Each circle rotates in opposite directions to change partners and repeat the task. 

The teacher prompts students to engage in conversation, answer a question, or share something 

they have done. These conversations can be fully scripted, or semi-structured, and focus on the 

required language content, and conventions. Improvisational dialogues are also encouraged to 

develop spontaneity and ‘real’ exchanges. The level of challenge is best decided by the teacher 

who is aware of the competence levels. 

 

Activity #2 - Oh John, Oh Marcia... 

     Students sit in a circle, and alternately say to the next person on their right, “Oh John...”- 

“Oh Marcia...”, each time saying it differently than it’s ever been said. 

 The same can be done for “yes”, “no”, “I don’t know what you mean when you say that.”, 

laughter, sound effects, etc. Incorporate vocabulary from curriculum or current themes. 

 

Activity #3 - Reader’s Theatre  

     Teachers are encouraged to use poetry, prose and non-fiction materials which are currently 

being studied in the classroom for the following practical application of the vocal skills that have 

been introduced. These materials are the most relevant to the student, as opposed to introducing 

unfamiliar works. Obviously, this reinforces the other subject material in an interesting venue, as 

well.  Students are given a reasonable amount of time to select a piece, prepare it, practice it 
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orally and finally bring it to the ‘Reader’s Theatre’. The teacher may choose group work, in 

which case the reading will be choral reading, or individual presentations. The students are fully 

aware of the elements required in this presentation. (Pitch, Emphasis, Tone, Tempo, Volume and 

Rhythm). It is not enough just to read it well. Students are encouraged to be creative and vary the 

elements, without, of course, changing the text. Consider reducing anxiety for presenters by 

asking the listeners to turn around. Or consider including facial expression and gestures in the 

delivery. They have done considerable work in the previous section on body language and 

physical expression. 

 

Activity # 4 - Puppet Theatre 

     Language learners who are reticent to speak publicly may benefit from this format. It allows 

students to distance themselves from the voice behind the puppet. The collaborative task may be 

related to Literacy content or original creations of the group. Presentations can be videotaped, or 

live. In my own classroom, students developed puppet shows based on the structure of fairy 

tales, and characters, which is fairly predictable. Altering the voice to suit certain characters was 

fun for learners, and the stress of public speaking was minimized. 

 

Activity #5 - Vocal Masque 

     A Masque is an art form that was popular in European royal courts, in the 16th and 17th 

centuries. This theatre form was for the rich and often only occurred at special occasions. The 

intent was to stretch the voice of a single performer, using a variety of sources. This art form 

demonstrates vocal variation and mastery. It’s ideal to showcase the cumulative efforts of 
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learners in vocal work. Students may choose to work independently or with a partner to prepare 

their thematic Vocal Masque. Give them class time and your support in preparing this. It’s 

excellent work within the context of your language program as well. All the components need 

not be incorporated. Younger grades may choose  to include fewer components or variations can 

be considered for individual students.  

Elements of a Vocal Masque (there is no pre-determined order) 

- a definition 

- a song (or segment of) 

- a ditty or saying (as seen in advertising) 

- various sound effects (minimum 3) 

- a poem (or segment of) 

- a rhythm (vocal or musical) 

- a quote from the Bible, Koran, religious document of the student’s choice 

- a tongue twister 

- a list (synonyms, or words related to the theme) 

- a selection of prose (or segment of) 

- a Shakespearean selection 

- a limerick (written by the student or found) 

- the repetition of a word or phrase 

Please assist the students with research in finding an appropriate piece for some of these 

elements. (Shakespeare or Racine can be quite intimidating). Some elements of the vocal masque 

can occur simultaneously. For example, perhaps it would be appropriate to read the prose with 
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background music. Simply put, the student will choose a singular topic or theme as the topic or 

subject of the vocal masque. All the elements then will be related to the topic or theme. When 

presenting the vocal masque, students in the audience, are required to listen only. This is an 

auditory presentation. This format reduces anxiety for the presenter. Technical assistance may be 

required for each presentation. Creativity and fluidity are encouraged. 

 

Activity #6 - Experts  

  Students are required to create an imaginary profession using the initials of their name. For 

example, Mike K. might create a profession of Monster Killer, explaining to the audience his 

techniques and equipment for removing monsters from children’s bedrooms. 

 

Possible elements for inclusion in presentation: (Students may brainstorm these components in 

whole group before deciding.)  

- fictitious name 

- job title and description 

- what the job entails 

- training and education required 

- years of experience 

- salary 

- benefits and perks 

- a possible demonstration 

- a diploma 
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- most memorable moment on the job 

 

     Students are required to prepare a three-to-five-minute presentation, where they essentially 

role play being a guest speaker for “Career Week” held at _____________(School), in your 

classroom. They are best delivered without cue-cards. (Cue-cards inhibit flow.) Costumes, visual 

demonstrations, diagrams, or hands on activities to promote audience participation are highly 

encouraged. Students must know their material well enough to respond to questions from the 

audience at the end of their presentation. Each presentation will end with a question period for 

the presenter on his or her specialty. They should never be caught off guard by any of the 

questions, and in fact should know the ‘job’ so well, that they can elaborate on answers.  ‘Yes’- 

‘No’ questions are really boring! In whole group, before presentations begin, discuss what 

meaningful questions might look like. What question words might elicit a full response?  

Students should be reminded of the physical and vocal work that has preceded this assignment. 

 

Activity #7 - Monologues  

       Students memorize and prepare a scripted piece to present to the class. Costumes and 

possibly props are encouraged, and the elements of physical and vocal performance are 

considered. Again, students should be aware of the physical and vocal work that has preceded 

this assignment. There are many age-appropriate monologues to choose from on the Internet.   

https://www.dramanotebook.com/monologues-kids/  

https://www.dailyactor.com/monologues-for-kids/  

 

https://www.dramanotebook.com/monologues-kids/
https://www.dailyactor.com/monologues-for-kids/
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Activity #8 - History Alive 

      Historical figures from your curriculum could be brought to life in the classroom, as students 

prepare a 3–5-minute presentation AS that character, explaining who they are and what they 

have done. Costume, props, and diagrams are included. An extension of this activity may include 

a museum presentation. Other classrooms may have the opportunity to visit ‘the museum’ of 

statues (the historical figures). When a button (located at the statue) is pressed, the student comes 

alive and begins the presentation for the listener. Consider fictional characters, too, from books 

the students are reading in novel study.   

 

Activity #9 – Improvisation 

     Free style, unscripted improvisation is rather difficult for the primary and junior grades. It is 

challenging for this age group to create dialogue ‘off the cuff’. However, simple games such as 

the Dating Game or Party can sometimes be successful, if you stay within the context of 

characters from fairy tales, current books, or movies etc. There are several ways to approach 

improvisation. This age group can sometimes handle the development of an improvisation based 

on a given location, characters, or situation. Teachers may wish to base an improvisation on 

nouns, verbs, science units, social studies units, a poem, a fairy tale, a social problem, an 

environmental problem, or a math lesson. The possibilities are endless. It is my experience that it 

will be more successful with some group planning time. Students are encouraged to stay in 

character, and stay within the role, when sharing. This venue makes excellent practice but 

requires a growth mindset. Spontaneity is very much a part of social interaction. Experiencing 

this is invaluable for language learners. Improvisation does get better with time and opportunity.  
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1. The Party game is much the same concept; however, the party host must identify 

his/her guests, without being explicitly told. When the host identifies the guest correctly, they 

leave, and a new invite arrives. Students provide a sticky note with a character that everyone 

would know before the game begins. This provides the selection of possible invites and allows 

the teacher to vet the material before it starts. 

2. The Dating Game is exactly what you know it to be. This was a famous American 

television show from the 60’s. One student, who cannot see the other players tries to identify the 

characters. The questioner must create ‘what if’ questions and /or what’s your favourite this and 

that.... (It is possible to create these questions collectively, in advance.)  These questions are put 

to the three ‘dates’ until the questioner can identify them all. No questions of “identification’ 

should be asked.  No direct “I am...” answers should be given. The three ‘dates’ respond in the 

spirit of the role. (This version is particularly appealing to the junior grades, as they begin to 

explore relationships with others.) 
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