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Abstract
Foreign language speaking anxiety has been a major obstacle influencing EFL
learners’ oral communication performance negatively. It is therefore significant to
alter the perceived mindset of learners regarding fear of making mistakes that
inhibits spoken interactions. Despite proven effectiveness of drama within in-class
practices, the effects of language-related drama as extracurricular activity on
speaking anxiety remains relatively unmapped territory in Turkey. Taking this into
focus, drama converting students’ role from passive recipients to active participants
as learner-centered approach is the primary use of the current research to shed light
on the impact of drama as extracurricular activity on speaking anxiety. Action
research is undertaken to develop critical attitude towards use of drama and pinpoint
practical drawbacks faced by the researcher in drama sessions. In accordance with
shortcomings of drama identified, it offers recommendations to improve the
conditions of drama practices with self-critical enquiry. The study adopts a mixed
method design including qualitative and quantitative data. The quantitative data
results are drawn from validated measure Foreign Language Classroom Anxiety
Scale responded by 60 participants while the qualitative data is gathered from
analytic memos, one-to-one student interviews and student mini-reports. The study
is conducted with control-group (n=30) and experiment-group (n=30) whose
participants are in elective English preparatory program at Hacettepe University
School of Foreign languages during the 2018-2019 educational year. Results
demonstrated prominent position of language-related drama as extracurricular
activity in lowering communication apprehension and enhancing confidence to
produce and understand authentic language in unpredicted variety of contexts.

Keywords: Speaking anxiety, drama, extracurricular activity, preparatory student,
action research, active participants
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Öz
Yabancı dil konuşma kaygısı İngilizceyi yabancı dil olarak öğrenen öğrencilerin
sözlü iletişim performansını olumsuz yönde etkileyen büyük bir engel olmuştur. Bu
nedenle, yabancı dilde sözlü etkileşimi engelleyen hata yapma korkusuna yönelik
algıyı değiştirmek büyük önem taşımaktadır. Dramanın sınıf içi uygulamalarda
kanıtlanmış etkililiğine rağmen, dille ilişkili dramanın ders dışı bir etkinlik olarak
konuşma kaygısı üzerindeki etkileri Türkiye'de nispeten üzerinde çalışılmamış alan
olarak kalmaktadır. Bunu odak noktası alarak, öğrencilerin rolünü pasif alıcılardan
aktif katılımcılara dönüştüren öğrenci merkezli drama etkinlikleri, öğrencilerin
konuşma kaygısına nasıl etkide bulunduğuna ışık tutmak üzere mevcut
araştırmanın temelindedir. Drama etkinliklerine karşı eleştirel tutum geliştirmeye ve
drama oturumlarında araştırmacının karşılaştığı engelleri tam olarak belirlemeye
yönelik eylem araştırması yapılmaktadır. Sorunlara uygun olarak, öz-eleştirel
sorgulama ile drama uygulamalarının koşullarını iyileştirmek adına öneriler
sunmaktadır. Çalışma, nitel ve nicel veriler dâhil olmak üzere karma bir yöntem
tasarımı benimsemektedir. Nicel veriler, Yabancı Dil Sınıf Kaygısı Ölçeği temelinde
uyarlanmış soru formuna 60 katılımcının yanıtlarıyla toplanırken, nicel veriler analitik
notlardan, bire bir öğrenci görüşmelerinden ve öğrenci mini raporlarından
toplanmaktadır. Çalışma, 2018-2019 eğitim öğretim yılında Hacettepe Üniversitesi
Yabancı Diller Yüksek Okulunda seçmeli İngilizce hazırlık programında bulunan
kontrol grubu (n = 30) ve deney grubu (n = 30) olmak üzere iki grup katılımcı ile
gerçekleştirilmektedir. Veri analizi sonuçları, sınıf dışı drama etkinliklerinin
öğrencilerin öngörülemeyen çeşitli bağlamlarda otantik dili üreterek ve anlayarak
İngilizce konuşmak için özgüven kazanmaları ve konuşma yönelik kaygıyı
azaltmada önemli bir rol oynadığını ortaya çıkarmıştır.

Anahtar Kelimeler: Konuşma kaygısı, drama, sınıf dışı aktivite, hazırlık öğrencileri,
eylem araştırması, aktif katılımcılar
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Chapter 1
Introduction
This chapter consists of problem statement, significance of the study,
purpose of the study, research problem and questions, assumptions, limitations and
definitions of terms. The aim of this section is to introduce the present study. First,
a brief background to the study is presented. The purpose of the study is discussed
next in relation to the significance of the study.
Speaking foreign languages has been one of the vitally important
requirements in the globalizing world, which leads to a careful consideration and
attention on learning and teaching speaking skill effectively (Choudhury, 2014).
Majority of the students are aware of the potential benefits of speaking effectively in
English as it opens the doors of professional career choices in the future. It has also
been challenging for most of the students as it reflects a complicated process due
to the productive capability it requires. Although English is used as a means of
communication in the class, students initially face challenges getting the meaning
across and are dissatisfied with their command of English in speaking both inside
and outside of class. From the perspective of language learners, comprehension
and communication activities in the target language particularly in natural and
unscripted sessions leads to lack of self-confidence, stress and anxiety; however,
concentrating on communicating the messages and meanings rather than
grammatical accuracy make them feel more confident when they speak in the L2.
On the other side, the classroom activities rarely involve the true representations of
the authentic English language contexts, which makes speaking harder for learners.
For this reason, using appropriate oral strategies to help EFL learners develop
speaking abilities is considered to be crucial. With respect to that point, teachers
have great role in implementing appropriate teaching instruction in teaching
language skills. Even though teachers are aware of the weaknesses of some
methods and approaches in teaching English, majority of them neglect the
significance of drama activities and its great influence on language acquisition.
Consequence of this hindrance is the emergence of language learners who are
under the risk of showing poor command of language accompanied by anxietyarousal (Hewitt & Stephenson, 2012). In this regard, teachers need to surrender
their traditional teaching practices that fall short of fulfilling the goals for the sake of
effective delivery of how to speak English.

Drama activities should gain much more importance because they may
increase students’ language skills in many dimensions through use of creative
aspect of human beings. Furthermore, they allow for cultural transmission, practice
of social skills through dramatic context. They can equip the learners from young to
adults with tools preparing the learners for real world language use. Careful
implementation of drama activities in teaching English meets the expectations of
learners because drama activities promise student involvement and engagement
into the teaching and learning process. In foreign language classroom, Mattevi
(2005) claims that application of drama carries a significant role in teaching
language because of the contextualization it provides for authentic and meaningful
communication. Implementation of drama activities can enhance speaking skills of
learners as well as providing them with relaxed learning environment. Thus, in an
effort to enhance learners’ speaking skill by bringing out speaking anxiety, this study
presents how the implementation of drama activities might contribute to learners’
speaking skill through converting their role from passive recipients to active
participants in EFL context. It is with this current atmosphere in account that the
primary purpose of this research is to investigate the benefits of applying drama
activities as an educational tool within the framework of extracurricular practice for
lowering speaking anxiety thereby developing B1 preparatory school students’
speaking skill in English as a foreign language context.
Problem Statement
The primary focus of this research is to investigate relation between drama
activities and speaking anxiety of EFL learners. The mastery of speaking skill is the
essential issue of any language, as it constitutes a huge part of the sequence of
events that take place in everyday lives. Due to this fact, the top priority of language
educators is to find out ways to develop communicative skills of EFL learners in
more natural and meaningful contexts because EFL learners in Turkey have
insufficient opportunity to interact with native speakers of English or little exposure
to English language outside the classroom.
During my teaching period, I have observed that students experience being
at a loss for words in English although they receive English language instruction
beginning in early ages. Students are usually forced to memorize structural
grammar rules and lists of vocabulary, which causes the emergence of discouraged
language learners. Students cannot consider themselves as real protagonists of the
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English classroom with feelings of embarrassment, annoyance to speak English in
front of peers, all of which may well result in avoidance practicing English. There
needs to move toward great emphasis on oral proficiency in English by exploiting
useful techniques that set up serious goals and entertaining learning environment
with purposeful activities instead of mechanical drills. Although language teachers
apply some ways of awakening the interest of learners to speak English, most of the
students behave reluctantly in communicative activities and switch back to native
language, which results in deficient capabilities in speaking skill. Teaching methods
are still limited to deep analysis of grammatical structures and translation from target
language to native language and teachers tend to design lessons focused on
following the book and presenting activities without contextualization. According to
research, students have difficulty in learning language due to greater tendency of
language teachers to use native language instead of target language in the
classroom (Kraemer, 2006). Consequently, it is apparent that students seem
disinterested and unwilling to speak English, making little or no effort at all in
practicing English when they step into the language-learning environment.
Language learners suffer from expressing themselves fluently, communicating in an
effective way. One of the most significant causes of this undesirable situation is
speaking anxiety influencing effective foreign language learning. Thus, the first step
is to elaborate on speaking anxiety that is a widespread obstacle to language
learners, creating a struggle to overcome. Numerous studies indicate high or low
levels of speaking anxiety among foreign language learners. Taking the issue of
speaking anxiety among students into consideration, it can be of serious
phenomenon existing in English language learning environment. With this, attempts
to establish possible ways need to be developed to reduce speaking anxiety and
maximize relaxed language learning in the classroom for them to successfully speak
English.
A considerable number of language teachers holding common belief that
drama is presenting a show on stage misinterpret drama by referring to it as theatre
and have boundaries to make use of drama techniques with mindset that injecting
drama into the classrooms will be time consuming and difficult to manage. This
perception may be the result of baggage from experiences of teachers feeling
insecure and unknowledgeable (Davis, 1985). Nomura (1985) proposes that drama
gives the EFL learners great opportunity to activate core factors in language
3

learning, which are cognitive, psychological and physical aspect. Through all these
facets, learners are led to discover ways of expressing themselves directed toward
the growth and development in language learning. Furthermore, many language
teachers avoid using dramatic techniques in EFL classes due to insufficient
knowledge of organizing drama activities. It is crucial to consider the various factors
hindering the development of Turkish learners’ speaking skills. Gaudart (1992)
explains one of the causes as hesitation of students with low level to show oral
communication effectively. In addition to this, Gaudart views the lack of motivation
as a significant factor that influences the leaners’ participation and engagement a
lot. In Turkey, English is not used in natural environment, which leads learners to
have little chance to practice and to be exposed to spoken language in everyday
life. With respect to these causes that needs to be considered, it is essential to
create learning and teaching environments in which learners are provided with
meaningful language practice in a contextualized way. Liu and Littlewood (1997)
underlie the significance of practice in order to achieve communicative skills. Within
these factors, non-linguistic variables such as fear of peer reaction, culture, stress
and first language interference reasons may lead to negative attitudes towards
communication in English. According to Tok (2009), what prevents Turkish EFL
students from practicing communication skills is their concentration on grammatical
accuracy and the effort to construct a relationship between their thoughts in L1 and
the corresponding thoughts of L2 in target language. Additionally, the course
designs restrict the chances to promote authentic communication setting even
though the primary aim is to facilitate speaking fluently and support face to face
interaction in L2 (Norman, 1996). Regarding the problems defining the situation in
Turkey, communication problems of Turkish EFL learners and the lack of authentic
communication setting outside the classroom need great treatment. A more flexible
and convenient way of teaching oral communication in English may be incorporation
of drama activities into existing curriculum, which paves the way for promoting
Turkish learners’ motivation and speaking skill by lowering speaking anxiety and
providing a context for meaningful language production within a comfortable
language learning atmosphere.

4

Significance of the Study
This study plays a fundamental role in the field in that it is distinguished from
the other forms of research by its implementation of action research. Action research
requires the researcher to collect and analyze data systemically, later examine the
results of implementation of particular educational practice through scientific
method. After implementation, teachers need to build up a reflective practice on
experience and improve the conditions of educational practices. This process is
carried out in collaboration with other colleagues as an essential part of this
research.
A continuum of teacher education with growing awareness in relation to
CEFR has received great attention. There is overlap between benefit of drama
activities, reflective practice and the criteria that CEFR meets. In considering the
lifelong learning dimension of the Common European Framework, practitioners
totally and actively engage in continuing professional development with action
research, taking necessary actions to seek solutions for the problems. In this
respect, teachers continue to gain an in-depth understanding with self-directed way
to enhance the quality of language teaching. CEFR encompasses the criteria called
‘’dynamic’’ which refers to impetus requiring a continuous update as a reflective
practice to strengthen teaching and learning (Council of Europe, 2001). Additionally,
in line with the principles of constructivism, implementation of drama activities offers
meaning-making process in which individuals construct a bridge between their past
experiences and personal interpretations of the world (Christie, 2005). It has a
relation to ever-changing perspective of the world. Thus, learners generate
knowledge as active participants and decision-makers based on pre-conceived
perceptions (Adıguzel, 2006; Savage, 1997). In addition, because of greater
emphasis placed on learning through social interaction, learning via drama activities
supports lifelong learning, providing learners with different situations to be adapted.
This also has a significant contribution to the learner autonomy, which is defined by
Holec (1981) as the ability to take the responsibility for all learning objectives,
processes and evaluation with self-activated role in learning process.
Contemporary research addressing language-related ECAs in conditions
including secondary and tertiary students itself is a limitation and remains to be
explored within many facets. Thus, great effort to extend the exposition of language
learners to the target language beyond the regular class hours must undergo
5

elaborate investigation toward examining the role of drama as extracurricular activity
within tertiary level environment where this thesis sets foundation of the research.
As an action research, current study introduces EFL teachers to the role of
the drama in language teaching and provides them with opportunities to improve
teacher’s practice with implementation of drama. Implementation of drama activities
involved in teaching and learning processes might be considered a less expensive
application. Because of the opportunities, it will offer significant benefits particularly
along long-term purposes when compared to the traditional teaching methods. This
study promotes the use of drama as an additional teaching practice rather than as
the single instructional way of teaching. By using this as an effective implementation,
students’ motivation and performance within the EFL classroom are enhanced
through demolishing the psychological barriers to learn English as a foreign
language in positive language-learning cycle. Additionally, drama techniques meet
the needs of teacher and learners in many aspects in assisting learners to be active
participants and representing genuine authentic contexts in which true exchanges
of information are carried out. Drama activities offer learners chances to
demonstrate the fruits of their efforts in different circumstances with the great level
of engagement and involvement within the drama activities.
The findings of this study can offer ways for teachers to know whether use of
drama as an educational tool truly makes a difference or are not suitable way in
teaching English as a foreign language context. Besides, the results can serve as
guidance for EFL instructors who wish to investigate further research on related
topic and to determine how the language learners actually approach drama in
language learning process. It may also prove to be important for L2 educators,
teacher trainers and curriculum developers while designing the language courses.
Policy drivers, syllabus designers, school administrators and educational
government should pay attention to the results of this study. In the line of their goals,
curriculum unit authorities in universities might find ways of incorporating drama
activities into the curriculum to keep the students engaged and enhance language
learning motivation as well as training the teachers to apply drama activities
appropriately within the L2 classes. Besides, curriculum developers, syllabus
designers, educators and language policy makers might make use of the results to
design new teaching practices to address popular issues speaking anxiety and
drama by using this research as a guideline.
6

Lastly, this study allows the researcher as an English language teacher to
gain invaluable insights both on a personal and professional level. I plan to apply
the research results to increase the quality of my teaching and take the leadership
role for conducting practical studies as English language teacher. I could apply the
research outcomes further to develop my teaching techniques with growing
awareness on a continuous professional development. Accordingly, this study is
hoped to make a significant contribution to those who are interested in investigation
of effectiveness of drama activities. Overall, the research itself has the purpose to
empower ELT professionals to employ reflective practice to investigate practical
focus of drama activities and make appropriate adaptations for improving present
situation.
The purpose of this study is to overcome speaking anxiety problem in English
and to offer a teaching atmosphere where the learner gets the role of protagonist in
class via dramatic context. This research encompasses the following purposes:
1. Investigation of relevant studies in drama and speaking anxiety.
2. Gathering data about EFL learners’ speaking anxiety level after incorporating
drama activities as extracurricular activity with aid of FLCAS questionnaire, student
interviews, student mini reports and teacher analytic memos.
3. Decreasing EFL learners’ speaking anxiety in English.
4. Revealing EFL learners’ approach towards drama classes by means of student
mini reports and face-to face-interviews.
5. Obtaining the results and demonstrating if drama activities have any significant
influence on EFL learners’ speaking anxiety level in English.
6. Providing EFL teachers with rigorous and appropriate drama activities for B1 level
learners at university level and allowing insights on ways for the academic and
professional growth by encouraging action research.
7. Identifying the basic problems, which come in all shapes and sizes during drama
activities, offering tips and possible solutions to deal with them.
8. To convince the authorities in the institution to reconsider and revise language
related drama as extracurricular activity in teaching English.
Research Problem
The idea of this thesis emanates from the process of my students undergoing
during speaking activities and presentations on the same road, which resulted in my
primary purpose of investigating the effects of drama activities as educational tool
7

to create anxiety free and contextualized language learning environment for my
students, allowing them to improve communication skills. The researcher has
gained a profound understanding of speaking anxiety prevalent among language
learners and the deficiency of current teaching ways that place enormous emphasis
on standardization, routinized unit completion and outcome driven perceptions,
though it does not fit the contingencies of the circumstances in the act of
communication. Taken together, process grounded in speaking English under the
influence of drama activities is valuable to hear from the voices of language learners
and drawing from practice itself. Thus, holding reflective standpoint, the researcher
employs self-directed way to facilitate personal, professional change in teaching
continuum within drama activities by investigating their impact on the speaking
anxiety that is an area worth exploring.
The Turkish students’ language learning conceptualizations registering
university reflect an affinity to the Grammar Translation Method, rather than the
willingness to use internal learner capacities in oral communication skills. English
teachers at university level need to approach students from the point of view of
demolishing barriers that restrict communication. Language lessons are still
constructed around units, which at the end, are thought to test mostly the written
reproduction rather than the output of verbal communication. Such units are covered
with pre-organized methodological ways as a part of prescribed curriculum very
much in advance, which results in learners unaware of using English as a means of
communication in natural communication situations. Traditional methods lacking in
innovative and dynamic aspect have predominantly occupied a place in teaching
English across the world. To explain, interestingly, even various communicative
methods are incorporated into teaching process but the results are substantially
different from expectations. Judging from my own teaching experience, a majority
of Turkish EFL students demonstrate lack of efficient speaking skill in English, which
necessitates creating conditions to maximize effective oral communication potential
in the target language. Considering the previously conducted studies in the area, it
is apparent that a wealth of research has been administered examining drama
instruction in the classroom and its effect on achievement of language skills. The
starting point of former studies has predominantly been to explore the link between
drama and its effects on achievement in exams or sources of foreign language
anxiety or drama and its effects on motivation. However, there is a research gap to
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be filled in the existing literature in Turkey. Considering these situations, this study
will offer practical applications of drama as extracurricular activity and its outcomes
at university level regarding learners' speaking anxiety level in English. It also
provides fresh perspectives on existing research with practical implications,
contributing to the professional inquiry of the researcher on a path to
empowerment. It helps me acquire in-depth knowledge, which makes the research
topic worthy of study and contributes to the body of already existing studies.
Therefore, it would be notably valuable to investigate what impact drama activities
have on foreign language speaking anxiety of B1 level EFL learners.
Research Questions
Concerning the research gap in the field, the research questions below shape the
process of data collection and analysis:
1. Is there a statistically significant difference between foreign language
speaking anxiety of EFL learners who engage learning with and without use
of drama as extracurricular activity?
2. What is the change in foreign language speaking anxiety of the experimental
group?
3. What is the change in foreign language speaking anxiety of the control
group?
4. What are the perceptions of students learning speaking through drama as
extracurricular activity at B1 level?
5. What are the drawbacks the researcher faces in teaching speaking via drama
as extracurricular activity to EFL learners?
6. What are recommendations for making drama activities more applicable to
overcome speaking anxiety of learners?
Assumptions
This part demonstrates some assumptions that have been taken for granted
based on reasons without any verification. Given the students who prioritized
development of English speaking and admitting the rapid social development and
educational policy changes in learning speaking skill effectively, Hacettepe
University preparatory school B1 level students are selected as the representative
sample who have goals to achieve at individual levels for future career choices.
They are motivated to get legally certified grade in English for future plans in
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educational continuum based on their personal aims. I hold to be similarity of
participants’ characteristics who have all experienced similar phenomenon,
which is speaking anxiety within the study. In this regard, they need to get rid of
anxiety-producing language environment to make use of communicative skills
efficiently.
On practical level, the researcher as reflective practitioner will implement the
chosen drama activities professionally by considering the peculiarity of the class
setting. Confidentiality is preserved and kept secure so that accurate and honest
responses will be gathered from the participants who have a kind manner and
interest in taking part in the research. Furthermore, the respondents will find the
interview questions clear to comprehend. In data collection, the instruments to be
administered for the given study will meet the criteria of validity, reliability, accuracy
and are likely to establish a picture of how drama as extracurricular activity affect
speaking anxiety, fear of making mistakes, self-esteem and oral communication
skills of EFL learners within deep investigation.
Limitations
Drama techniques are valuable educational tools in meeting the
requirements of learners available for exploitation in many circumstances. However,
it is important to highlight the limitations and weaknesses inherent in this study
regarding the possible discussion in future studies. These limitations carry
importance to the interpretation of findings and they may affect the validity of
research. To begin with, regarding the size of the sample used in this research (60),
it was in reference to the small existing groups at university school of foreign
languages and the availability of B1 level EFL learners. The results would have been
much more significant if the study had been carried out with a greater number of
groups and at different stages of their learning process instead of conducting a
small-scale study. Another possible limitation, which could affect the research’s
efficiency and outcomes, may be the time constraint with eight weeks. In this
respect, a longer treatment period might be prerequisite in order to reach reasonable
results concerning the effect of drama activities on learners’ speaking anxiety in
English.
Importantly, drama activities require a special room beforehand and a lot of
time to set everything and everybody prepared for the instruction. Drama sessions
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as extracurricular activity are carried out in usual classes, which may have affected
the implementation of drama and the results of research. As the researcher was
also the conductor of drama activities and primary instrument of data collection and
analysis on her own, her assessment is questionable. English drama activities and
bias may have limited the reliability and the participants of drama sessions may have
been biased as the researcher herself conducted scheduled interviews with them
as stated in literature (Merriam, 1998, p.42). Limitation with researcher experience
as an action research may prove difficult.
Given increased demand for receiving English education, the participants
were in elective English program of Hacettepe University School of Foreign
Languages and they were willing to attend English lessons. They also attended
drama sessions from 16:00 PM - 18:00 PM, which possibly affected the results of
this research. The focus of the study could then be framed with new research
questions that concentrate on students who come to university with different
motivations and different forms of anxiety with extended drama course, which
probably needs further refinement and elaboration along with different outcomes.
Definition of Terms
This part is intended to assist readers in understanding the key terms and concepts
precisely when stated and reading, interpreting the research.
Drama: Drama is considered a technique to create a world of “let’s pretend” which
offers learners the opportunity to portray themselves constructed on spontaneity in
imaginary contextual learning environments (O’Neill, 1995).
Anxiety: Anxiety is defined by Horwitz , Horwitz and Cope (1986) as abnormal
distress or uneasiness of nervous system such as worry or fear which is often
accompanied by persistent and uncontrollable physiological signs such as sweating
and increased pounding heart, brought about by a sense of personal discomfort,
apprehension and stress.
Extracurricular Activity (ECA): Extracurricular activity refers to voluntary activities
on the part of the student that fall outside the scope of a regular curriculum, do not
involve academic credit, and organized and pursued in addition to the normal
curriculum of school education to supplement development of skills. Extracurricular
activities demand a commitment from the students to participate and share sufficient
time outside the school hours (Cadwallader, et al.,2002).
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Foreign Language Classroom Speaking Anxiety (FLCSA): Experience of a
feeling of uneasiness and anxiety induced by speaking a foreign language in a
classroom setting.
English as a Foreign Language (EFL) Context: A community where English is
not used as a native language.
Analytic memos: The analytic memo is a sense-making tool inherent in action
research used to reflect on summaries of major findings or reflections on particular
dimensions unpredictable and emergent in classroom. It is formal documentation
periodically to get the ideas and thoughts down on paper constructing teaching
practice in a field of critical reflexivity (Maxwell, 1996). Richardson (2003) names
memos analytic insight as a powerful means of inquiry, facilitating reflexive
awareness.
Action research: Highlighting the continuous evaluation and improvement of
educational practices as self-critical enquiry, action research is the process by which
small scale intervention is challenged and mapped onto one’s understanding of
teaching to guide and engage in practical problem–solving (Skerritt, 1993).
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Chapter 2
Theoretical Background and Literature Review
The aim of this chapter is to explore the relevant literature related with foreign
language anxiety and the place of drama as a means of teaching and learning tool
in EFL context. First section focuses on drama as a concept, its place as a
pedagogical tool in EFL classes and benefits of implementing drama in EFL classes
is discussed followed by drama techniques and theoretical underpinnings of drama
intervention. The discussion moves on with the notion of foreign language anxiety
with accompaniment of its specific types of anxiety that occur and have debilitative
impacts on language learning, speaking anxiety and previously done studies.
Following the FLA, foreign language speaking anxiety is explained along with the
existing studies in the literature.
Speaking skill is one of the most significant components of communication in
EFL teaching, which requires special treatment and care and come to the forefront
in today’s dynamic and constantly evolving world of technology and communication
(Shumin, 1997). The key to successful communication is using language in an
effective way, as it is a crucial indicator of an individual’s social skills, educational
and cultural status. One of the main tenets of the social dimension of speaking is
the capability to produce utterances with confidence and effective performance in
all speaking situations. However, even students spending a great deal of time on
learning English have continuous struggle and avoid from taking risks and making
mistakes, which results in lack of security enough to use the language outside the
classroom in genuine communicative circumstances. This is mostly because of the
conventional language teaching system, in which learners are provided with little
opportunity to communicate beyond the classroom environment. An alternative way
as a solution proposed by Trivedi (2013) is to make the dramatic activities part of
the curriculum to teach English so that a meaningful domain is formulated for using
language resources in a conceptual and contextual way, making the learners more
willing to use the foreign language.
Even though history of drama dates back to ancient times, the use of it in
language learning environment from an educational point of view as part of teaching
oral communication skill has gained little attention (Smith, 1984). Furthermore, the
benefits of drama are neglected for pedagogical reasons in the world of language
education (Dodson, 2000). There has been restricted study on the use of drama as
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extracurricular activity for developing speaking skills of foreign language students
(Galante, 2012). Previous methods and approaches have fallen short in developing
oral communication skills of foreign language learners in some aspects. In order to
promise great contributions to speaking skill in language education, creative,
instructional and educational drama activities as extracurricular activity appear to be
ideal means for learners to enhance oral communication abilities. An accumulating
body of research reveals that there are many reasons for using drama for teaching
the target language (Chan, Lam, To, & Tsang, 2011; Demircioğlu, 2010; Evatt, 2010;
Gomez, 2010; Kao and O’Neill, 1998; Tüm, 2010). Davies (1990) claims that drama
fulfills the role of bridge between course-book and use of English in real-life
situations by equipping learners with tools necessary to express themselves with
desired result since real life situations encourage learners to speak, which results in
genuine communication between interlocutors. Similarly, Zafeiriadou (2009)
emphasizes the significant value of drama as a pedagogical implementation
because it creates situations in which students are encouraged to make use of their
ability to generate novel ideas by using creative aspect of human minds, which is
birthright feature for every individual.
Rationale behind Action Research
Action research has formed conceptual foundations as an appropriate
framework for ascertaining ongoing work of my enquiry within teaching speaking
through drama. The research that adopts interventionist approach grows out of the
problems in the educational context where the researcher undertakes the language
teaching and confronts the problems, specifically speaking problems in EFL classes.
I have ventured into forming a testing ground in the pursuit of bringing practical
improvements to issues in teachers’ classroom practices, which is portrayed as very
beneficial professional development strategy.
Within construction of action research, teachers undergo continuous
evolution cycle by which they embody contemporary approaches adopted, mark
remedial findings, generate new knowledge and come up with developments in line
with the requirements of particular circumstances within teaching and learning
environment (Hien, 2009). The above statement is in accord with McNiff (2002) who
claims the significance of action research that deals with the real-life situations as
problem-solving tool in one’s teaching practice that set the ground for the teacher to
have self-inquiry. This research follows action research model of Kemmis and
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McTaggart (1988) which enables systematic investigation consisting of four stages:
plan, act, observe, and reflect allowing the researcher to take methodical action.
Wallace (1998) considered action research as well-rounded in leading particularly
language teachers into the deeper situation they are investigating. The researcher
of this study argues that an open-minded attitude towards teaching instead of rigid
prescriptions for the teaching process might surprisingly rejuvenate a language
teacher and helps them gain particular vision of new teaching methods and activities
pertaining to the classroom and school environments. In line with this view,
Stenhouse (1985) once stated the role of teachers in their quest for taking control
over the climate of the learning setting in an effort to address the needs of all
learners by consistently generating the impetus for new situations (p.vi). This study
thus was undertaken for the purpose of keeping active self-exploration and selfdevelopment as a point of departure from acting as passive recipient of available
knowledge.
Drama in Learning English as a Foreign Language
The idea of using drama itself has been a flourishing acceptance for teaching
English as a foreign language for centuries (Bang, 2003) and proponents of drama
consider that the use of drama activities has definitely essential place being highly
fruitful approach to language teaching (Stevens, 1989). As an instructional tool in
language education, the role of drama is well acknowledged by the well-known
educator Dorothy Heatcote who highlights the creation of imaginary dramatic
domain in which learners are encouraged to use creative thinking, problem-solving
and decision-making abilities (Heatcote and Bolton, 1995). In addition to this,
Bournot-Trites (2007) claims that to build a non-threatening learning environment in
which students’ cognitive, psychological and linguistic aspects are facilitated in
collaboration with each other is the priority of drama, which helps teachers to
construct a safe language learning place. Similarly, Via and Smith (1983) recognize
the power of drama techniques by virtue of all its contributions to learning English.
According to Ozdemir and Cakmak (2008), drama is an essential pedagogical tool
that allows learners to develop socially and personally as well as to increase
cognitive, emotional and psychomotor development in instructional continuum.
From this perspective, incorporation of drama into the core curriculum of preparatory
schools may appear with its shining benefits through enhancing the overall
development of learners whose brains are wired to learn through an active and on15

going process. Drama successfully breaks the fixed artificiality of the classroom.
Susan Holden (1981) reports that drama integration into the classrooms makes
students sensitive to the effect of non-verbal communication that encompasses
considerable information about the message participants convey in the same way
the words convey. In other words, students gain confidence in the public sphere with
energizing and motivating attitudes of people around them that enables learners to
have successful balance of verbal skills such as recognition, expression, logical
thinking, organization and non-verbal communication skills comprising of gestures,
mimics, facial expressions and body language within the target language
(Demircioğlu, 2010; Eslami, Hu, & Huang, 2010; Evatt, 2010; Healy, 2008; Gomez,
2010; Gorjian, Jabripour, & Moosavinia, 2010; Stinson & Winston, 2011). In
sustaining interactions in verbal and non-verbal means among students by
transforming the nature of classroom into a place where the learner interests,
creativity and background experiences are valued, drama minimalizes affective filter
that is contributive to language learning (Evatt, 2010; Healy, 2001; Ntelioglou, 2011).
Participants step into dramatic context in which they have to make adjustments in
their manners, behaviors, tones, word choices and speech types taking the social
conventions of surrounding into account that somehow leave deeper and more
memorable experience in an intimate and a nonthreatening climate (Aslan, 1999;
Maley and Duff, 1982).
Benefits of Using Drama in EFL Classes
In relation to benefits of drama in learning English as a foreign language,
following part gives insights about how drama channels language learners’ energy
and enthusiasm towards learning under the light of the relevant research in
literature.
Equal Rights
Drama is a well-placed technique to engage learners in active mode of
learning by which individuals are provided with equal rights in the no-penalty area.
The concept of learner uniqueness in educational context via drama is
indispensable in order to reach impressive results in teaching English, thus
individuality

in

learner

potentials

and

capabilities,

unashamed

of

their

distinctiveness, needs to be recognized and accepted, which means equal
importance of every individual in the classroom (Eslami, Hu, & Huang, 2010; Way,
1968). Classroom within drama activities may involve a unique blend of students
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with unequal language proficiency and welcomes the diverse voices. Dewey (1916),
advocate of ideals of constructivism, pinpoints that experiences in teaching
languages cannot be handled separately independent from the individual learner in
discussion of conceptual foundations of drama. Therefore, valuing of personal
experience, invitation to reinterpretation, and open acceptance of multiplicity of
voices among and between students in the personal and social environments have
long been the subject matter of drama itself. Otherwise, according to Way (1968)
who brought a broader understanding of the uniqueness of the individual in line with
the natural development of every individual, the development of drama would
remain as a dream.
Collaboration and Cooperation
What is perhaps a more fundamental benefit of drama intervention is that
during drama activities prevail a class climate that dismiss the complexities
surrounding

foreign

language

learning

and

encourage

cooperation

and

collaboration rather than competition and judgment with which all this in mind lowers
the affective filter of language learners (Krashen, 1982). Language learning is
strongly associated with creating opportunities for interpersonal communication
skills. In celebrating diversity and bringing together groups of various perspectives
into the learning setting, drama activities stimulate language learners to climb the
next step beyond their current competence to head towards ZPD, taking advantage
of background knowledge and building on their existing capabilities. It is the process
that is based on maturation in an individual’s affective and intellectual dimensions,
for instance, using the resources available to broaden an individual’s knowledge and
capacity of establishing connections, simultaneously, guaranteeing positive
behaviors associated with emotions, feelings and self-confidence (Gill, 2013; Xiao,
2011; Yeh, 2008). In the words of Davies (1990), discussion sessions taking place
in cooperation and interaction during drama offer greater opportunities to participate
in the production of the target language, increasing the individual student talking
time. Long and Porter (1985) and Livingstone (1983) echo the same ideas as
Davies, but emphasize the importance of group-work in drama to create more time
to speak the target language and to foster student’ interactional activities. In fact,
they point out that pair work or group work maximizes the speaking time per each
student during which natural command of English communication will be
unconscious and visible in the long term, if well-handled, and students get rid of
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speaking anxiety (Ergür, 2004; Riasati & Zare, 2012; Kelner, 1993; Yeh, 2008).
Interestingly, drama operates students in classroom interaction by which they fulfill
the role of active speakers and listeners to accomplish any task and realize
problems of their peers followed by provision of solutions that is powerful opportunity
for participating successfully in any language activity (Ohta, 2001; Widdowson,
1978; Krashen, 1982; Healy, 2008).
Language Skills
Incredibly significant facet of drama activities is fostering intellectual growth
concerning students’ listening and speaking skills across different language levels
enhancing joy and motivation with nonthreatening interaction among the students
who are open to employ full extent of their intellectual powers to store oncoming
information in the long-term memory. Overall, drama techniques may serve as a
jumping-off point to other language skills, encouraging learners to internalize the
language and immerse themselves in the target language, offering learners a
chance to be skilled at listening and speaking in the target language, including the
intelligible pronunciation, intonation, stress. Gill (1995: 81) affirms the authenticity
of language generated during drama activities with its bringing the different skills in
a course where using language in a flexible and communicative manner and focus
on the meaning students are conveying and understanding takes precedence over
getting control of the linguistic forms of their utterances within an anxiety free
environment. Furthermore, drama in EFL classes is specifically contributory to the
improvement of long-term retention of vocabulary (Cook, Long, & McDonough,
1979; Dougill, 1987).
Davies (1990) accepts the use of drama integral component of the learning
process that may be applicable to any stage of the lesson. However, another
important issue according to Sam (1990) is integration of drama into the class within
the target language items embedded in context and circumstances but not in
isolation to sustain proper organization. Apart from the apparent improvement of
verbal skills, drama can bridge between acquiring concepts internalized in a
language class and transforming the acquired knowledge into problem solving skill
as real life savior-faire outside the school.
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Authentic Atmosphere
Perhaps the most significant opportunity embedded in drama is
transformation of the class into artificial linguistic environment as if the fictional
contexts were actually taking place to participants, encouraging natural
communication that caters for meaningful language acquisition without constraint
(Wessels, 1987). Given that the authentic real-life context, which exists in the
classroom in which many learners practice the range of target language forms with
positive feelings connected with the language learning process such as establishing
a humanistic environment, drama caters for both extrinsic and intrinsic students
without grammatically rigid language (Moskowitz 1980 in Sesso 1986: 6). In this
aspect, drama activities can be viewed as miniature of real world where learners are
equipped with tools necessary for real-life situations, reducing barriers to language
acquisition and production and allowing emergent language skills.
Each drama technique, by nature, adds diversion to the regular classroom
practices, reinforcing concepts and enhancing the participants’ adaptability, fluency
and interactive engagement by arming them with the freedom and confidence for
tackling the world outside the classroom (Davies, 1990).
Affective Filter Hypothesis
It is commonly perceived that the high anxiety has an impeding role in foreign
language acquisition, particularly in speaking the target language that may have
great impact on frustration of an individual’s self-confidence (Minghe and Yuan,
2013). Language learners who have not been encouraged to speak from the early
stages of learning target language are likely to demonstrate weaker communicative
behavior pattern. Learners learning a foreign language need to tackle challenging
problems carefully, including affective variables of uneasiness, nervousness,
boredom, particularly when it comes to speech production considered as a major
barrier also called mental blocks to language learning. Otherwise, anxiety
constitutes one of the most frequently observed threats regarding the affective
domains (Gardner, 1985). Bearing this situation in mind, some affective factors in
the process of foreign language acquisition needs consideration, which filter the
amount of input intake, constituting an indispensable part of Krashen’s SLA theory
with the purpose of illustrating the effects of affective variables on learners’
absorption of the target language.
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In 1985, Krashen put forward the affective filter hypothesis, according to
which affective variables, like the level of anxiety and self-esteem, can either play
facilitative role on the individuals’ learning process or inhibitive role on
comprehensible input. Under the light of Krashen’s (1982) claim, comprehensible
input is understood by using previously acquired linguistic knowledge and contextual
clues. In general, learners with low affective filter receive more input in a friendly
and harmonious class atmosphere; thereafter helping them to be more receptive to
input they receive, allowing them to achieve their goals (Richards J.C, T.C Rodgers,
2001). When comprehensible input fails to be supplied and blocked by the filter
controlling input entering the language acquisition device (LAD) and forcing learners
in high anxiety situations, acquisition of new items will also be hindered and will not
become part of students’ language communication skills (Eslami, Hu, & Huang,
2010). Krashen (1982) emphasizes the adjustable feature of affective filter as
emotional state that is associated to the learners’ success proficiency level. In this
sense, creating optimal conditions for students’ emotional preparedness for
acquiring the target language is key to lowering the affective filter in learning
settings. In order to pursue this goal, language teachers should cultivate students’
interest in foreign language learning and build up students’ self-esteem, which in
turn prevent their beliefs from being threatened by the effects of speaking anxiety.
Just as what Krashen (1982) said, in foreign language learning, students’
confidence in themselves plays more crucial role in performing well in foreign
language learning. Krashen (1982) posits that learning climates with low
psychological barriers promote low anxiety level and high motivation and selfesteem. In line with the principles of Krashen, the role of language teachers is to
empower learners to overcome the psychological barriers by setting up activities
where creative thinking skills and behaviors, cognition and emotional patterns are
enhanced by transforming class activities into entrepreneurial activity. Although
perspectives of Krashen and Terrell (1983) lack precisely how a language teacher
needs to pursue a way to promote language learning, it would be wrong to consider
it shortcoming since this allows the teachers to make informed choices with the
unhindered freedom that is valuable to them.
Effects of Drama on Affective Filter
English, as a foreign language in the ever-evolving world of technology and
communication has widely gained importance in many countries, which leads to
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more emphasis on meaning oriented perspective (Eskicumalı & Türedi, 2010). Since
1970s, the primary goal of foreign language teaching has been on developing
communicative competence of language learners, which emphasized the
importance of communication and encouraged the participation in communication
process in the target language (Larsen-Freeman, 2001). On the other side, learning
a foreign language is a complex process that embodies the amalgam of cognitive
and affective elements, both of which carries the same value (Brown, 1994).
Consequently, the approaches underwent a big change with more action-oriented
forms including the use of drama in English classes (Ronke, 2005).
Anxious students report barriers that have been constructed by previous
language learning experiences as mentioned above, reflecting somehow similar
linguistic and psychological difficulties at cognitive and emotional levels of the
individual (Morita, 2004). In addition to that, suiting different conditions of the
unfamiliar academic community at university level may seem high-pressure
provoking condition, more specifically, in the university classroom environment;
learners are expected to be active agents in any communicative verbal practice,
contributing to the discussions taking place in the classroom. The first and foremost
requirement in this situation is to hold a mirror up for the language teachers to make
them aware of the barriers and feelings of inadequate language production that is
still deficit among university level learners entering into this setting that carries more
different features than high school setting. However, language teachers have a
tendency to keep their students within the previously tried comfort zone of traditional
classroom teaching to be dealt with in a systematic pattern that mostly have no
apparent aim of easing them into acting in front of their peers with no preparation
and have some doubts to drama’s efficacy (Hawkins 1991; Wessels, 1987). It has
been claimed that drama can generate “affective space”, creating a learning
community for optimal motivation and collaborative atmosphere within the drama
space, as a natural vehicle for explorative and experiential learning according to
Augusto Boal (1995) who proposed the concept of “affective dimension” (p.21). As
a matter of fact, the primary perception in language learning has been the necessity
to establish a learning community and a supportive classroom atmosphere, in order
to lower the affective filter that keep interrupting students’ performance. This allows
for

the

enhancement

of

affective

space

where

participants

feel
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least restrictive environment, encouraging them to be risk-takers within the drama
as an effective intervention that can trigger experiential learning.
Rationales, which advocate the use of drama activities in EFL classrooms,
have a long history and a vast body of evidence affirms the effectiveness of using
drama in EFL classroom to build learner confidence significantly and lower anxiety
in a non-coercive atmosphere that constitutes the closely related facets of foreign
language learning (Chauhan, 2004; Culham, 2002; Dodson, 2002; Hayes, 1984).
Despite the existence of drama activities for hundreds of years, in the last thirty
years its implementation to develop oral communication skills has made a
breakthrough in our understanding of language development (Smith, 1984). They
may be underused at university level institutions where acceptance of drama as a
learning tool is underestimated, but language teachers need to realize the full
potential of drama activities in acquisition of language and extend the realm of
knowledge regarding use of drama in reducing affective filter, specifically anxiety
and inhibitions to speak English.
Of course, considering drama in language learning as professional
performance will elevate the affective filter, though, particularly of learners at the
prospect of losing self-esteem and face. Thus, the influence of learning environment
and high expectations of instructor on students’ speaking anxiety has been
recognized as an important factor on students’ study. To explicate more, class
atmosphere should allow movement and performance without disruption and
inhibition from the teacher, keeping them in a happy state of mind and stifling
creativity as well as promoting a positive learning environment. The triangulation of
body, mind and spirit activation puts students in the state of ‘off the defense’ as the
fundamental elements of drama activities that may offer boundless opportunities for
exposure to and practice in the target language by lowering the affective filter.
Drama based activities which have language development premise allows the
learners to achieve their maximum growth as language learners, duty of language
teachers is to work for or support, whatever measures of reconstruction we deem
necessary to remove the psychological barriers to speaking. Then, it is perfectly
natural to expect the learners of higher competency in speaking skill and propose
solutions to problems. Equally important, low fear and nervousness in oral
communication equips learners with success in language acquisition, which in turn
assist the learners in finding themselves with comfort, self-confidence and
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enthusiasm to participate in the class without restraint that will be the predictor of
the future accomplishments of EFL learners (Farris & Parke, 1993; Kao & O'Neill
1998; Stern, 1980; Via, 1976). Thus, ensuring that the class atmosphere is relaxing
by complimenting and rewarding students for collaborating is key to lowering their
own barriers to language production to reduce their anxiety. Krashen and Terrell
(1983) also strongly emphasized the value of learner-learner interactions frame in
language learning as socio-interactionist perspective. Social interaction that is
indispensable to learning accelerates language acquisition when language learners
convey meaning without rigid structural accuracy.
Language Teaching Methods and Learner Feelings
Drama has a great association with humanistic approach in many dimensions
such as emphasis upon development of emotionally positive attitudes, autonomous,
independent, creative, responsible and emotionally secure people. In language
teaching history, four methods being discussed under the humanistic approaches
advocated the view that learner’s affective domain came the forefront of
development that underlined the importance of the growth of the whole
development, self-discovery, autonomous learning, valuing the inner world and
feelings of each individual accepted unique in nature (Wang, 2005). These methods
based on principles of humanism were represented by Caleb Gattengo (1972) with
Silent Way, Charles Curran (1972) with Community Language Learning, George
Lazanov (1979) with Suggestopaedia, James Asher with Total Physical Response,
all of which advocated educational practices catering for learners' motivation,
involvement, encouragement, enjoyment, coexistence in the same environment,
self-actualization, active participation, creativity, collaboration etc.
Desuggestopedia provides some valuable insights into offering positive
suggestions used to desuggest psychological barriers on learning and eliminate the
treat and emotions learners bring with them to the learning environment so that
negative mindset leading to bad learning experiences in learners is replaced by
positive feelings enhancing learners’ self-confidence and making them believe the
achievement is reachable. It is based on mutual respect and trust; secure learning
situation, spontaneity and feeling less inhibition as well as nonverbally use of
language with response to words. Use of role-play, creative adaptation, brightly and
cheerfully decorated classroom where singing, dancing, dramatization and games
are integrated into learning process are the primary techniques exploited in
23

desuggestopedia by which it diminishes the threat and creates relaxed atmosphere
(Larsen-Freeman, 2000).
Silent Way devised by Caleb Gattegno also emphasizes the importance of
learner feelings. It advocates that feeling interference is overcome by the teacher
trying to find ways to prevent negative feelings in a non-defensive manner and
cooperation is enhanced in an enjoyable and non-threatening learning atmosphere.
Students are in a more active role with exploitation of available resources by taking
increasing responsibility for their own learning and establishing inner criteria and
gaining awareness of themselves (Larsen-Freeman, 2000).
Community Language Learning proposed by Charles A. Curran shares
similarity with Desuggestopedia in the sense that they adopt student-centered
approach giving more importance to learner feelings, non-defensive learning and
relationship building (Larsen-Freeman, 2000). Community Language Learning
offers ideas concerning the psychological requirements and brings students and
teachers together with team spirit in an effort to establish a supportive learning
community, which diminishes the threatening factors in the classroom and anxiety
for learners (Brown & Lee, 2015). Teacher acts sensitively to students’ negative
feelings and ensures security of all students that facilitates proper learning
conditions.
TPR also dealt with learner feelings and advocated the use of humorous skits
of actions without forcing the students to speak until they feel themselves ready. In
this way, it aims to relieve the anxiety learners feel on the way to learn foreign
languages that may block desirable learning conditions as well as increase the joy
as much as possible with the inherent belief in the method that unobtrusive and
relaxed atmosphere facilitates learning in a pleasant way (Larsen-Freeman, 2000).
Use of Drama in EFL Context
In relation to skills development through drama, research into the effects of
drama activities in the classroom and their applications have been carried out. In
order to explore further the benefits of drama in EFL classrooms, various types of
drama strategies and their applications have blossomed.
Susilawati (2013) carried out an action research with the purpose of
developing speaking skill of the eleventh grade 19 students in Grade XI of Language
Class using drama. The data collection instruments were observations, interviews
and documentations. The results of this study showed that the implementation of
24

drama techniques through the collaboration among research members was
noteworthy in bringing practical action, identifying the problems, finding ways of
solving problems, seeking to reach reflection followed by improvements in
classroom practices. In accordance with implementation of drama, students’
performance and achievement in the speaking learning process showed positive
results and increased systematically and seriously. Adding further insight in the
research understanding of drama as pedagogical tool by Araki-Metcalfe (2006) is
participatory action research with neat depiction of Japanese primary school
students’ and teachers’ responses to educational drama in their English language
classes, evolution of responses throughout the project and the applicability of
educational drama as a teaching method for the Japanese teachers.
Gill (2013) targeted identifying the effects of drama on oral skills of 10 nonnative speakers of English at Bond University with a study lasting over a period of
twelve weeks. Repeated measures carried out by the researcher demonstrated a
notable decrease in psychological obstacles and increase in students’ oral skills
enhancing their understanding of various accents, fluency, linguistic competence
and confidence because of the implementation of drama throughout twelve weeks.
Ranzau (2016) presented a study with participation of three Texas high
school English teachers during 2015-2016 school period. The purpose was
discovering teacher perceptions regarding drama integration alignment with
classroom practices as a teaching tool at secondary level and the factors deriving
from outside sources potentially determining the way a teacher approaches towards
drama pedagogy unit.
Gaudart (1990) focused on a research with the use of drama activities
including improvisation, pantomime, role-playing, and simulations, which highlighted
listening and speaking skills in Malaysia. Instruction was carried out with more than
300 secondary and tertiary teachers, with a wide range of training and experience,
in secondary and higher education institutions categorizing students as low-level,
intermediate or advanced. The results suggested teachers’ personality, world
perspective and predetermined perceptions about teaching shaped their
understanding of drama activities in teaching practice. On the other side, drama
activities were found to be reinforcing motivation, creativity and attention grabbing
for many students.
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Socio-Constructivist Nature of Drama
In educational context, drama with real hands-on experiences is regarded as
one of the most powerful approaches to learning as tool that finds roots in the
constructivism, which in general encompasses a broad array of complex theoretical
explanations in relation to development of skills and knowledge (Chan, Lam, To, &
Tsang, 2011; Rothwell, 2011). In other words, drama teaching may form a soul of
constructivist approach in the language classes corresponding well with
underpinnings of social constructivism, which emphasize the active construction of
the world enhanced through collaborative work by individuals (Even, 2008; Gomez,
2010). Constructivism embraces instructional methodology that will expand the
horizons of English teaching with emphasis upon process, diversity of learners as
personality-centered way. The constructivist approach appears and continues to be
in accordance with the purpose of reaching all in educational practices today (Harris
and Graham, 1994).
At the center of the constructivism is an active creation, which emphasizes
the meaning-making process of the individual mind interpreting their physical and
social environments through generating new knowledge based on their present and
background knowledge and experiences (Kolb and Kolb, 2005). It is of particular
relevance to interpretive capacity of an individual who is equipped with unique
interpretation and reconceptualization of the upcoming information (Windschitl,
1999). The constructivist approach offers reporting process of thinking based upon
meaningful constructions by making sense of our surroundings (Pritchard &
Woollard, 2010, p.2). During this process, the learner is challenged by new
knowledge and experiences to be digested, which causes mental perturbations
(Powell and Kalina, 2009).
The basic premise of constructivist theories lies in the cognitive
developmental view of Piaget and sociocultural theory of Vygotsky, which also form
the basis of drama pedagogy with its stress on embodiment, participation,
interaction, negotiation, collaboration, meaning over correct answers and reflection.
It impinges on all dimensions of real life in learning situations. Pritchard and
Woollard (2010) and Wells (2000) who are advocates of social constructivist
approach to learning stipulate that knowledge is the result of individual construction
and interpretation.
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The concept of the Social Development Theory, which is a remarkable
contribution of Vygotsky to the field of education and learning process, gained
worldwide recognition and involves the component of social interaction, and the
zone of proximal development and scaffolding. Drama has a special relevance to
social constructivist nature of learning because of collaboration and cooperation in
an exchange of understanding and expression of ideas so that learners are
activated to be aware of previous knowledge they have to construct and organize
new information (Good and Brophy 2003). Vygotsky’s social constructivism
underscores that learning takes place in a context consisting of interactions with
more knowledgeable members around the learner as the first step at
interpsychological area, which is later transformed into personal values through
reorganization

and

internalization

of

knowledge

as

second

step

at

intrapsychological area. These processes complement each other in a supportive
manner and

influence

the

individuals’

potential

cognitive

and

linguistic

developmental level in the future. Latest understanding significantly contributed to
the basic framework to which progressive student-centered theories of foreign
language teaching are emphasized, as opposed to being directed by a teacher.
Differing from the previous understanding, based on Vygotsky’s insights (in
Heathcote 1982) into the significance of social interaction in learning (1962, 1978),
dramatic context was constructed, leading to the practice of “as if” games that care
the individuals at cognitive and emotional level. According to Vygotsky (1987),
students are invited to be participants of imaginary conditions with embodiment of
different roles that is great contributory to feel more self-conscious, meaningful,
naturalistic, memorable experiences in classroom (Kao & O'Neill, 1998).
In other words, the ideas of Vygotsky gave a birth for formation of as-if world
with pedagogical and psychological principles of drama and learner-centered
theories of education, which significantly influenced the spontaneity and
communicative competence of learners (Heathcote, 1982). Additionally, for
Vygotsky (1987) the opportunities offered to learners through drama help hand over
responsibility to exploit raw and primary resources, make choices in a self-regulated
way, fostering independency and learner autonomy thus learning turns into a
realistic, more memorable that is complemented by language awareness.
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Zone of Proximal Development and Drama
ZPD is not characterized as a physical place but a metaphoric definition
(Lantolf, 2000) to the boundary where learner can overcome the difficulties and
expand the understanding level with assistance bid by bid under the guidance of
more knowledgeable others referring to a capable instructor, peer, siblings or
parents closely involved in the learner’s life who is more capable than the learner
regarding particular tasks, concepts and notions (Daniels, 2001; Stone, 1998;
Vygotsky, 1978; Wells, 1999). ZPD is the property that is actualized as a result of
interaction between learners and learning circumstances. The level of assisted
performance also named scaffolding in ZPD is gradually removed and responsibility
of the task for taking control of learning is transferred to the child for tomorrow of
development (Vygotsky, 1978). The phenomenon of scaffolding occurs when the
more knowledgeable other selects the stimuli most appropriate for the learner in the
enrichment of the student's learning experience whenever needed (Gorjian,
Jabripour, & Moosavinia, 2010; Ntelioglou, 2011). Vygotsky regards scaffolding as
the primary and determining factor to help the individuals move subsequent zones
in sociocultural settings (Wells, 2000). Pritchard and Woollard (2010) further cites
the role of scaffolding in moving the learner further in the zone of proximal
development through provision of proper individualized assistance based on learner
capabilities to fill the spaces between next level attainable and independent learning
that EFL learners greatly benefit from drawing upon previous knowledge and
meaning making process of upcoming information.
A number of writers and researchers have applied this approach to learning,
but only a few have developed a wider perspective into a discussion of drama and
speaking anxiety in EFL classes. Drama activities cannot be the panacea for
pedagogical challenges in teaching English. It has its own strengths and
weaknesses

for

learning

circumstances

that

may

mitigate

against

its

implementation. This approach, popularized in recent years, is not to be understood
as a substitute method for traditional pedagogical implications, but rather as a
complementary teaching and alternative possibility, which may be used to open new
avenues in improving the quality in education, specifically decreasing foreign
language speaking anxiety as classroom-based research. The basic principle is
selection of relevant content compatible with curricular goals and objectives in
congruent with the essential principles of constructivism: Content-oriented,
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authentic, process-related and learner-centered usage of drama across school
curricula.
Entering the World of the ‘Drama Techniques’
This section provides an access to the most commonly used drama
techniques, deepens the understanding of drama techniques with a special focus
on the context of existing literature.
Improvisation
Drama, which cares about both the cognitive and emotional aspects of the
individual, is a process of learning where participants can be taught through carefully
structured experiences, which include plays, re-organized plays and dramatic
context (Henry, 2000). At the very core of the concept of improvisation technique is
involvement in a set of actions that are unscripted, unrehearsed, spontaneous
speaking, acting, reacting to stimuli provided by facilitator without preparing for a
scene (Landy, 1982). The content for the improvisation activities may arise from the
participants’ previous experiences and interests with the primary focus on
sponteinety of actions in an unrehearsed means (Johnstone, 1989). Improvisation
encompasses attunement to a situational context as well as spontaneous decisionmaking, unpredictability and problem solving. Improvisation motivates language
users enacting roles in imaginative and hypothetical circumstances to be active
participants in authentic and dynamic situations thereby encouraging learners to
sharpenspontaneity, personalize the learning process, discover their own
resources, improve self-esteem and ultimately lead to the development of positive
self- concepts and achieved progress (McCaslin, 1990). Tapping on participants’
background experiences is valuable source to reduce the tension and selfconsciousness considerably in EFL classes McCaslin (1990). Roles and situations
given on the spot and demand to react immediately and personally to an unexpected
situation in the nature of improvisation allow the participants feel at liberty to use
their own imaginations and to make their own spontaneous contributions to the
development of characters in the construction of situations. The emphasis given by
Maples (2007) is on provision of opportunities to develop language skills in terms of
vocabulary, pronunciation, proper use of grammatical rules, social interactive skills
and confidence thereby engaging learners in interactions and allowing for trustbuilding setting (Florea, 2011). Practicing an improvisation exercise generally brings
core language skills together at once. Participants need to be aware of verbal and
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non-verbal elements of communication, make use of contextual clues and give
response immediately depending on the circumstances they involve in either as
entire class or smaller groups (Altay, 2005; Florea, 2011). Improvisation operates
better through invention and active participation of all the learners in the classroom
so that invitation to generate meaning will lead to phenomenal improvement in selfconfidence levels.
Pantomime and Mime
Miming initially may seem strange for both language teachers and learners.
Why advocate a way that does not demand any speaking for learners? A simple
story, picture or any conversation written on the slips could be read followed by
miming. John Dougill (1987) defines mime as "a non-verbal representation of an
idea or story through gesture, bodily movement and expression". The great power
of miming lies in its emphasis upon non-verbal communicative skills, which develop
self-confidence of students by encouraging them to act out any concept or idea
regardless of lexical elements of communication employed in speech. A mime
technique does not necessarily require students to use language, but it acts like a
facilitator for the use of language in the following stages of language development
(Savingnon, 1983). This view is supported by Dougill (1987) who asserts that
miming activates the language production at pre, while and post stages of activity.
Its strength is to involve the learners with limited language abilities in the activities
(Hillova, 2008). Over-estimating the use of miming would be wrong due to the
weaknesses in the communication. Long et al., (1976) warn language teachers not
to rely upon miming as sole resource but to implement it as an alternative way. The
performance aspect of miming may emerge as a problem; thereby some students
may tend to watch a mime rather than being an active participant of performing.
Role-play
Role-play is the drama technique that many language teachers are already
familiar with, therefore the most desirable one as a means of intensifying learning
process. Role-play requires participants to involve in naturally occurring interaction,
adopt a particular role such as doctor or engineer and to draw on all the language
resources they have. However, teachers may interpret role-playing in different ways.
The most accepted application is assigning roles to different learners and asking
them to read the dialogue aloud accompanied by teacher correction on
pronunciation or emphasis. It is greater attempt to move them away from this
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structured understanding of role-play and form circumstances, which would drawing
on existing experiences and knowledge opening up the space for opportunities not
only to speak spontaneously and expressively, also to encourage them to be as
inventive and playful as possible. Role-plays may range in relevant to the language
needs of students from simple activities for weaker students to advanced students
in EFL classes. Students are likely to participate in all the social layers of language
communication through role-playing. In role-playing, students are assigned roles of
imaginary characters, and are involved in given scenario by giving imaginative
responses (Jones, 1978, p.10). Regarding the idea that drama plays a significant
role in language teaching, role-play is an ideal way to enable learners to exploit their
individual store of language and experiences, later to transform them in different real
or imaginary social contexts with particular identities. In this regard, role-play allows
learners to adopt roles similar to real life circumstances outside the class
(Livingstone, 1983). Role-play is worthwhile experience for students because it
offers the opportunities to take actions and interact with other pupils, stimulating
reality in order to communicate on a broad range of topics (Huang, 2008). Following
framework of the role-plays, it is the responsibility of the language learners to
assume their fictitious roles in controlled scenarios to practice wider range of
language.
Simulation
Simulations have the purpose of promoting social interaction situations in
which an individual is involved in particular context and takes the responsibility for
his/her decisions. Hyland (1993) defines simulation as provision of problem solving
activities in a predetermined natural context. Simulation is in congruent with the
tenets of constructivism in that it involves simplified contexts of real world in which
the learners attempt to construct knowledge with subjective representations, which
leads to greater activation of learners’ psychomotor, affective and cognitive learning
fields, facilitating long-lasting and realistic information (Brookfield, 1990). According
to Brookfield (1990), simulations is closely linked to constructivist perspective of
learning through activating specifically learners’ emotional, cognitive and kinesthetic
learning domains that tend to result in a deeper and more memorable experience to
store in the long-term memory.
Sometimes simulation and role-play are considered the same thing since
simulation’s features overlap with role-play to some extent. According to Gaudart
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(1990) and Ladousse (1992), what distinguish simulation from role-play is that
simulation requires greater exploit of specialized skills acquired through experience
and understanding of information. The distinctive feature of simulation is the use of
predefined conditions and limitations regarding the allocated context. Hyland (1993,
p.16) explains the basic difference between role-plays and simulation as role-plays
are performed with the goal of practicing target function of language in a tightly
controlled setting while simulation is performed with the purpose of providing
simulated environment in which learners need to interact, solve problems and make
decisions to develop a range of communicative and interactive skills. Simulations
reflect the events individuals come across in real life situations, which are usually
used with adult learners instead of young learners as background knowledge and
cognitive abilities may be insufficient (Dougill, 1985, p. 139). In this way, simulations
serve to generate an urgent mutual need for communicative interactions, and at the
same time, learners will be equipped with tools necessary to build confidence for
oral communication in English.
Drama games
There is often a prerequisite for English teachers to provoke a reaction and
build in some relaxation before a lesson starts. To achieve this, drama games are
valuable tools for a wide range of purposes and with different educational purposes
in consideration. By using drama games, learners will not only reach a deeper
understanding of topics involved, but also their enthusiasm will be heightened.
Drama games are a lifesaver, which generally permits the teacher to complete in
short durations generally less than fifteen minutes and involve rules, active
participation and involvement. Students may have tendency to violate the rules of
any game so teacher must ensure the rules are clear for everyone (Wessels, 1987).
Wessels (1987, p. 30) describes a drama game as a dynamic process in which a
physical activity and a mental challenge are employed by learners, also called
actors, to enhance the creativity, promote interaction and think in a critical way and
unlock spontaneity of class atmosphere. She also defines the allowance of drama
games as the provision of context to use expressions emotionally, linguistically and
paralinguistically as the learners are encouraged to put themselves into another
person’s shoes, leading them to have freedom to unclose variety of emotions by
using body language.

Drama games are distinguished from role-plays in that

learners’ focus is on pursuing the accepted rules and instructions that states the
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way game should be played appropriately and being the most successful one
(Maley, 1984, p. 137). Drama games may also serve as an introductory engagement
tool, flowing natural to other drama activities for learners without overwhelming fear
of participation (Davies, 1990). Drama games thus may be benefit in sustaining
learners’ willingness in performing the following activities and their entertainment
and self-reliance towards learning English (Stoate, 1984).
What is Foreign Language Anxiety?
Foreign language anxiety has been found a complex and multifaceted system
(Young, 1990) and it has long been recognized as a prevalent phenomenon in
foreign language learning. Therefore, many scholars have proposed a considerable
body of research on foreign language anxiety in language learning. Horwitz et al.
(1986) credited with being first to recognize foreign language anxiety as a separate
and unique construct particular to language learning, explains foreign language
anxiety as “a distinct complex of self-perceptions, feelings and behaviors related to
classroom language learning arising from the uniqueness of the language learning
process” (p.127). Previous studies on anxiety and language learning identified
foreign language anxieties as performance related that are analyzed in social and
educational contexts including communication apprehension (McCroskey, 1970),
fear of negative evaluation (Watson & Friend, 1969), and test anxiety (Sarason,
1978), all of which assists language teachers in gaining in-depth understanding of
the basic and inherent features of foreign language anxiety. Horwitz (2001)
contributed to language anxiety with psychological aspect as it has wide range of
potential negative effects on learner psychology (p. 114). Furthermore, Young
(1991) describes anxiety as debilitating affective variable in the process of learning
foreign languages, which can hinder learners’ interactional skills and fluent language
production as well as readiness to initiate and enter into communication with people
(p. 58).
Types of Foreign Language Anxiety
MacIntyre & Gardner (1989), Cattell & Scheier (1963) and Spielberger (1966)
distinguish three general aspects of language anxiety: trait, situation-specific, and
state anxiety. Trait anxiety pertains to an individual’s general tendency to feel
anxious in a wide range of circumstances (Dornyei, 2005). It is relatively stable
personality feature (Scovel, 1978), which is likely to remain unchangeable over time.
State anxiety, on the other side, reflects the temporary construct that can vary from
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moment to moment and from situation to situation over time as an emotional
response to particular situation perceived as a threat stimuli in a certain context such
as in an important exam. (MacIntyre 1999, p.28) and often provokes emotional and
behavioral changes in a person, leading to symptoms such as perspiration, muscle
convulsion, rapid heartbeat or sweaty palms. MacIntyre (1999) leads to emergence
of anxiety type called situation specific anxiety that is limited just to a particular
situation. For example, experience of anxiety when a student is addressed by a
teacher to speak English in front of peer falls into the category of specific anxiety
reaction. In this respect, foreign language anxiety is generally defined to encompass
the features of situation-specific anxiety (Horwitz, 2001; MacIntyre & Gardner,
1994). A situation-specific anxiety carries similar characteristics with trait anxiety
because of remaining static even if time passes, but the main issue is whether
behavior

is consistent across

multiple

situations

or

emergence

of

fluctuations depends on conditions since situation specific anxiety calls for change
from situation to situation.
Foreign Language Speaking Anxiety in EFL Classes
Involved in various factors as complex process, speaking is an interactive
process, and a means of social solidarity, which in turn merits more thought and
require language learners to make decisions quickly, transforming knowledge into
speech smoothly and generate sentences, adopting them to suitable circumstances
(Brown, 1994). Many students in foreign language classrooms generally consider
speaking as the most anxiety provoking experience associated with language
learning (Campbell & Ortiz, 1991; Horwitz, Horwitz, & Cope, 1986; MacIntyre &
Gardner, 1989), and among the four language skills, deep anxiety predominantly
stems from situation of speaking (Koch & Terrell, 1991; MacIntyre & Gardner, 1994:
Wilson, 2006: Palacios, 1998). Following the existence of foreign language speaking
anxiety, many learners suffer from it, which requires the analysis of speaking itself.
Price (1991) investigated reasons of what contributed to students’ anxiety
experience in foreign language class and it was reported that students feel stressed
out about their act outs and start to “freeze” in the moments they need to speak in
front of others with respect to participation in speaking activities. Shumin (1997)
points out that being an effective foreign language speaker means being equipped
with communicative competence that is defined as the ability to internalize both the
grammatical rules of a language and generate contextually proper language
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articulations (Brown, 1994, p. 227). Acknowledging the role of anxiety in speaking,
it can manifest itself through unconscious actions and reactions including nonverbal behaviors such as blinking, blushing, sweating, and blanching, involuntary
tremor of the hand, avoiding eye-content, frequent clearing of the throat, keeping
silent and stuttering. Carter & Nunan (2002) defines speaking as the productive and
interactive skill in its nature because of the processing and reciprocity conditions.
Foreign language anxiety is a sort of nervous-system arousal that many EFL
learners are susceptible as an affective state. The most anxiety-evoking situation
among the four language skills is considered the speaking skill in foreign language
learning in many research centering on the notion of anxiety (Young, 1992; Öztürk
and Gürbüz, 2014; Humphries, 2011). Anxiety may have profound effects on many
dimensions of foreign language learning, particularly on speaking skill by hindering
learners from reaching a desirable level of language proficiency (Alrabai, 2014).
FLSA is attributable to tremendous sources. Öztürk and Gürbüz (2014) found
that foreign language anxiety primarily originates from three fundamental reasons:
negative reactions of peers to a small mistake, demanding the highest standards,
fear of failure. FLA takes place in productive language competencies such as
speaking and writing rather than in reading and listening (Chiu et al., 2010). Sila
(2010) reported the dependency of foreign language anxiety in Turkish adolescent
students on the skill to be taught. FLA demonstrates higher levels in the receptive
skills at beginner level while that anxiety shows high levels in the productive skills
as proficiency increases. This anxiety occurs even in talkative people with
observable behaviors such as remaining silent and withdrawing from activities in a
FL class when they confront communication apprehension (Aydın, 2008; Ay, 2010;
Horwitz et al., 1986).
The anxiety may manifest itself with psychological and physical abnormalities
among students such as irregular heartbeat, muscle tension, sweaty palms,
trembling, dry mouth, sweaty palms that inhibit one’s capacity to engage in a
conversation in the target language. Psychologically speaking, learners are trapped
in unpleasant perceptions and associate the language learning with negative
emotions and ideas; quite likely, those affective states will hamper students’ chance
to save their self-confidence in language learning and this circumstance drags
learners into a silence in which the individual forms self-efficacy perception of
incapability to overcome the threat of the difficulties. What is worst, occurrence of
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this phenomenon often transforms into a continuing unpleasant situation due to poor
achievement blamed on the way to speak English and will persist for some time on
the journey of learning the language. However, it is important to make students
aware that anxiety is transient and an avoidable situation. In the study of Chiu et al.
(2010), the largest portion of anxiety in students was due to speaking in an FL class
(p.109). Accordingly, in the study of Horwitz et al. on anxiety, students suffered from
speaking anxiety-related symptoms for an extended period of time (1986). With the
intention of coming up with remedy for solving that problem, Miccoli (2003), Wood
Shand, (2008), Zerey (2008), Gorjian et al. (2010), Galante (2012) considered the
provision of drama techniques in FL settings as a means of facing real life situations
with less difficulty based on pedagogical and psychological principles. Another
anxiety source underlines context-specific dimension of speaking anxiety. One of
the most widely accepted and acknowledged another factor is communicating with
native speakers. Many studies noted that engaging themselves in interaction with
the native speakers of the target language is also evaluated as a source increasing
speaking anxiety in previous EFL studies (Çağatay, 2015; He, 2013; Mak, 2011;
Thompson & Lee, 2013; Woodrow, 2006). Constant contact with the native speakers
of the target language might be effective in order to get rid of the pressure of making
mistakes. Mak (2011) claimed that speaking demands output that frequently triggers
anxiety in many circumstances because of learners’ primary concentration on
articulating utterances freedom from error instead of delivering meaningful
utterances. However, this concern may negatively influence the learner’s
imbuement to perform the speaking tasks and competency to reach a certain level
in information processing (Liu, 2006; Mak, 2011).
FLSA inevitably occurs in educational environments where language
teachers should endeavor to form a class climate less nerve-racking and to boost
students’ communicative abilities with a variety of practical and productive ways.
Stern’s (1980) study results were convincing in that drama assisted language
learners in increasing self-confidence and that they could overcome the anxiety to
speak English in front of other people. Korean EFL students also reported positive
feelings including relaxation and self-confidence in speaking English at the end of
drama-based English language learning program (Coleman, 2005).
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Foreign Language Speaking Anxiety Studies
Acknowledging the multi-faceted nature of language learning anxiety,
numerous research studies have been conducted to investigate the phenomenon of
foreign language anxiety in particular revealing a range of potential sources,
strategies to alleviate its debilitating effects in different contexts. Gomez (2010)
investigated the use of drama as a promising method in the teaching of English
contrary to long-established teaching practices as a means of contributing to overall
oral proficiency with pronunciation at segmental or supra segmental level and
fluency focus. The participants were Spanish native language speakers receiving
pre and post intervention over a three-week period. The results demonstrated the
effectiveness of teaching English through drama when compared to traditional
teaching practices. Speaking anxiety and the journey on the road to learn language
is so closely bound that a perceived attack is commonly mentioned negative
experience many language learners reported. Price (1991) reached that speaking
is anxiety arousal phenomenon that traces back in part to pronunciation difficulties
and negative reactions from other class participants followed by long standing
resistance of language learners to speak target language. In view of situation,
numerous studies have addressed the issues associated with foreign language
speaking anxiety. Çağatay (2015) presented a research with the number of 147
Turkish student participants at the English preparatory program of a state university
to reveal EFL students’ Foreign Language Speaking Anxiety (FLSA) and anxietyproducing factors supported with some possible treats as contributory to language
development and communicative skills of the learners. The results revealed
existence of anxiety condition produced in Turkish EFL at a moderate level. In the
same vein, Öztürk (2009) conducted a study regarding the major sources,
determining factors of foreign language speaking anxiety with the number of 383
Turkish EFL pre-intermediate level preparatory program at a state university. The
results demonstrated the existence of low level speaking anxiety phenomenon
despite the students’ perception of speaking as a primary anxiety-triggering factor
resulting in despair, stumble, and rejection of any communication activity. Yalçın,
İnceçay (2015) put forward a mixed method research focusing on the incorporation
of spontaneous speech activities including games, role-plays and debates to
decrease the student's English language speaking anxiety. It was carried out in ELT
department at a private university with a period of 14 week. Questionnaire, open37

ended essay answers, a focus group interview conducted demonstrated the
effectiveness of spontaneous speech activities in creating a non-threatening
learning environment and in decreasing speaking anxiety. The paper of Liu (2006)
explored the nature of anxiety in Chinese undergraduate non-English majors at
three different proficiency levels. Data gathered by means of survey, observations,
reflective journals and interviews demonstrated that less anxious students are the
most proficient ones, who were most triggered by the circumstances of talking to the
teacher and being at the stage in front of their friends. Using target language in
speech activities among friends and during pair work caused less anxiety. In another
study, Balemir (2009) investigated the reasons behind foreign language speaking
anxiety and the relationship between proficiency levels and degree of foreign
language speaking anxiety. He explored the sources of foreign language speaking
anxiety and the relationship between proficiency levels and degree of foreign
language speaking anxiety. The analysis of the quantitative data gathered through
a proficiency exam demonstrated the existence of moderate level of foreign
language speaking anxiety of participants and that language proficiency of language
learners did not have a significant role on degree of foreign language speaking
anxiety. The qualitative data collected through interviews from 234 participants from
the departments of Basic English, Electrical and Electronics Engineering,
International Relations, English Linguistics showed that major anxiety triggering
sources were teaching, and testing procedures, personal reasons, and fear of
negative evaluation of foreign language speaking anxiety in this EFL context.
As evidenced in the above studies, a considerable number of research in the
literature demonstrate a strong tendency for research related to speaking anxiety,
which attracted the most attention specifically from the perspective of major sources
and relation to achievement level. In spite of a great body of studies on foreign
language speaking anxiety, the number of researchers exclusively concentrated on
relationship between foreign language speaking anxiety and drama activities has
been scarce and there are relatively very little FLA research examining how drama
activities can contribute to the reinforcement of oral communication skills in lowering
foreign language speaking anxiety. Towards this outcome, this research employs
drama activities to investigate how foreign language speaking anxiety is affected for
EFL learners. Findings from this research extends the use of drama activities by
showing the significance of action research by which the researcher enriches the
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understanding of foreign language speaking anxiety and drama as extracurricular
activity for EFL learners, identifies the self-reflective accounts of obstacles and
favorable circumstances encountered when drama is introduced to preparatory
school EFL learners.
Extracurricular Activity
Drama, especially actualized in extracurricular activities, is regarded as
modern educational paradigm that fosters holistic approach to teaching various
skills. There is growing evidence and trend that participation in extracurricular
activities (ECA) held at school can make a difference both academically and
professionally in contemporary education. They provide extensive opportunities for
students with engagement in various arenas ranging from athletics, school clubs
and orchestra, social clubs, academic clubs, fine arts, student leadership
organizations, debates and drama to theater to develop a sense of belonging,
lasting friendship, and strengthen the student-school connection and self-esteem
(Bloomfield & Barber, 2009; Rubin, Bommer & Baldwin, 2002; Mahoney & Carirns,
1997). The study of drama as extracurricular involvement is not a new field of study,
but newly emerging specifically within the purpose of teaching foreign language in
Turkey. Worldwide, students participate in typically scheduled outside of the regular
school day activities that do not constitute a part of the standard academic
curriculum on a daily basis (Bartkus, Nemelka, Nemelka, and Gardner 2012;
Holland & Andre, 1987). Bartkus et al. (2012) pointed out the voluntary aspect of
extracurricular activities in which students receive no numerical rating or academic
credit. Extracurricular activities take place outside of school hours, but operation
under the guidance of school administration within the school setting or outside of it
and with parental allowance (Holloway, 1999, 2002; Simoncini and Caltabiono,
2012; Stoltzfus, 2007; Tezcan 1980).
Extracurricular activities provide educational, social and psychological
opportunities. The emphasis of extracurricular activities is on group dynamics,
improvement in social skills, communication, leadership, time management skills
and other social skill-building and positive development for the participants. An
accumulating body of research demonstrated numerous positive effects of ECAs on
academic achievement overall in particular school subjects, such as social sciences,
mathematics, science and English (Bryan et al., 2012; Dumais, 2009; Fredricks &
Eccles, 2008; Mahoney, 2000; McLure & McLure, 2000; Knifsend & Graham, 2012).
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However, the power of extracurricular activity by virtue of all its contributions to some
positive behavioral and psychological impacts on children goes beyond repeatedly
articulated advantages. There is also a strong association between student
participation in extracurricular activities and grades, improved attendance,
decreased absenteeism, facilitated personality development, positive behavior,
improved concentration and stress release (Dumais, 2009; Eccles & Gootman,
2002; Dworkin, Mahoney, Larson, Eccles, & Lord, 2005; Fredricks & Eccles, 2006;
McCarthy, 2000; Reeves, 2008). Students who are part of any type of extracurricular
activity perform excellently and attain greater results than students who are not
involved (Fujita, 2006; Reeves, 2008; Klesse, 2000).
Proponents of student participation in extracurricular activities add another
dimension by claiming that ECAs deriving from learner participation merit much
attention and enhance academic achievement, contrary to the perceived
disadvantages and interference with school achievement. These advocates point
out increasing importance to examine the value of extracurricular activities to boost
student motivation, time and stress management skills as well as student behavior,
academic achievement, socializing with peers (Castle, 1986; Steinberg, 1988).
Informal out-of-classroom interaction is more likely to increase language proficiency
of learners due to promotion of communication and social interaction that provides
a meaningful room for practicing language, taking risks and making mistakes in safe
environment (Ernst-Slavit, Moore, & Maloney, 2002; Grassi, Hanley, & Liston, 2004;
Zhang, 2007). In light of this, students do not perceive the criticism as threat but as
learning goal and chance to learn (Ernst-Slavit, Moore, & Maloney, 2002; Ma, 2010).
Extracurricular activities strive to create life-long effects to develop comprehensive
educational experiences intentionally aligned and coordinated with an academic
area studied for the attainment of the core curricular goals bringing change in
student’s language skills and development of real-life skills (Reva, 2012). One of
the early philosophies (Millard, 1930, p. 12) underpinning extracurricular activities is
the enrichment of learners with activities that emanate from curricular aims and
cultivation of core curricular goals. In this vein, it is essential to complement extracurricular and curricular goals that are consistent with the educational objectives of
the institution in response to the interests of students for the development of a wellrounded, socially skilled, and healthier student as well as supporting in-class
activities (Bai, Corra, Gifford & Wells, 2015; Holland & Andre, 1987; Holloway,
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2000). Extracurricular activities serve the same goals with time and energy devoted
to extracurricular endeavors that strengthen theoretical knowledge and concepts of
democratic life in accompaniment of a relevant extracurricular activity unlike
common belief that they prevent students from accomplishing scholarly pursuits
(Lunnenburg, 2010).
Students who participate in well-designed, developmentally appropriate
extracurricular activities possess awareness of the benefits and many opportunities
derived from their participation. Numerous researchers have recognized the
intellectual, academic, social, physical, and emotional growth of students who
participate in extracurricular activities (Darling, Caldwell, & Smith, 2005; Holland &
Andre, 1987; Mahoney, Cairns, & Farmer, 2003; Silliker & Quirk, 1997; Tavani &
Losh, 2003). The extracurricular curriculum is not designed around lessons, but a
special form of an educational institution’s pedagogical work to be carried out
through regular groups of learners. Accomplishments are built from experiences in
extracurricular activities regarding the vital nature of being involved in some
meaningful processes in which individuals’ sense of commitment is fostered and
heightened and academic goals are followed as well. The impact of participation in
these planned educational endeavors on learners’ achievement has been under indepth investigation in relevant literature so far (Broh, 2002; Holland & Andre, 1987;
Mahoney, Cairns, & Farmer, 2003; Marsh & Kleitman, 2002; Shulruf, 2010).
In terms of social development, involvement in extra-curricular activities
results in a strong connection to school and feel a greater sense of attachment and
commitment to the school community in a less formal learning setting than the
school classroom. (Brown & Evan, 2002; Dumais, 2009; Fredricks & Eccles, 2008;
Grassi, Hanely, & Liston, 2004; Knifsend & Graham, 2012; Morrissey & WernerWilson, 2005). A study carried out in Russia context demonstrated positive
outcomes of ECA on language learners’ oral communication abilities and selfconfidence (Druzhinina, 2009). A research carried out in the Canadian context
revealed no straightforward perceived effect of ECAs on their foreign language
acquisition while great satisfaction was found to be more meaningful in ECA
compared to the skills attained in daily classes (Boehm, 1972). Extra-curricular
activities occurring in a less formal environment have also been found to establish
powerful student-student and student-teacher rapport as well as strengthening
positive relationships and encouraging students to partake in opportunities for
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collaborative learning, which may provide chance to develop life skills and
empowering to become lifelong learner (Brooks, 2007; Fullarton, 2002; Mahoney &
Stattin, 2000; Mahoney & Cairns, 1997; Marsh, 1992; Penner & Wallin, 2012; Zaff,
Moore, Papillo and Williams, 2003). Equally important, the depth of the relationships
established between teacher-student and student-student is the strongest predictor
of the decisions made by students to sustain the participation in ECA, and the factors
affecting the connection among ECA participants need great attention in the
formation of powerful relationships and persistence (Conrad, 2004; Larson, 2004;
Mahoney, Eccles, &; Fredricks & Eccles, 2006; Rhodes, 2004; Shosh & Wescoe,
2007).
Theoreticians of Communicative Language Learning offered a landscape of
foreign/second language education to be transformed into ECA as means of
broadening regular curriculum, and pursue goals in an informal setting for practicing
language skills (Krashen, 1981; Oats & Hawley, 1983). The move towards
experiential learning spaces by means of extracurricular activities promotes
transformation abstract ideas into concrete representations as well as production of
multi-dimensional students within the all-round development of the individuals
(Cubukcu, 2012; Kohonen, 1992; Nunan, 2004).
Developed countries regard objectives of extracurricular activities both outof-class activities and in-class activities fundamental for the development of studentcentered learning environment, an awareness of society, character building, the
feeling of responsibility, moral values and creativity. For example, in Japan selecting
an extracurricular activity designed and balanced along with academics in addition
to regular classes at school for two hours is compulsory. (Güvenç, 1992: p.294).
Extracurricular activities combined with the atmosphere of working in
cooperation and collaboration can enhance responsibility taken for individuals’ own
learning with regular time commitment and energy devoted, which reflects the
principles of learner autonomy (Benson, 2001; Holec, 1981; Kentish, 1995;
Reynolds, 1996; Zaff, Moore, Papillo and Williams, 2003). In this vein,
extracurricular activities have inherent power of promoting independence and
valuing individual opinion, which was proved by numerous studies in that they have
equal significance to regular courses for proper development of skills yielding
positive results (Tenhouse, 2003; Eccles at all, 2003). ECA are often considered to
set the foundation for lifelong learning in an ideal context further nurturing long-term
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outcomes physically, intellectually, socially, and emotionally as well as academic
accomplishments (Akos, 2006; Bloomfield & Barber, 2009; Fredrick & Eccles, 2008;
Darling, 2005; Dotterer, McHale & Crouter, 2007). Learners find a way of exploring
their own way to gain some degree of autonomy through structured learning
activities that complement the formal curriculum (Nunan, 2000, p. 171), and attain
capability to accomplish creative work and learning by means of experience on their
own (Benson & Voller, 1997), which reflects the qualities of a successful language
learner regardless of methods or methodologies grounded inside the language
classroom (e.g., Lightbown & Spada, 1997, p. 34). Allowing students to apply the
knowledge, language-related extracurricular activities serve as emergence of
qualified and autonomous language learner through connecting the practice with the
theory in an ideal learning context (Littlewood, 2012, p. 8).
There exists a greater possibility that English learners, more specifically, from
joining these extra-curricular activities, would demonstrate socially and linguistically
development as a result of a safe context of practicing and using their newly
acquired language without embarrassment. Teacher supervision in extra-curricular
activities alleviates the tension to use the target language and enhances the selfconfidence and risk-taking despite the errors in pronunciation and grammar
(Cubukcu, 2012; Ernst-Slavit, Moore, & Maloney, 2002; Schumacher Dimech, A., &
Seiler, R. 2011).
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Chapter 3
Methodology
The previous sections have mainly concentrated on the theoretical
dimensions of the research overall. The purpose of this chapter is to shed light on
the research design, setting and participants, instruments, and data collection
procedure and data analysis. Data for the present study are gathered as both
qualitative and quantitative study with the tools of questionnaire, semi-structured
interviews, analytic memos as well as student mini reports. This chapter gives a
vivid description of the setting in which the research takes place and participants of
research, a brief description of data collection and analysis.
Setting and Participants
The participants of this study consist of students involved in elective
preparatory course on their own demand at Hacettepe University, a state university
in Ankara. They are provided with a one-year-intensive English course by School of
Foreign Languages. At the beginning of academic year, all the new students are
required to take placement test administered by The School of Foreign Languages.
As the result of final score, students are placed into the levels. The participants of
this study are chosen through convenience sampling and a wide range of
occupations involving business administration, statistics, mathematics, psychology,
economics, history and philosophy are represented. The ages of these students
range from 18 to 30 years. Learners normally have 20 hours of instruction a week.
Those who are identified at the level of B1 are the participants of this study. The
number of 60 students consisting of 30 control and 30 experimental group of
research group participants are determined for this study with drama activities
implemented in experimental group while control group does not receive treatment
of drama activities. All the participants are Turkish students learning English as a
foreign language and both groups are equivalent in number and comes from similar
social, cultural and financial background. Most of the students in both groups live in
the same area that is Beytepe Campus; therefore, they are exposed to the same
environmental and cultural effects. This implementation continues 8 weeks with two
hours per week. The levels are determined with consideration of the Common
European Framework of Reference (CEFR). English File (Fourth Edition), Q-Skills
(Second Edition, Headway (Fourth Edition) and Select Readings (Second Edition)
by Oxford University Press are used as a course package throughout one academic
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year. The course-books are the same for both groups. Both of the groups follow the
arranged curriculum while experiment group is introduced to a vast range of drama
activities as extracurricular activity. The main purpose of course-books is to develop
EFL learners’ overall capabilities of grammar, listening, speaking, and writing in a
foreign language. One B1 level class is selected as the class of intervention of
drama activities to explore the impact of them on speaking anxiety and two groups
are compared accordingly. The researcher takes place as a participant observer in
the drama activities performed with class and reports the findings during drama
activities and reflection on how drama activities affect speaking anxiety of B1 level
prep EFL learners through analytic memos as a means of data collection. The total
number of students participating in drama activities is 60 and their age ranges from
18 to 40.
Examinations in spoken English at preparatory school are done with one by
one, face-to-face assessments of speaking and listening skills with one observer
and students’ own lecturer. Exam preparation aims at developing the
communicative skills and increasing self-confidence among students. Speaking
exams take the form of an unprepared conversation with two raters, one is students’
own lecturer and the other is another rater. Tests take 5 to 10 minutes because of
the level B1. Students are expected to respond to a sequence of questions the rater
asks. The rater may ask follow-up questions related with the topic directed to the
learner if necessary. At each stage, students are required to perform oral production
and interaction that will reflect their capability to communicate meaning and
messages as well as fluency, accuracy pronunciation, vocabulary and grammar are
assessed with a dimensional rubric specially designed to evaluate oral
communication.
Data Collection Process
In order to carry out the objectives of this study, various quantitative and
qualitative data collection instruments are utilized. The following instruments collect
the quantitative data: Pre and Post Foreign Language Speaking Anxiety
Questionnaires (See APPENDIX C) gathered from control and experimental
research group participants. The following instruments collect the qualitative data:
Student mini reports, and semi-structured interviews with the students, and analytic
memos of the researcher. Participants are given consent forms to confirm to take
place in the study.
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Data Collection Instruments
Data collection instruments that are Foreign Language Classroom Anxiety Scale,
Student Mini Reports, Student Interviews and Teacher Analytic Memos are
explained in a detailed way hereunder.
Foreign Language Classroom Anxiety Scale (FLCAS)
This study utilizes the questionnaire as one of the data collection instruments,
which is adapted from Horwitz, Horwitz, and Cope (1986) with the purpose of
exploring the students’ anxiety responses towards speaking English as a foreign
language. The instrument is intended to explore language learners’ foreign
language speaking anxiety in classes with a theory based on 33 statements
instrument called FLCAS. The instrument has proven to have great validity and
reliability with Cronbach’s Alpha Coefficient of .93, and test- retest reliability that
applies initial and follow-up test of .83 in the study with a sample of 78 participant
over a study period of eight weeks (Horwitz, 1991; Horwitz et al, 1986). Cronbach’s
Alpha values for the communication apprehension corresponds to .77. Aida (1994)’s
attempt to review Horwitz et. al.’s three components model of FLCAS reported a
Cronbach’s alpha coefficient of .94 with a sample of 96 students in Japanese
context, which shows that FLCAS adapted for particular context was able to provide
reliable and valid results at measuring anxiety levels of language learners. Gürsu
(2011) tested Horwitz et al.'s three-dimensional construct of foreign language
anxiety by validating an adapted FLCAS for students of Turkey in a sample of 353
participants in total from Yıldız Technical University Basic English Department. Her
study yielded the internal consistency of .82 using reliability coefficient. Thus, it is
the indicators of reliability and validity of the instrument for further studies related to
anxiety as a tool to measure Turkish students’ anxiety level.
The questionnaire is distributed to both control and experimental group at the
beginning of the study and at the end of the study. Before the administration of
questionnaire, necessary modifications and adjustments in Horwitz, Horwitz, and
Cope (1986) questionnaire are carried out and it is formulated to investigate EFL
learners’ speaking anxiety in English. Questionnaire consists of 33 statements
regarding the learners’ foreign language anxiety. The test is administered to both
groups before the implementation of drama activities as pre-test and after the
implementation of drama activities as post-test. Participants are provided with
simple instructions on how to give responses to the questionnaire as well as are
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encouraged to refer back to their experiences in speaking activities. Confidentiality
is kept and questionnaire takes about 10-15 minutes to complete. The participants
are asked to fill in the tests, which are divided into two parts. First part is the
introductory part and the second part is foreign language classroom anxiety test
itself. Introductory part contains certain personal questions to provide key
information about the participants such as name, age, department and the
proficiency level in English. Pretest involves questionnaire items to detect students’
foreign language speaking anxiety prior to the study. When the results of prequestionnaire demonstrate that significance level is lower than 0.05, which means
that control and experimental group do not have apparent different speaking anxiety
in English, the research moves on with intervention of drama activities in experiment
group. Following the pretest, the study moves on with implementation of the drama
activities lasting 8 weeks for experiment group. After the last drama session, post
questionnaire is administered to the participants. The purpose of speaking anxiety
test is to reveal to which extent students feel speaking anxiety in English. The
questionnaire items range from one to six points in Likert scale (1=strongly disagree,
and 5=strongly agree) and participants are asked to tick off the statements from 1
to 5 as an indicator of their speaking anxiety in English. Independent t-test within
Statistical Package for Social Sciences (SPSS) version 21 is utilized to analyze data
and to find out whether there are any differences in terms of speaking anxiety levels
of students in English between groups. Independent T-test is used to compare the
mean scores of control and experimental group’s pre, and posttest. A paired
samples T-test is run to compare two conditions that represent pre and post-test
results taken from the same participants within the control and experiment group.
The questionnaire items are translated into participants’ native language and are
piloted to ensure proper comprehension before adjusting its final shape. Researcher
ensures that misinterpretation is avoided and relevant equivalences of the
questionnaire items are maintained. Later, translated questionnaire is administered
to small scale and necessary adjustments are carried out.
Pilot testing
The scale researcher is interested in using to evaluate speaking anxiety
levels was assessed in aspects concerning reliability and validity to collect
information on appropriateness. The Turkish version of the foreign language anxiety
questionnaire was also reviewed to dissolve any disagreements by three colleagues
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to find a common ground and verify for clarity. It was pilot-tested on the intended
sample in order to avoid any sources of confusion in the wording of the items and
make changes on the questionnaire items if needed before the distribution of
questionnaires.
Student Mini Reports
Pupil feedback papers are useful complementary source of information to
collect further data in measuring speaking anxiety level of EFL learners. Thus, the
speaking anxiety questionnaire is complemented with the findings from student mini
reports as a research tool for collecting data. Over the eight weeks implementation
period, the students are distributed reflective papers to share their opinions and
experiences during drama activities and give written feedback, which are collected
at the end of every drama session. Student mini reports are systematically evaluated
to convert qualitative data into quantitative data in tables. Student mini reports reflect
responses of participants with predetermined questions, which attempt to gather
students’ reactions towards learning English via drama and collect data for
sustainable development of foreign language speaking anxiety.
The purpose of the student mini reports is to gain insight into learner reflection
upon drama activities as the basis for exploring reactions and learner performance
of any task during drama activity and elicit any evidence of foreign language
speaking anxiety and effectiveness of drama as extracurricular activity for EFL
learners. The student mini reports require participants to complete the reports with
words, short phrases and sentences, select expressions or numbers from the 10point numerical scale as representations of their reactions towards the each drama
session. While giving feedback in English, students are likely to struggle and feel
uncomfortable because of limited competence in English. Therefore, student mini
reports are kept in Turkish as after process evaluations of student reflection. As
qualitative data analysis tool, pupil mini reports will be valuable source in helping
researcher make further improvements in drama activities and in exploring if
feedback provided to the drama activities throughout study process has any
influence on speaking anxiety and uncover any indicators of speaking anxiety in
drama sessions.
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Student Interview
A semi-structured interview is adopted to gather further data from
participants, aiming to investigate the students’ reflections and viewpoints on drama
as extracurricular activity. The researcher establishes a conversational behavior,
probing into intentions, positive or negative feelings, ideas of respondent reflecting
upon elucidation of experiences, which is a great strength of semi-structured
interview with a set of questions generated instantaneously (Corbetta, 2003, p. 270).
At the end of the 8th week, participants in half (N=15) from the experimental research
group participants from study setting are involved in the interview session and
selected purposefully. Researcher takes observations during drama activities as
basis to choose which students to be interviewed to hold key informant interviews.
Interviews are intended to reveal students’ reflections on and understandings of
drama activities perceived by the EFL learners. Predetermined open-ended leading
questions providing natural flow of conversation and various responses in their own
words are addressed during the interviews. Each respondent has the opportunity to
deliver rich data uncontaminated by researcher interpretations to maximize the
effectiveness of the interview. Researcher holds the interviews in Turkish. Interview
questions emerge from items in the Horwitz's “Foreign Language Classroom
Anxiety Scale” (FLCAS, 1986). At first, the researcher gets the participants involved
in the interview as soon as possible and provides transition between questions
throughout the interview.
Verbatim transcriptions of the interviews are prepared for content analysis of
all recordings. The results from interviews are analyzed systematically by unitizing
the words, phrases and sentences through which researcher counts relevant
elements of the oral material. The primary issue is based on the convenience of the
drama as extracurricular activity for influencing EFL learners’ speaking anxiety in
English. The timing of each interview is planned to last 10 minutes on average.
Interview questions are prepared by researcher, which sheds light on the
measurement of speaking anxiety in English and the participants’ opinions towards
learning English via drama activities. In order to get maximum sound clarity in
interviews, places with minimal distraction are chosen. As soon as the interviews
are audio-recorded using a voice recorder and are transformed into verbatim
transcript, researcher makes content analysis. Coding is performed on soft copy of
the transcript and identification of main issues, similarities and differences are done
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with the guidance of experts to help manage transcriptions and interpret
appropriately.
The questions of the interview:
1. Which class activity did you find the most beneficial with learning English among
all the activities you did? Why?
2. Which class activity did you find the least effective with learning English among
all the activities you did? Why?
3. Do you think the drama activities help you decrease your anxiety in speaking
English? How? Please explain.
4. Did the use of drama affect your feelings/ attitudes towards English lessons?
5. How do you feel about the class atmosphere during drama activities?
6. What three adjectives can describe your drama experience in class? Please
explain.
7. Do you want to continue learning English with drama activities in the future?
Please explain.
8. Is there anything else you’d like to share about your experiences during drama
activities?
The questions above seek to delve deeper into participant responses through
directing follow up questions occurring at the very end of the drama intervention as
a final decision-making means.
Analytic Memos
To reach better understanding of teaching process via drama activities,
researcher creates of a record in the form of analytic memos from the onset of the
study to make critical investment, which enhances the process and strengthens
outcomes of research. The researcher observes the teaching and learning process,
takes the descriptive notes of the process and keeps analytic memos about the
bigger picture based on her experiences throughout drama as extracurricular activity
for eight weeks. Researcher reflects on and evaluate participants’ drama experience
through analytic memos that fulfill the role of indicators of learner speaking anxiety
in English. These reflective commentary regarding the effectiveness of and
reactions to the drama activities are continuously evaluated at the end of each
drama activity to explore how drama activities influence students’ speaking anxiety
in English. The analytic memos mainly consist of notes, which are important
classroom details, some students’ feedback during drama activities. It includes
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reflective practice, if the activities work as expected, if the allocated time is sufficient
for each designed drama activity, how students show performance for the given
drama activity and how speaking anxiety is effected during drama activities. Memos
are employed as a strategy by researcher, which student interviews and student
mini reports data are incorporated into to enhance continuity of conception
throughout the research process.
Drama activities
In this study, diverse motivational drama activities, which aim to foster
participants’ motivation and active participation, more importantly to lower speaking
anxiety in created situational contexts, are selected (See APPENDIX C) The primary
sources of drama activities implemented throughout study are the book written by
Sarah Philips (1999) and the book by Duff and Maley (2005). Drama activities and
the content to be covered in school curriculum complement each other. In the
selection of these activities and the preparation of their lesson plans, two
experienced EFL language instructors working at Hacettepe University Material
Development Office are consulted, and eight drama activities are chosen to be
implemented in the study on the behalf of contributing to the content, decreasing
speaking anxiety as well as reaching the objectives of the curriculum. Framing
drama activities with students’ needs and interests in mind, they are tailored to the
students’ expectations and background experiences in the learning process.
Data Analysis
There are both quantitative and qualitative data collection procedures
implemented, which resulted in differentiation in data analysis. In terms of
quantitative dimension of the study, pretest-posttest design model is carried out with
Horwitz's “Foreign Language Classroom Anxiety Scale” (FLCAS, 1986). In terms of
the qualitative dimension of the study, semi-structured interview with students,
student mini reports and analytic memos are main data collection sources.
Quantitative Data Analysis: Foreign Language Anxiety Scale (FLSA)
The current research is based on a pretest-posttest design that involves two
groups of participants: an experimental and a control group. At the beginning of the
experiment, the participants in both groups take the Foreign Language Classroom
Anxiety Scale, which is followed by a treatment stage that is drama as
extracurricular activity for the experimental group. The purpose of pre-test is to
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determine speaking anxiety in English of both groups and to set baseline which will
be utilized to compare the results of the post-test. After the treatment, in order to
see the effectiveness of the treatment in the experimental group, a posttest is
administered to these two groups. The results obtained from FLCAS are collected
before and after the drama instruction. To compare the means of students’ speaking
anxiety level before and after the drama intervention between the groups, an
independent sample t-test is utilized to with SPSS program version 21 to determine
any possible difference in terms of speaking anxiety of the experimental and control
groups. The paired samples t-test is used to determine whether there is statistical
evidence between the mean score of pre and posttest results gathered from the
same participants within the same group. When the pre-test results of control and
experimental groups demonstrate significance level that is lower than 0.05, which
means that control and experimental group experimental and the control groups are
equivalent in terms of speaking anxiety levels in English at the beginning of the
experiment, the research moves on. The results of the pre-test and post-test
implemented to the control and experimental groups, as well as the subsequent
means and statistical data results will be demonstrated in tables along with
interpretations.
Qualitative Data Analysis: Interview/Student Mini Reports/Analytic Memos
All participants are informed in writing about the nature of research before
being involved. The participants are guaranteed confidentiality and informed. The
qualitative data from analytic memos, student mini reports and student interviews
are transcribed, organized, and coded through the method adapted from O’Connor
& Gibson (2003) model step by step. The data obtained from the participants’
responses to questions in semi-structured interview are analyzed using content
analysis to investigate the effect of drama activities on speaking anxiety of EFL
learners. The content of the responses is reviewed and analyzed in the original
language, Turkish. The interviews are voice-recorded with the permission of the
interviewees and transcribed into a written form, which is required for an interpretive
process. The researcher initially begins with being well acquainted with the data
through re-reading the original verbatim text to reach a much more comprehensive
sense of whole text and phenomenon in interviews. Later, researcher divides the
whole text into smaller meaning units with preserving the content message. The
development of the content analysis is data-driven with inductive reasoning design.
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The student responses are organized around general code with descriptive labels
(e.g., feeling pressure, relaxed class) and responses corresponding to each code
are systematically unitized in the form of words, phrases and sentences. As the
research progresses, researcher moves back and forth in developing themes and
codes though altering codes, adding new codes, or discarding codes for the study
in case there could be naturally emerging codes and theme. In other words, the
continuous coding process is performed to gain different perspectives and to
maximize the stability and reliability, reflecting on a regular basis. Unnecessary
information that does not correspond to the purpose of the study is excluded. As
soon as meaning units have been identified, the researcher develops categories
that fit into codes and raw data from verbatim transcribed interviews are analyzed
to formulate internally homogeneous codes and themes. Keywords and phrases are
stored and counted for giving frequency with patterns and relationships. Analytic
memos are investigated in line with the emerging themes from the student mini
reports, interviews and analytic memos and the analysis is carried out with
extracting meaning from the naturally occurring data. Reoccurrences are validated
with the help of three colleagues in the analysis of the qualitative data to identify the
emerging themes and codes.
In the light of following primary research questions, the research
methodology throughout the research is summarized in the following table.

Table 1
Summary of Research Methodology

Research Questions
1. Is there a statistically significant
difference between foreign language
speaking anxiety of EFL learners who
engage learning with and without use of
drama as extracurricular activity?
2. What is the change in speaking
anxiety of the experimental group?

3. What is the change in speaking
anxiety of the control group?

Research
Instrument

Questionnaire

Questionnaire

Questionnaire

Data
Collection
Sample
60 elective
English
Program
Students
30 elective
English
Program
Students
30 elective
English
Program
Students

Data
Analysis

Quantitative

Statistical
Analysis

Independent
Sample TTest

Quantitative

Paired
Sample TTest

Quantitative

Paired
Sample TTest
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4. What are the perceptions of students
learning speaking through drama as
extracurricular activity at B1 level?

5. What are the drawbacks the
researcher faces in teaching speaking
via drama as extracurricular activity to
EFL learners?
6. What are recommendations for
making drama activities more applicable
to overcome speaking anxiety of
learners?

Student Mini
Reports
+
Semi
Structured
Interviews

30 elective
English
Program
Students

Analytic
Memos

Researcher

Qualitative

Content
Analysis

Analytic
Memos

Researcher

Qualitative

Content
Analysis

Qualitative

Content
Analysis
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Chapter 4
Findings
This chapter goes into greater depth to explain findings from the data collection
tools; Foreign Language Class Anxiety Scale, Student Mini Reports, Student
Interviews, Analytic Memos respectively.
Quantitative Data Results: FLCAS
In this section, the deep analysis of the data emerging out of the pre-test and
post-test FLCAS of Experimental and Control Groups is presented. This part aims
at analyzing the data gathered from the questionnaires in order to answer the
research questions that follow:
1) Is there a statistically significant difference between foreign language speaking
anxiety of EFL learners who engage learning with and without use of drama as
extracurricular activity?
2) What is the change in speaking anxiety of the experimental group?
3) What is the change in speaking anxiety of the control group?
This section is divided into four sub-parts. The first part illustrates the pre-test
results administered to experiment and control group; the second one represents
the analysis of post-test results after the implementation of drama activities; the third
part focuses on the comparison of two groups. Fourth part reveals the comparison
of pre and post-test results within the groups for experiment and control. The
statistical analysis results of the gathered data by FLCAS are revealed on account
of the research questions by using Statistical Package for Social Science (SPSS)
21 with rigorous statistical analysis. In choosing the right statistical approach, the
researcher considered the type of questions addressed in the study, the type of the
items integrated in the questionnaire and the nature of the gathered data in drawing
the way through the decision-making process. This study’s primary focus was to
explore if there is any change in speaking anxiety level of EFL learners at B1 level
after the intervention of drama sessions, which required the researcher to include a
pre-test to ensure that the experimental and the control groups were equivalent in
speaking anxiety levels prior to exposing experimental group to drama manipulation.
Independent sample t-test was employed since the purpose of using questionnaire
was to find out whether there was a statistically significant difference between
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control and experimental groups whereas paired sample t-test was run to reveal
changes in speaking anxiety levels of experimental participants tested at before and
then again after drama intervention. Independent sample t-tests were used as the
research has two independent groups of people and the researcher is interested in
comparing their scores for speaking anxiety. The anxiety questionnaire was applied
twice; one applied before the drama treatment as pre-test, second applied at the
end of the treatment as post-test during the research study. To this end, quantitative
data were gathered through questionnaire from 60 voluntary preparatory school
students, namely, Hacettepe University School of Foreign Languages. The return
rate of the pre and post-tests gathered from the control and experiment group
participants was 100%.
The most commonly used tool with 33-item assessing FLCAS, developed by
Horwitz et al. (1986) was used to measure FLA levels related to Communication
Apprehension, Test Anxiety and Fear of Negative Evaluation. The factor analysis of
Aida (1994), who attempted to refine foreign language classroom anxiety, revealed
the underlying structure of the FLCAS with four factors measuring speech anxiety
“3, 13, 27, 20, 24, 31, 7, 12, 23, 33, 16, 1, 21, 29, 4, 9” with the two items “18, 8”
which were reverse-coded regarding speaking English in a classroom context.
Factor 2 labeled as fear of failing comprised of items “10, 25, and 26” with one
negatively loaded item “22”. Factor Three, comfort, consisted of Items “32, 11, 14”.
The last factor labeled negative attitudes involved just one Item “17” and one item
“5” was reverse-coded. The questionnaire items 2, 5, 8, 11, 14, 18, 22, 28 and 32
are reverse coded that required researcher to re-code the participant responses and
calculate accordingly. Possible scores on the FLCAS range from 33 that stands for
minimum score showing low anxiety experienced to 165 that represents the highest
score demonstrating the great anxiety level of the participant.
Pre-test Results of Experimental and Control Groups
The pre-test, which consisted of 33 statements regarding foreign language
learning anxiety, was administered to two different sets of people at the onset of the
research. The data obtained from anxiety tests were analyzed through Statistical
Package for Social Sciences (SPSS). The pre-tests took place the week before the
drama sessions started and Independent Sample T-test was run in SPSS to
calculate the statistical significant difference in terms of speaking anxiety in English
between the above mentioned two separate group of participants.

In the
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questionnaire, 18 statements aimed at measuring learners’ speaking anxiety, and
the following Table 2 displays the descriptive statistics for the control and
experiment groups before the treatment along with the interpretation of results that
illustrate the speaking anxiety levels of participants before the intervention of drama
activities in the experiment group.
Table 2.
Pre-test Results of Experimental and the Control Groups

Pretest_Speaking_Anxiety

Groups

N

Mean

Std. Deviation

Std. Error Mean

Experiment

30

4,1926

,50175

,09161

Control

30

4,1275

,33042

,06033

Levene’s
Test for
Equality of

t-test for Equality of Means

Variances
95% Confidence
F

Sig.

t

df

Sig.

Mean

Std. Error

Interval of the

(2-

Differen

Difference

Difference

taile

ce

Lower

Upper

d)
Equal
Pretest_

variances

Speaking

assumed

_Anxiety

Equal

9,896

,003

,594

58

,555

,06514

,10969

-,15442

,2847

,594

50,17

,555

,06514

,10969

-,15515

,2854

variances
not
assumed

The results of the independent sample t test (for pre-tests) illustrated that the
mean score of the experimental group before the study was not significantly different
from that of the control group in terms of speaking anxiety level in English. This
analysis was carried out to ensure group equivalence and establish a baseline at
the onset of the experimental period in terms of speaking anxiety level to prevent
initial differences. The pre-treatment measurements revealed that two unrelated
groups were equivalent in terms of foreign language anxiety level before the drama
intervention. Since there were no considerable mean differences between the
control and experimental group with respect to pre-treatment measurements and
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population before the treatment was done, the study moved on with the available
groups of participants considered comparable in terms of speaking anxiety.
The descriptive statistics displayed that in the experiment group, the mean
was 4.19 while in the control group’s mean was 4.12. The mean of pre-test scores
indicating the speaking anxiety of participants refers to “Agree” point on the Likert
Scale. Based on these findings, the groups’ mean scores were almost equal (a
difference of 0.0651) implying that there was no significant difference in scores for
experiment (M = 4.19, SD = 0.50) and control (M = 4.12, SD = 0.33) groups. Drawing
a picture of how students evaluated their speaking anxiety in English, the test result
(p=0.555) of sig. (2 tailed) demonstrated that there was no statistically significant
mean difference between control and experimental group before the implementation
of drama activities along with the 95% Confidence Interval of the Difference, sig.
value greater than 0.05, t(50,17)= 0. 594, p=0.555. The alpha level were tested at a
significance alpha level of 0.05 taking the risk of committing 5% Type I error. The
variation of scores (Levene’s test) for two groups was less than predetermined
significance level .05 implying that the variances for the

two groups

(experiment/control) were not equal across the two groups thus the information on
the second row of output referring to Equal variances not assumed was relied on.
Post-test Results of Experiment and Control Groups
Using an alpha level of .05, an independent-samples t-test was run to
compare whether speaking anxiety level of participants for experiment and control
group differed significantly after 8- week drama treatment to experiment group. The
following table 3 allows for initial insight into the pattern of data and gives the
descriptive statistics of the post-test analysis results:
Table 3.
Post-test Results of Experimental and Control Groups

Posttest_Speaking_Anxiety

Groups

N

Mean

Std. Deviation

Std. Error Mean

Experiment

30

2,4859

,73031

,09161

Control

30

3,1245

,52647

,06033

Note. N= number. Std Deviation=Standard Deviation. Std Error Mean=Standard Error Mean.
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Levene’s
Test for
Equality
of

t-test for Equality of Means

Variance
s
95% Confidence
Sig.

t

df

Sig.

Mean

Std. Error

Interval of the

(2-

Difference

Difference

Difference

taile

Lower

Upper

d)
Equal
Posttest_

variances

Speaking

assumed

_Anxiety

Equal

,114

-3,885

58

,000

-,63856

,16437

-,96758

-,30954

-3,885

52, 732

,000

-,63856

,16437

-,96828

-,30884

variances
not
assumed

In reviewing table 3 thoroughly, it seems that post-test results showed
significant difference between the control and experiment group. Regarding the
speaking anxiety score after the intervention of drama for experiment group, the ttest manifested that there was a significant difference between the experimental
group and the control group for speaking anxiety scores. An examination of the
group means indicated that students exposed to drama sessions (M = 2.48, SD =
.730) lowered speaking anxiety significantly more than students not exposed to
drama sessions (M = 3.12, SD = .526) respectively. The mean of post-test scores
for control group refers to “Neither agree nor disagree” while the mean of post-test
scores for experiment group refers to “Disagree” point on the Likert Scale. The value
in the Sig. (2-tailed) column existing under the section labelled t-test for Equality of
Means is .000 less than .05, which means there is a significant difference in the
mean scores on dependent variable for two unrelated groups. The result (p=0.000)
of sig. (2 tailed) presents that there is a significant difference between the post-test
results of the Experimental and Control Groups. (Within the 95% confidence interval,
t(52.732) = -3.885, p < 0.05.)
The control group did not show the existence of test-retest correlations
compared to the pre-test results. Control group also indicated lower anxiety level
while experiment group showed greater decrease in speaking anxiety level
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compared to the pre-test results. However, based on the results, it seems that
experimental group showed significant decrease in speaking anxiety level. The
findings of the FLCAS revealed the existence of statistically significant difference
between the speaking anxiety levels of two separate groups of participants before
and after the drama application. The treatment demonstrated that the students who
were the part of drama sessions benefited from lowering speaking anxiety level in
English than the students who were not the part of drama activities. Overall, the
results indicated a decrease in the mean scores of students’ speaking anxiety levels
after the implementation of the drama activities.
Comparison of Test Results of Experimental and Control Groups: Exploring
Differences between Groups
An Independent T-test was conducted for evaluating the difference in the
speaking anxiety with and without drama sessions as extracurricular activity. The
Table 4 below illustrates the results of Independent t-test for mean scores of the
experiment and the control groups along with means of the groups’ pre-test and
post-test:
Table 4.
Summary of the descriptive statistics on the pre-test and post-test analysis results
Experimental Group

Control Group

Mean of pre-test results

4,1926

4,1275

Mean of the post-test results

2,4859

3,1245

According to the results of analysis of post-tests, mean of the Control Group
who did not receive drama sessions is 3.12 and mean of the Experimental Group
who participated in 8 week-drama session is 2.48 respectively. In Table 4, the
comparison of the mean values of two groups summarized that there was speaking
anxiety decrease in experiment group from the pre-test scores to the post-test. It is
obvious that the students’ speaking anxiety in the control group stayed at
approximately same level compared to the experimental group that demonstrated
significant difference after the intervention of drama. In other words, as shown in
Table 4 the paired sample t-test result indicated that the students in the experiment
group had significantly lower English speaking anxiety level than the level before
intervention. In the table presented in the output above, the Sig. (2-tailed) value is
.000 that means the value is less than .05 illustrating there is a statistically significant
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difference in the mean speaking anxiety scores for pre and post-test results of
experiment group. More specifically, the results show that drama sessions have a
considerable effect on decrease of speaking anxiety level in English. Based on the
results, there was a significant difference between two conditions, implying that the
students receiving drama sessions as extracurricular activity were able to reduce
speaking anxiety in English. These finding confirmed that drama contributed to lower
the speaking anxiety level in English lessons.
Considering effect size, sample size and significance are interdependent
each other, in comparing groups, Cohen’s d was computed to find out how
meaningful the effect was (assuming it exists) compared to the standard deviation
of two population and the magnitude of the difference between control and treatment
group. The calculation of effect size promoted a standardized mean difference
particularly valuable scientific approach to the information gathered with
quantification of the effectiveness of drama intervention as extracurricular activity
with a Cohen’s d of 1,003139.
Results of Paired Samples T-Test: Exploring Differences within Groups
A paired samples T-test was run to compare two conditions that represent
pre and post-test results taken from the same participants and the results within the
same group of participants were compared.
Table 5.
Paired Sample T-test Result within Experiment Group
Paired Samples Statistics
Mean
N

Group
Experiment

Pair 1

Pretest_Speaking_Anixety
Posttest_Speaking_Anxiety

4,1926
2,4859

Std. Deviation

30
30

Std, Error Mean

,50175
,73031

,09161
,13334

Paired Samples Correlations
Group
Experiment Pair 1

Pretest_Speaking_Anixety & Posttest_Speaking_Anxiety

N

Correlation

Sig.

30

,215

,253
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Paired Differences
95% Confidence Interval
of the Difference
Std. Error
Std.
Group

Experiment

Mean

1,70664

Mean

Deviation

,79204

df
Lower

,14461

1,41089

Upper

2,00240

t

11,802

Sig. (2tailed)

29

,000

Pair 1

As this part is interested in evaluating the effectiveness of drama activities,
speaking anxiety level of a sample of EFL students in the experiment group was
measured before and after completing the 8-week drama sessions, and analyzed
the differences using a paired sample t-test. Paired-samples t-test (also known as
repeated-measures t-test) was employed to decide if eight week-drama session
resulted in a decrease in participants’ level of speaking anxiety in experiment group
by comparing the differences in means between the treatments. Same participants
who provided data for each condition were tested on two separate occasions and
Table 5 presents the basic descriptive statistics concerning the variables mentioned
above. It is apparent from the findings that there was a significant difference in the
scores from pre-test results (M=4.19, SD= .501) to posttest results (M=2.48, SD=
.730) within the experiment group; t(29)=11,802, p= .000. Experiment group
followed the arranged curriculum in addition to drama activities as extracurricular
activity. Paired Samples t -Test demonstrated that the positive difference between
the means of pre-test and post-test scores cannot be attributed to chance. The
mean values of students indicates that two condition means are statistically different
and drama activities lowered the speaking anxiety of the students who were in the
Experimental Group. There was a significant difference within experiment group in
terms of speaking anxiety with a large effect size of d = 2.15474 (Cohen, 1988).
When the Effect Size is statistically calculated by comparing experiment group’s
pretreatment scores with its own post treatment score, a large effect size (2.15474
for paired samples t-test) convincingly demonstrated the practical significance of
this result.
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As shown in Table 5, the t-test results showed that the students in the
experiment group significantly lowered English speaking anxiety level (t = 11.802, p
< .05). In the table presented in the output above, the Sig. (2-tailed) value is .000
that means the value is less than .05 illustrating there is a statistically significant
difference in the mean speaking anxiety scores for pre and post-test results of
experiment group.
Table 6.
Paired Sample T-test Result within Control Group
Paired Samples Statistics
Mean
N

Group
Control

Pair 1

Pretest_Speaking_Anixety
Posttest_Speaking_Anxiety

4,1275
3,1245

Std. Deviation

30
30

Std, Error Mean

,33042
,52647

,06033
,09612

Paired Samples Correlations
Group
Control Pair 1

N

Correlation

Sig.

30

,215

,181

df

Sig. (2-

Pretest_Speaking_Anixety & Posttest_Speaking_Anxiety

Paired Differences
95% Confidence Interval of
the Difference
Group

Mean

Std.

Std. Error

Deviation

Mean
Lower

Control

1,00294

,54688

,09985

,79873

Upper

1,20715

t

10,045

tailed)

29

,000

Pair 1

Paired-samples t-test analysis (repeated measures) was carried out to
decide if there was any change in participants’ level of speaking anxiety in control
group from pre-intervention to post-intervention. Control group did not receive
treatment and followed the arranged curriculum. Same participants who provided
data for each condition were tested on two separate occasions and Table 6
represents the basic descriptive statistics regarding the variables mentioned above.
Slight but significant reduction in speaking anxiety from pre-test results to post-test
results was found. The results of post-test measured with paired samples t-tests for
control group did not show approximate equivalency with pre-test results within the
group.
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There was also a significant difference within the control group with a large
effect size of d= 1.83396 (Cohen, 1988). With a Cohen's d of 1.83396, a meaningful
magnitude of the difference despite having only a small sample was revealed.
Overall, the results of FLCAS indicated that participants both in the treatment and
control group scored lower in the post-test compared to their pre-test scores thus
indicating large effect size for difference between means in each group.
As given in Table 6, the means and standard deviations of speaking anxiety
ratings were 4,12 in pre-test and 3,12 in post-test for the control group. Paired
Samples t -Test showed that there was a significant difference between the means
of the Control Groups’ pre-test and post-test scores; t(29)=10,04, p=,000. Sig. value
is .000 smaller than .05 indicating significant difference within the group.
Qualitative Data Results
The primary aim of this chapter is to identify significant patterns of gathered
data through the use of analytical and logical reasoning at level of scrutiny and
reveal emerging findings after the analysis of current data. Based on prolonged
research and critical reasoning, data collection tools including student mini reports,
student interviews and teacher analytic memos were used to reach the richest data
and the data obtained from qualitative tools were analyzed through qualitative data
analysis methods, specifically content analysis.
Results of Student Mini Reports
Believing that the use of participant mini reports gathered after each drama
session would throw great light on this research, the participants filled the mini
reports over the eight-week drama practice. Designed as a written response form
comprising different questions for each practice, individual reports were collected
from only the participants of Experimental Group to get participants’ reactions
towards and reflections on drama sessions overall. Three students ended up quitting
drama sessions because of health problems they encountered and two students
because of personal decisions, thus they were unable to participate in the sessions.
The number of 30 participants in total provided student mini reports for fulfilling the
purpose of this research that gave comprehensive information about the sessions.
The analysis of gathered data was carried out through content analysis that
centered on the identification of common themes emanating from the codes driven
out of the mini reports in order to uncover deeper, transferable knowledge.
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Emerging Themes and Codes in Student Mini Reports
The results of analysis of student mini reports are illustrated with codes and
themes accompanied by frequency for each week. Below descriptions is a list of
each week’s overarching themes that encompasses a broad array of codes with
frequency emerged out of the analysis of the student mini reports. F denotes to the
frequency of students who mentioned the code.
Table 7.
Major Themes and Codes in Week 1
Breathing/Vocal Exercises
Themes
Positive Reactions

Negative Reactions

Speaking Anxiety

Codes

F

Breathing exercises

7

Physical exercises

6

Imagination

8

Pronunciation

10

Positive Energy

8

Reflection

7

Mouth Movements

5

Tongue twisters

1

Imagination

1

Pronunciation

4

Self-confidence

4

Development in oral communication

15

Positive class atmosphere

6

In an attempt to discover student reactions and experiences in the first week’s
drama practice, participants were asked to complete the forms and the results
revealed that participants expressed attitudes and ideas with positive and negative
reactions as well as ideas reflecting speaking anxiety during the drama session.
Central to drama session was the preparing learners for practice of articulating
English sounds and control of voice in speaking.
Starting out, there were mixed views among participants reflecting on the
usefulness of physical and vocal exercises. Breathing/vocal exercises used to
develop breathing, concentration and a sense of calm were evaluated energy
spreading, relaxing and imagination triggering practice by a large number of
participants. Just half of those who participated in session reported that they felt
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development in their speaking skill as learning how to pronounce the words
encouraged them to gain more self-confidence (f=15). Few participants attributed
their anxiety to speak to pronunciation difficulties (f=4) and felt that this practice was
effective in supporting their confidence to articulate words appropriately. One of the
participants commented:
“The pre-speech jaw movements and physical exercises made me feel more
comfortable and it was an application that helped me to be more sensitive to
some sounds in English. This increased my self-confidence because I have
the fear of making pronunciation mistakes all the time while speaking
English.”
Students specified the class atmosphere positive and sincere (f=8). A common view
among the participants’ reports was in this session breathing and physical exercises
helped students’ negative energy flow out and spread positive energy to the class.
One of the participants shared that she saw physical and vocal exercises in English
class for the first time with the following sentence:
“Breathing and balancing was a lot of fun because I felt better. I was relieved
to dream of rubbing my chin and giving out negative energy. This is what we
normally do in physical education classes but in English class, I saw it for the
first time and I was happy.”
The initial week’s results were very positive, though a small number of those
indicated negative reactions to some parts of the session. Participants raised the
issue of whether it was important or necessary for them to do vocal and physical
exercises before learning sound differences, as they did not wish to carry out
these actions at all. Five students out of 30 found mouth movements such as
sticking out tongue (f=2) and chewing (f=2) and nonsense words (f=1) inappropriate.
They explained the reason of being dissatisfied as sensitiveness to these sounds.
One of the students found writing tongue twister challenging (f=1) and preferred to
give up. One participant disliked closing eyes and imagining the moment teacher
was describing (f=1). Students found reflecting on their own experiences beneficial
and used the following expressions. Reflection (f=7) was welcomed by many
students to gain new understanding after each practice as a purposeful activity in
which they analyzed experiences, or their own responses, in order to learn and
improve. They believed that it allowed participants to think critically about their own
skills or practice, in order to improve and learn. Many students decided to get
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accustomed to English as much as possible by learning from things in the daily life,
exposing themselves to the language for their own use through authentic resources
such as watching English programs on TV, watching films with English subtitles to
regulate their learning after evaluating each session (f=7). Overall, most of them
enjoyed taking this drama session and they believed that they could improve their
English with the help of extracurricular practices.
Table 8.
Major Themes and Codes in Week 2
Portraits/ Flash judgements
Themes

Codes

F

Speaking Anxiety

Relaxed atmosphere

4

Fluency

7

Speaking practice

9

Self-confidence

7

Positive energy

4

Entertainment

8

High motivation

5

Real Life

2

Discomfort

2

Pronunciation

2

Speaking Turkish

3

Responsibility

3

Group Work

3

Reactions

Challenges

Learner Autonomy

The second week’s drama session illustrated that developing a character
description based on intuitive judgement and labelling expressions or phrases with
proper dramatic emphasis their character might use in real life contributed to
participants in many aspects. The responses of this week’s drama session revealed
that participants gave feedback regarding their speaking anxiety, positive
comments, challenges they experienced in the session and learner autonomy. The
majority of respondents felt that it provided them with speaking practice (f=9) and
adopting the role of people on portraits increased their self-confidence (f=7). One of
the participants articulated:
“It was a stimulating and class fusing activity. While I was showing my
character's style of speech in front of my friends and you, I think I could do
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my best and tried hard to speak despite some embarrassment I experienced.
My problem in English is not to trust myself. It was a stimulating activity for
me to talk.”
The students further claimed that they were given a chance to be active learners
and they took the responsibility of making choices, giving decisions, and presenting
a life story accompanied by speech style of the individual given to groups, which
was motivating for them. A further finding was that they thought drama brought
entertainment (f=8) and positive energy (f=4) into the class. Two of the participants
found this practice related to real life experiences and appreciated it. One of the key
themes that was mentioned repeatedly by the students was how taking part in
drama improved their communication skills as this session included extensive
discussion taking place in English among group members to decide on the life of
the person on the portrait. Students perceived that drama session was carried out
in a sincere and relaxing atmosphere that provided them with motivation. A student
remarked:
“When I spoke English today, I became aware of my shortcomings. I think
that this kind of activity gives me more confidence.’’
Another student also reiterated the idea:
“I was very surprised when I learned the real life story of the portraits. I
created an entirely different way of speech than voice of the woman on the
portrait, but the practice greatly increased my self-confidence. I saw my ability
to speak in different styles. I also learned what is needed to practice English.”
There was some experience of increased motivation claimed by students due to
interesting portraits and they got the responsibility for interpreting different aspects
of the person portrayed as well as character’s speaking style with phrases or
expressions, which participants considered their contributions mattered. They
stated that they found an opportunity to work collaboratively with common goals on
one portrait and to view an individual from different perspectives and angles raised
positive energy in the classroom and they felt they could speak more fluently as they
tried to practice what they learned in the previous lessons. They also expressed
their pleasure with the real portraits of people the instructor already knew and the
enthusiasm to see how people on portraits really spoke in real life. They pointed out
that they were excited while comparing their predictions in speech style and life
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background of the person on the portraits with the real identity and speech style of
the person on the portraits.
As for reflections specifically related to the challenges, two students wrote
that they felt discomfort because their group members tended to talk native
language insistently rather than target language, which made them feel disturbed.
Another challenge for few students was making pronunciation mistakes occupying
their minds during the session.
Table 9.
Major Themes and Codes in Week 3
Conversation Fillers/ Where Do You Stand?
Themes

Codes

F

Speaking Anxiety

Encouraging to speak

16

Freedom

9

Fluency

7

Real life

12

Self-confidence

4

Active participation

2

Effective

16

Entertainment

23

Attention-grabbing

5

Thought-provoking

8

Permanent Learning

6

Informative

5

Tiring

2

Difficult

2

Positive Reactions

Negative Reactions

In week 3, the primary purpose was to recognize and identify common
conversation fillers used in spoken English, including um, uh, well, like, actually, so
and you know. One of the key themes that was mentioned repeatedly by the
students was learning how to give impromptu speeches on unfamiliar topics related
to real life situations was effective and encouraged them to speak because they
learned how to compensate their shortcomings. Of the thirty respondents, all of the
students especially seemed content with naturally spoken English and analysis of a
transcript of some authentic native speaker interaction as mini reports showed.
There was some belief among participants that learning conversation fillers was
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alternative to silence that helped them achieve improved fluency in their speech.
They believed that exploitation of conversation fillers was effective and informative
for everyday life situations. The coping strategies taught as discourse markers was
found to be anxiety-lessening practice by participants in coping with their anxiety to
negotiate meaning in communication. Many students highlighted that it was the first
time they learned and used conversation fillers that gave increased confidence and
high responsibility to incorporate them in their oral production and their interactions.
Student mini reports shed a new light on the thought-provoking aspect of this
week’s drama session. Many students evaluated the interview questions thought
provoking that forced them to use conversation fillers somehow and appreciated
representing characters like Albert Einstein, psychiatrist, Shakespeare, space
scientist and being interviewed by journalist and then switching the roles. Everybody
agreed that changing position of their arms after hearing differing points of view was
interesting way of giving personal ideas without words in the beginning. One student
iterated:
“I was very relieved to extend the duration of the conversation. I expressed
myself better by moving my arms towards the agreement disagreement sides
and it was an encouraging beginning to speak. I believed I could talk more in
interview part.”
Similarly, following student mentioned:
“We learned how to speak naturally to another person through producing
some appropriate vocal indicatives of hesitation. Moving our arms according
to our agreement of disagreement with the idea was very comforting and
pleasant for me. The effort we made while working was fun.”
What is more, participants felt themselves freer to interrupt in interactive situations
and maintain the control of the conversation after practicing conversation fillers in
interviews. They learned how to avoid speech that is choppy and slow with frequent
pauses and silences instead of staying silent during interactions on the way to
complete the ideas in mind.
Regarding the significance of the necessity of native-like expressions,
participants saw a useful role of the session evaluating it entertaining, engaging and
meaningful. However, not everyone agreed with this response and considered
giving responses to questions challenging and they could not find appropriate
answer but provided few conversation fillers to gain time. Two participants
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expressed that session made them feel tired because of high involvement and
engagement.
Table 10.
Major Themes and Codes in Week 4
Onomatopoeic words/ Sphere Selector
Themes

Codes

F

Speaking Anxiety

Encouraging to speak

20

Freedom

6

Fluency

8

Real life

16

Self-confidence

5

Active participation

3

Kinesthetic

3

Naturalistic

2

Auditory

4

Visual

4

Permanent learning

10

Entertainment

22

Attention-grabbing

7

Thought-provoking

5

Tiring

2

Intelligences

Positive Reactions

Negative Reactions

The in-depth examination of mini reports demonstrated that the students
believed this session led to creativity in communication of verbal and non-verbal
ideas as they developed an integration of body, mind and voice by playing and
performing the onomatopoeic words. They appreciated the music playing,
compelling and inspiring them to come up with original ideas to use the
onomatopoeic words in scenes. Said one, for example:
“To be honest, being absent was my typical behavior during my high school
years as a way of escaping from speaking in English classes, but I realized
that English can be learnt in an enjoyable way with drama sessions. I am
interested in voices and used my creativity in producing scenes with voices.”
Apart from creativity, they thought this session appealed to many senses including
kinesthetic, visual, auditory and naturalistic because activity required them to
generate the sounds such as crackling fire, jingle of the keys, clicking clock,
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murmuring and whispering. What the majority of participants found worth mentioning
was the entertainment in the production of these sounds. In addition to practicing
English orally and encouraging to speak as well as improving fluency, students
emphasized that the drama sessions were quite attention-grabbing helping them
give great attention on the process and encouraging active participation. Few
students (f=2) responded this session was tiring.
Participants’ responses varied considerably when it comes to the session
sphere detector. The majority of participants found throwing the ball and declaration
of the champion fun and practicing the previously learned topics effective. They tried
hard to improve team scores thus making them become active participants. One
student remarked:
“My problem was talking because I was excited. When I speak, I hesitate to
make something wrong if I make a mistake of pronunciation or if they laugh
at me, but I realized that there was no such a thing during these practices,
and that I could do well when I was confident.”
Table 11.
Major Themes and Codes in Week 5
What am I telling you? Who are we?
Themes

Codes

F

Speaking Skill

Self confidence

5

Participation

8

Speaking practice

7

Real life

12

Speaking anxiety

7

Adopting different roles

5

Creative ideas

5

Spontaneity

5

Thought-provoking

8

Experience

5

Visual

5

Kinesthetic

7

Auditory

4

Judgement

3

Comfort

6

Entertainment

6

Attributions

Intelligences

Atmosphere
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Problems

Pronunciation

2

Vocabulary

2

Spontaneous speech

2

Public Speaking

2

The majority of the respondents reported that this week’s drama kept their
stress levels down and they attributed their low anxiety level and changes in
confidence to several factors. First, they believed that adopting roles in their conflict
transformation with a wide range of contexts was effective in increasing their ability
to develop strategies for dealing with conflicts that are likely to face in real life
situations. This resulted in their anxiety lowness and fostered greater adaptability in
life. A large proportion of the respondents pointed out that their self-confidence to
speak and participation was stimulated because they personally experienced the
same conflict written on the paper themselves in their lives, which caused familiarity
with the circumstances and readiness to deal with them in English. Participants
shared that they had the opportunity to observe conflicts in various spheres of life
and used their thinking skills to come up with solutions. They addressed the benefit
of exposition to new challenges and development of action plans towards creating
a peaceful environment with resolution of actual conflicts. A small portion of
participants reflected that they encountered obstacles due to limited resources
including vocabulary and pronunciation.
The results obtained from students mini reports demonstrated that
participants wrote that adding their own advice towards the resolution of the conflicts
through acting them out was effective. The respondents reported strength and
achievements in their self-confidence and participation. A comment was voiced by
a participant:
“This drama session is like ocean of opportunities to see the real life problems
opening my mind broader to understand conflicts. Even if I didn’t experience
many problems I have seen today, it doesn’t mean that they will not happen
to me one day. I had the chance to observe and get ready for them because
we had rational arguments to give personal ideas as solutions.”
Another commented:
“I could occupy myself with solving problems in the real and fictional worlds
by using English and find quick-thinking solutions. I felt self-satisfaction.”
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For several participants, ‘spontaneity’ was the primary benefit, which was reflected
by one participants as follows:
“I’ve definitely become more self-confident and relaxed because I responded
well and was good at pooling ideas when communicating with my group
members spontaneously.”
However, there are also participants who attached anxiety-arising factor to the
spontaneous interactions that resulted in disability to remember the vocabulary as
well as making pronunciation errors. In the opposite way, one participant shared:
“I get excited while talking in front of the community. I'm stressed, but with
drama practices, I'm creating something creative and I'm trying to beat my
excitement. I am worried about using the wrong word during improvisation
and making the wrong pronunciation.”
In an attempt to understand further participants’ communication apprehension in 5th
week, students were asked to respond on speaking anxiety scale out of 10 and the
numbers below show the number of participants scored for showing speaking
anxiety during drama session. Almost half of the students ticked number below 5.
Participants (f=4) expressed that the initial inhibition and anxiety to speak faded
away just after they started to speak. Few students (f=2) expressed that speaking
in front of public and teacher made them nervous and stressed. Majority of
participants scored middle level speaking anxiety in the scale.
Table 12.
Representation of speaking anxiety levels for week 5
Speaking Anxiety Level
(1 = The Least;

10 = The most)

The Number of Students

1

3

2

5

3

3

4

2

5

6

6

2

7

1

8

3

9

1

10

0
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Note. 1 represents the least speaking anxiety level while 10 represents the most speaking anxiety
level participants experienced during drama session.

Table 13.
Major Themes and Codes in Week 6
Giving Opinions
Themes

Codes

F

Speaking Skill

Willingness to communicate

4

Comfort

4

Real life

12

Speaking Anxiety

11

Speaking Practice

6

Visual

3

Kinesthetic

6

Interpersonal

2

No Judgement

5

Comfort

6

Entertainment

6

Reflection

6

Self-awareness

7

Participation

5

Intelligences

Atmosphere

Self-Assessment

Participant Decisions

In participant feedback notes of week 6, participants reflected that they found
the session beneficial and were pleased with the specific scenarios set up and use
of expressions in accordance with the solution of the conflict. They pointed out that
the session provided them with willingness to communicate and a medium of
entertainment as they found the conflicts related to real life circumstances and they
found themselves in speaking practice and sharing ideas and improvising conflicts.
Participants wrote that each member in their group devoted themselves to their roles
and performances because of individual accountability that required them to be
responsible for everything they carried out. In terms of their speaking ability, they
believed in improvement in their speaking skill because they underwent a process
of moving from ideas to actions to performances, which promoted high engagement
in their task. There was agreement that there have been important developments in
production of full range of target language forms they learned in daily language
classes. In terms of constructive feedback participants gave each other, they stated
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that evaluating their pair’s improvisation then offering suggestions on performance
into which they put some effort was beneficial for their development in speaking
skills as well as the ability to get along with others. They stated that they recognized
strengths and weaknesses in their work thereby learned from them further
increasing their self-confidence and making them more courageous. They also
mentioned that the positive and constructive feedback influenced the team's
productivity and increased the quality of their performances. On the basis of the
constructive feedback received from their peers on their performances, they
pinpointed the areas they had difficulty to make sense of the gaps in their
understanding of the process that promoted development and improvement in
speaking skill. They stated they mostly focused on actions instead of making
negative judgments about their peers’ performances. They further expressed that
this process soothed their anxiety and helped them achieve greater quality in both
in their spoken output as well as trust in their ideas and abilities. Examples of their
translated responses are reported below:
“Asking the flight attendant several times to bring me a drink was very
entertaining as well as something I will remember forever. My pair helped and
comforted me so I could improve my speaking and body expressions related
to the character and we resolved the situation peacefully.”
“Over-reliance on textbooks kills my eagerness to speak English. Drama
sessions offer me a chance to practice my speaking and learn new things
from my friends in a playful environment and we live the moment itself.”
Five participants decided on new resolutions for the following drama sessions and
one of them reported:
“I was worried and dramatically excited about my turn. My heart was beating
too fast. I looked at other people's speeches and paid attention to how they
formed sentences. It was fruitful. I was satisfied with my performance. I hope
I can be volunteer in other conversations. I am more willing to speak up.”
In week 6, students again were asked to score their speaking anxiety level in a scale
from one to ten and the numbers below show the number of participants scoring for
showing speaking anxiety during drama session. Five participants scored middle
level speaking anxiety while just three participants scored high-level anxiety
compared to the 18 participants who scored speaking anxiety level lower than 5.
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Table 14.
Representation of speaking anxiety levels for week 6
Speaking Anxiety Level
(1 = The Least; 10 = The most)

The Number of Students

1

1

2

4

3

7

4

6

5

5

6

2

7

0

8

1

9

0

10

0

Note. 1 represents the least speaking anxiety level while 10 represents the most speaking anxiety
level participants experienced during drama session.

Table 15.
Major Themes and Codes in Week 7
Advertising an Invention
Themes

Codes

F

Language Use

Speaking anxiety

7

Speaking practice

6

Pronunciation

3

Real life

5

Spontaneous speaking

4

Adopting different roles

6

Creative ideas

4

Spontaneity

3

Stress

8

Cooperation

4

Different roles

4

Book

2

Entertainment

8

Real life

4

Attributions

Simile
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The majority of respondents appreciated using a number of objects that
could be transformed into another object, using them in versatile way and interacting
with the object in as many different ways as possible. However, as emerging from
the feedback notes in this study, few students considered using objects and
changing their functions at the beginning did not contribute to their speaking skill at
all because they did not use the target language while using them as versatile
objects, but it contributed to their thinking skills. They believed imagination and
creativity was fostered by integration of objects that built encouragement in
themselves and helped them feel less intimidated to produce English utterances in
the invention and advertising of a product with the use of these objects used in
multifunctional way. Many participants pointed out designing an advertisement of
their invention was effective in practicing stress and intonation of sentences and
speaking practice. In advertising their product, many students expressed that they
had bravery in making mistakes and confidence in oral production. They expressed
that they did not have to have perfect English during the session. One of the
participants reported it with these words:
“These practices minimize my anxiety to speak and I accept making mistakes
something natural while speaking. What I learn from this session is to get the
maximum benefit from my own mistakes that is the best way for practicing
language.”
Engaging with creative choices and interpretation of familiar materials before
inventing their own product also seemed important and pleasing to participants who
found drama session stress relieving. They attributed their relaxation to several
reasons. Most frequently mentioned attribution falls into the adopting role of different
characters because participants believed that they found something to add of
themselves and chance of self-expression according to their interest living through
the scenarios while the other attributions referred to spontaneity and production of
creative ideas. They pointed out that they forced themselves get rid of fear of public
speaking and immerse themselves into the spontaneous situation and inventing a
product from unfamiliar objects and advertising it in different roles helped them learn
and stress management. Everybody agreed on significant progress during the
learning process in handling the complexity of real-life events as this practice gave
them a fictional circumstance that helped them make appropriate transitions from
adopting a role to learning language. Some participants’ notes revealed that fulfilling
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the tasks cooperatively contributed to their enthusiasm during the practice and they
found the whole process from beginning to the end enjoyable as well as enhancing
their development in speaking by means of interaction and support from their
teammates.
The results of the student data illustrated that participants came up with
different similes for describing the drama session. Some students stated that
session is similar to real life and one of their translated responses are reported
below:
“It's like a real-life scene. The practice we've made can really be applied into
the real world, so and I really felt like a product vendor playing my role in the
ad, and that makes me think it's a meaningful practice.”
Many participants used similes regarding entertainment including funfair, going to
the amusement park. One participant showed her enthusiasm with analogy of
gondola. She wrote:
“What we did today was like going to the amusement park. You're very
enthusiastic when you decide to go to amusement park. Even though you
don't appreciate the uneasiness you had before you boarded that gondola,
you break your barriers when you step into the amusement park because you
realize that you collected many memories and learned new things. This
session is exactly like this.”
A majority of participants addressed the anxiety factor in the feedback notes. They
resembled drama session a place where they learned how to cope with anxiety to
express themselves and control their emotions while speaking. One participant
reported:
“It's like a door to feel the real life and gain dare to speak up.”
Two participants resembled session a book with interesting plot and shared:
“It's like a book. It was a process that dragged us into it and successfully
engaged us with it.”
One participant resembled drama session an expedition track with these words:
“It is an expedition track to entertain myself and destroy the tension I
experience in English classes.
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Table 16.
Major Themes and Codes in Week 8
Channel Hopping
Themes

Codes

F

Language Use

Speaking anxiety

12

Willingness to Communicate

4

Topic

3

Public speaking

7

Comfort

4

Encouragement

14

Spontaneous speaking

7

Self-confidence

4

Creative

10

Informative

16

Active learning

3

Entertaining

33

Motivation

5

Thought provoking

3

Senses

7

Catchy

4

Atmosphere

What participants stated recurrently in this week’s drama was that in first
representation of TV channel they got extremely excited and nervous because it
required them to have unrehearsed and spontaneous interactions. However, in the
following rounds they expressed that they established a sense of security and
dependence on team members. Many students felt they liked teambuilding work and
appreciated being divided into small groups to represent varying TV channels that
formed mutual assistance among group members. The majority of participants told
that they had great group dynamics and found the class climate less threatening,
comfortable and more enjoyable. They wrote on the notes that this drama session
was the most enjoyable practice with fun-filled environment and meaningfulness so
far. An example explanation of a student is as followed:
“There was contagious enthusiasm around the class. This has been the most
enjoyable drama session so far. It is not like a lesson, it is like having a nice
time together. I had so much fun that I could not realize how time passed so
quickly.’’
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What participants frequently mentioned was that they even felt more strong sense
of accomplishment in representation of TV channels and they produced sentences
without worrying about having to produce grammatically accurate sentences.
Participants perceived that they were not scared of making pronunciation or
grammar errors and speaking English was not as difficult as they had thought. They
took many risks and were satisfied with the dynamic production of the language
turning around on-the-spot preparation. Participants wrote that this practice was
effective in increasing their repertoire of vocabulary used in various TV channels. It
appealed to the senses and provided for sensory, emotional, intellectual and
creative enrichment using language in a greater variety of TV channels.
Representing TV channels lessened the feeling of artificiality and they believed it
was realistic and meaningful. They found the chance to extend what they had
learned to practice and that made catchy even though participants shared they
started to stutter as they struggled at the beginning. However, they believed that this
session provided them with opportunities to improve their language proficiency that
encouraged participants to overcome public speaking and increased selfconfidence. Participants highlighted that they were relaxed with freewheeling use of
the target language and found themselves participating in and being a part of the
TV channel that increased learning enthusiasm that was inevitable. A student
reflected:
“Evaluating the current situation and giving quick answers increases my
fluency. We have created fun and creative television channels and I was
more comfortable and willing than the previous weeks. The worry that I felt
when I spoke was very low. Thanks to these sessions, I found out that there
is nothing to have fear of talking.’’
This week’s drama session results further showed that participants had heightened
motivation to move forward to spontaneous communication without in-advance
preparation. They felt that their attempts were valued and risk-taking were
encouraged making drama session positive experience. They commented that this
practice alleviated shyness and embarrassment because of the less stressful and
more entertaining class climate that encouraged them to have greater voluntary
participation in oral representation of TV channels. In terms of motivation, students
mentioned reinforcement of their existing motivation to learn in a positive manner
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“It has always been a problem for me to speak in front of the crowd. I learned
that all of us are in the same boat. These activities have been a step in
overcoming my problem and are getting better. I feel a sense of achieved
success and comfort at the end of each session that supports my motivation.”
However, a small minority of participants (f=3) indicated this session seemed to be
the most anxiety provoking drama session when being asked to speak in front of
their friends in a spontaneous way. According to them, the reasons behind their
negative attitude arouse from the idea of insufficient imagination and limited
vocabulary. One participant described the session with three stages as following:
“Before this session, I felt like nervous and unease. During the session, I was
kind of in a play not in an English lesson. After drama session, I realized that
I had learned many things and used my creative thinking and imagination and
underwent speaking English practice unconsciously. I attempted to speak
and take risks without hesitation. This process makes me surprised.’’
Many students also pointed to the meaningfulness of the this session for their future
career opportunities because there were some students enrolled in the department
of Media and Communication and they found this session quite related to their future
goals.
Results of Student Interviews
At the end of the study, fifteen students attended the scheduled meeting that
lasted approximately 10 minutes for each student in order to explore depth of their
attitudes and experiences with drama sessions, make decisions about their
speaking anxiety in English and establish links between speaking anxiety and drama
sessions. In these interviews, the following questions were asked in Turkish to
obtain greater depth of understanding about approach of participants towards drama
activities and reveal how drama activities affected their speaking anxiety. Based on
the interview scripts, the researcher carried out content analysis and categorized
themes and codes systematically then verified the coding with consultation to
colleagues to reach consensus on appropriate themes and codes. The responses
given to the following questions were transcribed and analyzed to discover the
themes and codes emerging out of the answers.


Which class activity did you find the most beneficial with learning English
among all the activities you did? Why?
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Which class activity did you find the least effective with learning English
among all the activities you did? Why?



Do you think the drama activities help you decrease your anxiety in speaking
English? How?



Does taking on different roles make any difference in your participation?



Did the use of drama affect your feelings/ attitudes towards English lessons?



How do you feel about the class atmosphere during drama activities?



What three words can describe your drama experience in class? Please
explain.



Do you want to continue learning English with drama activities in the future?
Please explain.



Is there anything else you’d like to share about your experiences during
drama activities?

Table 17.
Themes and Codes in Student Interviews
Themes

Codes

Different from the

No familiarity with drama, traditional, repeat after me, rigid adherence

previous learning

to textbook, pairs, modern learning, speaking, self-confidence,

experiences

willingness, no fear of making mistakes, no judgement.

Classroom

Stress-relieving, motivating, no criticism, more interest and motivation,

environment

sincere, friendly atmosphere, appropriateness and meaning, comfort,
progress, engagement, entertainment, no pressure.

Adopting roles

Motivation, willingness, satisfaction, different roles, real identity,
imaginary characters, face preserving, non-threatening.

Revision and Practice
of Language Skills

Whole language development, practice, concentration, engagement,
meaningful,

long-lasting

vocabulary,

pronunciation,

grammar,

vocabulary, real life, relevance.
Relevant to real life

Real-world, curiosity, awareness, disagreements, conflicts, solving
problems.

Cooperation and
collaboration
Creativity

Class bonding, commitment, acceptance, sense of trust, freedom,
attentive, creative ideas, responsibilities, adaptation.
Intellectual,

imagination,

freedom,

independence,

confidence,

unfamiliar situations.
Humanistic Values

Moral values, message, toleration, empathy, mutual commitment,
patience, social concern, pluralistic society, strong personality.
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Self-Regulation

Emotions, awareness, management, confidence, speaking skill,
reflection.

Memorable

Extension, memorable, interest, watching documentaries, TV shows,

experiences

reading essays, concrete understanding.

Development in Verbal
Communication

Linguistic

abilities,

oral

communication,

creativity,

hands-on

experiences, fluency, pronunciation, risk taking, collaboration, safe
environment.

Development in Nonverbal Communication
Active Participation

Pronunciation, sensory learning,

interactional skills, flexibility,

coordination, body language, posture.
Enthusiasm, active learning, non-threatening, autonomy, ownership,
positive relationships.

Speaking Anxiety

Native-like pronunciation, usefulness, fluency, meaning, intelligibility

Adjectives to Describe

Funny, enjoyable, cooperative, interactive, effective, memorable

Drama Experience

creative, useful, intriguing, attention, grabbing, thought, provoking,
sincere, relaxing, positive energy, worrying, controlling stress,
satisfactory, comforting, active learning, interesting.

Different from the Previous Learning Experiences
The results of the student interview data showed that none of the students
learned English through drama activities before and were familiar with such dramabased activities. They expressed that they started learning English this way for the
first time and were mostly exposed to traditional repeat after me method and given
no opportunity to speak English at all except question-answer sessions. It was
obvious from the interviews that earlier views of students saw speaking as the
mastery of giving correct answers to the questions with rigid adherence to textbooks
and speaking activities were primarily based on after unit speaking questions carried
out in pairs. They expressed that they went beyond course books through the drama
sessions, which lurks the ocean of excursions, facilities, conflicts, competitions in a
wide range of real life situations. They believed drama sessions brought ‘modern’
outlook to learning process contrary to their previous conventional English learning
years. Regarding that point, students (f=7) expressed their previous English learning
background in the following sentences:
“Our English speaking just consisted of repeating after teacher, memorizing
a dialogue, which was replaced by active and communicative interactive
activities with these practices. I believe this way works better and more
modern way to learn English.”
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Another participant commented:
“I've seen two ways of English teaching until this time, one is the way you
teach, and the other one is the way my middle school and high school
teachers did, we write on the board, and the teachers ask us to write them as
notes. The way you engage us in these practices, of course, is much more
effective and I see the teacher is obviously doing unique things for us I have
never seen before.”
Other participants also iterated the same viewpoint as follows:
“These creations remain as memory for us. My role as baker and traveler in
presentation of travel channel will never disappear from my mind as well as
the pictures we interpreted with flash judgements. If we had written the words
on our notebook rather than living these moments, it wouldn’t be different
from my 8-year English learning years. I couldn’t learn how to speak English
over 8 years, but now I have courage and an ability to speak because of what
you implemented for 8 weeks. This shows how I move from one level to
another. “
Another point one of the participants shared is about the perception of presentations
as speaking activity. One of the students described her speaking lesson in high
school years and compared it with speaking practices in drama sessions as follows:
“Grammar has always been the primary focus of school years. That's why my
speaking and listening skill remain behind. I was able to improve my speech
with these implementations. At high school, my English teacher was giving a
certain date on which we made presentations, but this again was not
speaking. It sounds like we were memorizing prepared text and very
rehearsed thing. Therefore, when we forgot what we were planning to say,
we could not bring the continuation. We forgot and stayed there, we looked
at the teacher without moving our mouths. Thanks to these activities, I
learned how to deal with situations when we pause or when we forget. These
are stress- relieving.”
Overall, based on my interview with participants, it is obvious that drama sessions
differed from monotonous class activities and there is a wide range of reasons,
which distinguishes drama sessions from other English classes. As participants
gave further information about their experiences, they confess that they saw in the
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end they were able to speak English with more self-confidence and without fear of
making mistakes or being judged and they expressed that they had more willingness
to participate (f=15) compared to the other classes.
Classroom Environment
As the students’ feedback revealed, the drama activities provided a stress
and anxiety reliving, and motivating learning environment in which learners had a
chance to express their messages in the target language without worrying about
making mistakes or being judged critically either by their teacher or friends. Students
put forward that amongst these implementations, they showed more interest and
motivation towards the drama practice in which they represented various TV
channels. The reasons of this choice were different from one student to another
determined by their enthusiasm to act out their roles in spontaneous manner and
their interest in TV channels. They believed that the closer the topic is their needs
and interests combined with a little humor, the higher their motivation is noticed as
well as student involvement. All of the participants found learning English through
drama sessions fun due to sincere and friendly classroom atmosphere. They had
the belief that they never encountered strict evaluation and critical reactions during
the drama sessions therefore triggering them to participate in all sessions. They
believed that enthused voices and smiling faces filled the regular English classroom
in all sessions, and they entertained a lot. They thought appropriateness and
meaning were superior to form or structure of the language that many caused many
students to relax and feel free to make mistakes. Depending on the atmosphere,
what all the students appreciated was fun that helped them have physical and
psychological release and frequently generated laughter and a comfortable learning
atmosphere promoting self-esteem and courage to speak English. During drama
sessions, students started to perceive that making mistakes were indicators of their
progress and accepted them as a useful way of learning from mistakes. Most of the
responses had a common point that was the participants’ first impression of drama
sessions that was intimidation to produce English utterances, which later turned into
gaining comfort and confidence to speak English in pressure free zone. They
believed that they strongly focused and concentrated as the joy with loads of laugh
in drama activities transformed the class into a low pressure, engaging, entertaining
learning climate. The following actual words spoken represent the ideas of
participants:
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“I was coming to the applications with the perception of entertainment and I
found myself in conversation by establishing English sentences during these
practices. We are making jokes, and it is just a fun, jolly environment. This is
comforting because everyone is in his or her freedom. I feel like we are not
in class. Fun, very active and instructive, memorable, more memorable than
what we do in normal lessons. We learn and practice new things under the
name of drama.”
“There is such a fun environment in the classroom that I have a chance to
learn while having fun. This is not something we used to have before, but I
know my friends and you better, and I feel like I am in a more relaxed
environment when I speak English to them. It was fun and I was looking
forward to the drama.”
Adopting roles
Many of those interviewed frequently pointed out that they welcomed the idea
of adopting different roles in their learning process because it put them in an
environment that they may be faced with one day in the future and they believed
that it enhanced their motivation and willingness to be assigned in different roles its
most (f=14). Advantages perceived included satisfaction with their adaptations into
different roles as they became more comfortable compared to regular English
classes and found a chance to escape from their real identity in front of their peers
without concern of what they wanted to say due to the idea of hiding behind real or
imaginary characters (f=15). They noted that they were excited to stick to the roles
that developed their ability to gain proper coordination with the characters around
them a dramatic play. Participants stated that taking on the role that is different from
themselves helped them abandon their hesitant behavior shyness to speak in the
activities (f=9). They expressed that every coming drama section made them feel
more interested and enthusiastic, which subsequently increased their confidence
level to speak. Students found the sessions face preserving and non-threatening so
that they expressed themselves with comfort. Participants also believed that the
chance of adopting different roles allowed them to build a more sensitive
understanding of a wide range of personal viewpoints further sharpening speaking
ability and lowering anxiety to speak. Four students brought up the issue that finding
characters that best suit them and changing who they are was most particularly
effective for vocabulary development, as different roles required them to integrate
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new vocabulary each time when stepping into another character’s shoes. She noted
this view with the following sentences:
“I've always introduced myself as X until now. What I have to say about
myself remains limited and I run out of words then I end conversation.
However, when we take a different role we have to use different words. My
vocabulary is becoming very diverse. It's exciting to get into the role of
someone who's exactly opposite to ourselves, and it's exciting to replace
someone we want to be.”
One shy and withdrawn participant shared how he started to get involved into the
class activities with the influence of drama sessions:
“I didn't take responsibility for the mistakes I made when building the
sentences because I was acting in different role. It was a doctor, worker or
someone else but not me who made a mistake. I felt my friends laughed at
my character and its speech not at me. This increased my self-confidence to
speak. I am not shy anymore in English lessons.’’
Another participant echoed the same ideas:
“I like playing in different roles. It's more fun and easier to get into different
roles than to be myself. It's easier to get into these characters and do things
I can't normally do.’’
Revision and Practice of Language Skills
A common view amongst interviewees (f=12) was that drama sessions
provided them with all-round development of language skills and they had the
chance to practice many practical and useful language skills with wide range of
activities in drama sessions. Drama activities increased their concentration, overall
understanding, comprehension and a marked improvement in retention through
engagement. They found introduction and going over the words beneficial because
they believed that it best promoted the full development of language proficiency.
Despite the fear of making mistakes and forgetting words during these practices,
participants considered learning English through drama as meaningful process with
communicational goal as they were actively exploring the great variety of
environments in imaginary situations. They pointed out that they could practice
different styles of speech ranging vary from highly formal to informal small-group
interactions. They expressed that they came across a new word in practices they
could easily grasp the meaning of the word by linking it with the circumstances they
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were acting out, which rendered vocabulary long-lasting for them. They further
mentioned the use of new grammar patterns in the context of a conversation or a
real-life situation. Regarding this point, five students remarked that the practice of
gerund and infinitives through drama was meaningful for them. Three students
shared that sphere detector quiz game was beneficial and useful for them to
produce a message that other people could understand by making use of the
vocabulary and grammar they learned in previous English lessons.
“It has saved me so much time not having to revise all the grammar and
vocabulary from scratch when I go home. I practice all aspects of language
within drama activities.”
“The day we chose to make the competition was the most useful. Because
we had a chance to go through what we learned until that week came, and it
enabled me permanent learning in my mind.”
Given its importance in speaking, students shared that they were encouraged to
interact with their peers with regard to vocabulary, grammatical structures and
pronunciation for a particular speaking topic, and then to create their own story lines
or real-life scenarios. What participants found worth mentioning was that drama
sessions engaged them with dynamic process providing different kinds of activities
in rich contexts and interaction as well as stimulating creative ideas to make use of
the language. Participants pointed out that drama strengthened their active
participation as a member of the classroom and increased the retention of words
because when they went outside the class, they sustained the conversation based
on their roles and performances. They highlighted that drama sessions had concrete
effects on remembering the meaning of words and the contexts they are used.
Students confirmed that the points learnt through drama sessions are easily recalled
and produced later. They thought drama sessions were around a theme or a topic
based on their language proficiency level, interest and topics that brought
worthwhile results because of relevance to them. Talking about this issue an
interviewee said:
“I never forget the words I have learned or their correct pronunciation
compared to the normal lessons. Every moment we live and every event we
create is like a filmstrip in front of my eyes, and what I learned is scraped into
my mind. The information we learned in this way is more permanent for me
and I notice a great progress in myself, especially when talking to myself I
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feel very comfortable and confident. After years of despair in English I would
never believe I would feel confident one day.”
Relevant to real life
A recurrent theme in the interviews was a sense amongst interviewees (f=12)
that they considered drama sessions as pieces from real-world sources and they
had real-world connections including their naturally occurring daily experiences.
They noted that they were having difficulty in solving issues at hand provoking
student’s curiosity, propelling them to learn and participate more. They thought
sessions were not like a lesson but a typical daily activity. The difference was
learning things unconsciously and getting out of their seats without sticking to course
book. Students repeatedly articulated that these sessions were effective in
preparing for the real-world setting and gaining deeper awareness of the human
condition in diverse situations that are likely to confront throughout life.
The recurring statement from the interviews was that students could travel
into both the past and the future that had a pivotal role in the engagement and
usefulness of what they were practicing. They felt more courage to display their
speaking abilities and more interest in speaking in real and imagined scenarios. In
this way, they believed that they were able to build deeper connections with real
life drawing from actual objects, events, experiences and situations and everybody
was self-sufficient and performed well in conflict resolution activities.
Students verbally expressed that disagreements were inevitable in-group
members; however, they reached a compromise to deal with conflicts naturally
arising in the sessions. They thought these conflicts fostered consideration of
alternate perspectives of people coming from different backgrounds with various
abilities and personalities. In attempting to describe this experience, participants
stated the following sentences:
“I initially thought myself in unpredictable waters followed by my awareness
that it was real life. The implementation we made about TV channels was
more fun and instructive for me, because when we were asked any questions
with our friends there, we had to answer all of a sudden. It is the same with
real life.’’
Another student reiterated the same viewpoint as follows:
“Drama sessions taught me how to keep my head above water in difficult
times because they had real life slices and I learned how to act and speak
90

English in particular situations such as conflicts, giving opinions, giving quick
responses, casting, directing.’’
Cooperation and Collaboration
Participants (f=13) believed that working together as a group during these
practices promoted class bonding and commitment to one another and to the
English learning sessions and this allowed them to overcome the fear of speaking
in front of the their friends. They expressed that they felt total acceptance of each
other and were more open to recognizing each other that provided strong sense of
belonging and strong sense of trust to their group members in performing actions.
They expressed that as they recognized and developed trust for one another, group
strength grew that led them to feel amazing freedom to act in diverse ways in which
they view and live in the world. They told that they were eager to work together
instead of working individually as they were more attentive in groups and
appreciated combining the creative ideas and the abilities of all participants to reach
the common goal of mastering best results. This sincerity and friendliness among
class members encouraged them to incorporate their feelings, fantasies and values
into the class without hesitation of being criticized or judged. They believed that
these sessions were the primary source of giving inhibition away fostering them to
take on additional responsibilities in cooperation with friends. They believed that
trusting relationships were built and they acquired long lasting friendships by
contribution of these practices. Students noted that these drama sessions engaged
them with others attentively, which assisted in unraveling their thoughts and feelings
as well as overcoming the alienation hindering them from participating in
conversations. Student interviews also illustrated that they accepted the conditions
of shifting circumstances and adapted themselves with their group members so that
they learned important social interaction skills and they experienced satisfaction
when they observed the strength of their group. They stated that they learned how
to accept or rejects the viewpoints politely and appreciated the contributions of
others in working with others as well as individually teaching them tolerance for a
variety of personalities and ideas. One of them commented:
“I find the atmosphere a lot of fun and we can work in harmony with one
another. I am generally more nervous when I speak English. The idea of
making mistake was wandering in my mind. I felt more comfortable as I get
to know the class. The practices helped us to fuse with the class and I started
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to feel comfortable. We're setting up groups of our own groups and
sometimes you create groups. I think it was good practice for the unity of the
class because it lowered my anxiety to speak in front of them.’’
The following actual words spoken also represent the ideas of participants:
“We have a beautiful atmosphere. We have group work. It's a warm and
happy environment. When we do something wrong, no one judges. Everyone
learns by doing wrong. It strengthens our communication.”
Creativity
A variety of perspectives were expressed about creativity within the realm of
drama sessions by participants. On interviewing students, it was found that students
(f=10) evaluated the practices encouraging confidence and creativity that appealed
to their creative aspect of personality and stimulated their intellectual and
imaginative aspect. Many students (f=6) appreciated devising and advertising an
invention excellent way of using language communicatively. Participants further
expressed that they were at liberty to make their own contribution that gave them
freedom to add their own imagination and participation. Participants addressed that
these practices engaged them in creating scenes, using their imagination without
in-advance preparation in which they were given opportunities to manipulate
inanimate objects and create new items with utilization in different circumstances.
There was belief that they got in touch with their creativity in the drama sessions of
hesitation markers, channel hopping, inventing and advertising a product and
opinion giving. They were found to pose thought-provoking questions that included
problem solving thus giving participants an opportunity to be independent learners
rather than learning static information, which is reduced to a formula or an equation.
Students found most of the exercises mental gymnastics and believed that during
these practices stimulated their creativity encouraged them to be more confident
going into unfamiliar situations. The following story, as a participant of drama
sessions, may help to elaborate this point:
“I feel that I'm mentally very busy through these practices as we put forward
products with creative ideas. Sometimes I think of such ideas that I cannot
believe my own performance and my self-confidence increases. I realized I
could do better than I thought and I have more creative potential than I
believed.”
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What participants also found worth mentioning was the effectiveness of 8 th week
drama session in terms of creativity with these sentences:
“The TV channel activity I participated was the most useful application for me.
Initially, I was reluctant to do something in front of the class, and later I
realized that I had less difficulty setting up sentences. In a short period of
time, I was able to produce something creative about the TV channels that
were given to us, and to design and implement sentences for all of us with a
staff of 5 people, and to design our creativity and time and create a team
work.’’
Humanistic Values
Participants (f=11) touched upon how these practices promoted humanistic
values. They had the belief that each practice had underlying message that was
powerful and they reflected peace and humanism and fostered them to be better
individuals with caring other people’s feelings and developing the capacity to
tolerate and emphasize other people’s feelings. They were better able to understand
the importance of values and moral issues further with mutual commitment and
dedication that led to the realization of a shared vision that brings meaning and
purpose to the lives of many people.
They believed that students’ awareness of belonging, truth, world peace,
love, patience, tolerance, and non-violence, social concern was heightened and
respect to different traditions and interests, cultures was increased. In intervening in
social conflicts drama session with their portrayal of characters, they believed that
they could achieve admirable qualities for human life and they were able to view not
only their own lives in a social context, but also the structural oppression of the
society in which they lived and learned through the drama practice of 6th week.
One of the participants found flash judgements and expressing sentences with body
language practice interesting and thought provoking. He expressed his feelings as
following:
“I believe every practice has hidden message to us. In the second practice,
we were given photos of different people with different backgrounds and we
were expected to interpret and write a life story for them. I think we have
learned different things about human life besides English in this application.
My obvious response towards people when I first meet always used to be
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gradual avoidance from them because of my prejudice. This application has
left a significant mark on my life and I decided to change something about
my characteristics. I would like to thank you for being the target of this
application, it has too much influence on our perspectives.”
Interview results also suggested that drama sessions developed an atmosphere of
mutual respect and positive interdependence among participants. By adopting a
role, they believed that they stepped into various time-periods based on reality or
fiction then deal with issues on different aspects of life highlighting empathy and
pluralistic nature of our society. They expressed that they could see how the world
looks through another person's eyes as a member of these sessions. The scenario
or story at hand deepened their understanding of themselves and helped them build
a strong personality.
Self-Regulation
Participants (f=10) found drama sessions incredible means of learning and
stepping stone for self-regulation of their emotions and actions as well as learning
self-discipline, positive reaction to criticism, self-awareness, self-management that
in result developed confidence in the expression of their ideas. They formed beliefs
in their abilities to perform a task create positive beliefs about their abilities to speak
English. They pointed out that drama sessions served as guides and motivators of
their behavior that offered them ways of regulating and controlling their progress in
speaking skill. Participants believed that they overcame the exhibition of impulsive
behavior through drama sessions because drama activities boosted learners’
encouragement and encouraged them to monitor their performances and speaking
skill by self-reflecting on their increasing abilities. They started to become selfregulated learners who are eager to shape further learning moments as they came
to drama sessions with specific goals, comparing progress their progress with the
previous sessions and evaluating later adjusting their learning processes
accordingly.
“I was able to develop third eye with drama sessions and internalize
appropriate behaviors, apply them without being reminded. I surely
sharpened my self- awareness on what I am doing.’’
“I learned that ability our vocabulary richness and speaking ability can be
developed. I can control my emotions especially anxiety while speaking and
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the reason is my voluntary participation in drama sessions. I believe that I
gained an ability to adjust my responses across a diverse group of English
speakers. I definitely have more developed esteem compared to my first
language proficiency.”
Memorable Experiences
Many participants (f=11) reported an experience of how these practices
helped them extend learning opportunities outside the class. Students stated that
they found a chance to use newly acquired skills and knowledge in real life situations
beyond the classroom by means of these practices. They expressed how they could
relate what was learned in class to the outside world and how distinct they found
drama activities from class-based education. They believed that drama sessions
promoted better learning opportunities and extended learning after leaving the class
as it offered alternative learning strategies outside the class according to their own
taste and pace. They stated that connecting learning to situations beyond the
classrooms was the result of interest triggered by drama sessions that made
information memorable. Participants’ overall experience with drama practices was
incredibly positive and they showed a great deal of interest and excitement during
implementations, even when they felt a bit uncomfortable in the beginning. Many
students stated that these practices had profound positive effects on retaining the
words and recalling them easily rather than sticking to the textbook at hand itself to
consult all the time. They stated that they could have chance to use the vocabulary
they learned in the previous lessons and it gave chance to revise and reinforce the
vocabulary regularly so that they increased their repertoire of vocabulary used in
diverse situations through facing real life circumstances. Participants (f=12)
expressed that they remembered what they learned better with these hands-on
activities when compared to the other classes. What they learned was memorable
through direct experience and they used the different learning channels that made
them more actively involved in the practices. Students (f=8) found spontaneous
drama sessions anxiety provoking at the beginning, but later claimed that they were
connected to real life and giving answers with quick decisions increased their ability
to speak English fluently. They believed that they felt more motivated to turn up to
school and they could gain concrete understanding of abstract ideas and vocabulary
through drama activities. The consequence of drama was development of interest

95

in the environment and wider surroundings. Some participants saw a useful role for
developing interest and pursuing a particular topic in even greater depth and
seeking out other related information such as listening to podcasts wrapping up key
learning points, reading essays, watching documentaries, watching relevant
television shows after each drama session. They highlighted that drama triggered
them to explore new ideas and keep their momentum and engagement going
outside of the classroom with formation of personal connections to the topics even
after they leave the learning environment. The following actual words spoken also
represent the view of participant:
“When I was a scientist, I had the chance to use different words or acted like
a writer when I became a writer. Although I normally have no interest, I have
become interested in different professions and people. After I left the class, I
did research on internet about the character I played then I checked different
sources including documentaries and articles. It has contributed greatly to
the development of my general culture and to my English speaking skills.”
Another student remarked:
“We talk about what we do in the classroom when we go out of class. I start
to wonder new things about what we have done in class. For example, I found
a new book called ‘Pride and Prejudice’ after joining flash judgements
session and obtained the printed version of it. In fact, I share with my
roommates what we do and they get surprised. I found out new ways of
practicing English with drama sessions that derive from natural world.”
One of the participants shared that he faced the same conflict that he acted out in
drama class in his real life and used his conflict solution strategy in real life problem
as follows:
“For example, I personally encountered the same conflict in my real life we
acted out with peaceful solution, it was an interesting coincidence creating
closure to English lessons and I solved my problem by conducting a logical
argument like the one I did in drama class.”
Development in Verbal Communication
A period of interview with students about what had happened during the
drama sessions showed that drama increased their linguistic abilities specifically
oral communication skills. They (f=15) believed that speaking constituted an intrinsic
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part of drama sessions and developed their ability to think in English thereby helping
them construct knowledge in minds through meaningful learning activities. They
highlighted that drama made room for a sense of creativity and developing handson manner as through different characters, they shared the opportunity to interact
with each other from the perspective of their pretend roles. A recurrent comment
among students (f=14) was that drama enhanced verbal expression of ideas,
pronunciation in addition to fluency with English. They occasionally articulated that
drama required them to have group-work building trust between them, thereby
reducing stress and developing confidence. There was common view among
students interviewed that drama activities developed the sense of confidence further
motivating them to question, respond, and explain what they are feeling and thinking
out of the box. In some interviews, it was considered more appropriate to utilize
drama to cover speaking activities across the curriculum as students considered
they benefited greatly from being given an opportunity to work in an atmosphere
that encourages risk taking and conducive for collaboration. Everybody agreed that
drama sessions were an important point to learn how to speak spontaneously in real
life. Many participants evaluated the drama sessions “Conversation Fillers/ Where
Do You Stand?, Giving Opinions, Advertising an Invention, Channel Hopping,
Portraits/ Flash judgements, Onomatopoeic words/ Sphere Selector” the most
effective activities for language development and expressing themselves in a safe
environment where they fully enter into relationship with each other, practice and
build upon various communication skills. All of these activities boosted their
confidence and lessened the fear of being in the public eye. They believed that
drama activities established an environment where they felt freedom to pretend
whatever they would like to be. They found a chance to engage actively those whom
they were not familiar with and seldom talked. The following sentences, as a
participant of drama sessions, may help to elaborate this point:
“I cannot compare the significance of each practice. For example, in the first
application, we constantly use the sound of our voice while we are constantly
speaking. In my opinion, all of them were useful for us, but to say one, product
marketing was very useful because we are creating something new and we
are developing our imagination. We did it as group; everyone had a different
point of view. At first, I was constantly hesitant, but I wasn't one of those who
normally talked about their own production, they gave me a little self97

confidence and pushed me beyond. The more I joined, the more I enjoyed so
that my verbal communication developed and I learned many ways of
expressing myself even if I lost at words.”
“I always wondered what it would be like if I could speak English. I attended
several courses to speak English fluently, but most of them discouraged me
from speaking. Because of this negative attitude and tension, I never wanted
to talk. I was even more hesitant to enroll in prep class. Everything was so
different than I thought. I broke my prejudices against English and reached
the language level I had dreamed of in the past through these lessons.”
Development in Non-verbal Communication
Drama sessions sharpened and rose awareness of pronunciation to tone of
voice and volume and ensure articulation that is more meaningful. Sensory
experiences are highlighted thereby appealing to and assisting a wide range of
learners. In interviews, participants considered drama as valuable part of their oral
communication skills towards nurturing effective interactional skills. They built
flexibility, coordination and balance with body language away from the constraints
of a set agenda during the drama sessions. They (f=12) stated that they became
aware of their posture and positioning throughout communication they believed that
the drama session including constructive feedback, onomatopoeic sounds and
vocal/breathing exercises were the most effective ones in practicing non-verbal
communication skills in which they interpreted and interacted with their physical and
social environments through their bodily senses. The following story, as a participant
of drama sessions, may help to elaborate this point:
“In our practice of expressing our prejudices, we have actively used our body
language and it was interesting to see ourselves in a different way of speech
than we are as we were experimenting with volume, pace, pitch, tone,
gesture and facial expression to develop our character based on the portraits
within the realm of drama.”
Another participant echoed the same ideas from different perspective:
“The personal idea expressions were the most beneficial one because we
need to learn how to use in daily life expressing ourselves both verbally and
non-verbally. While declaring our own ideas to the other party, we have been
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able to practice our body language skills eye contact, English stress and
intonation as well as pronunciation.”
Active Participation
Following a period of interview about what had happened during the drama
sessions, one of the most repeated idea in interviews was the expression of feeling
encouraged to play a more active part in the lesson flow. They (f=15) stated that
they ended up being enthusiastic when they stepped into the drama sessions and
full of joy particularly acting out the scenes. Participants appreciated positive shared
experience and mentioned that they were pleased with being real protagonists of
the process and happy with ownership and autonomy of their own actions. They
believed that more importantly, drama activities promoted active learning, trustful
and secure relationship with their classmates in a non-threatening atmosphere,
which they thought has fundamental for the success of the lessons. Even if they
produced performance deficits, they expressed that they wanted to take
responsibility and contribute to the development of their work. In attempting to
describe this experience, participants stated the following sentences:
“We were like clay in the hands of our role that shaped our behavior, attitudes
and perspectives according to the requirement of the role we got into.”
What is more, drama encouraged hard-to-reach or shy students to actively
participate and take roles. Participants pointed out that at the initial stages, they
were afraid of making mistakes or being ridiculed by their peers, but in the following
weeks, when they started speaking, it flowed like water. Many students interviewed
remarked that drama-based practices were very encouraging in lowering
participants speaking anxiety in English. Others (f=2), however, in the treatment
group who hesitated being an active participant evaluated drama sessions anxiety
increasing in terms of being in public eye and revealing their own nature. For the
rest of them, these implementations increased their participation and desire to speak
English in many other circumstances and prepared them for real life. Taking active
role in drama sessions was the fundamental reason for reconstructing students’
attitudes, beliefs about the English classes and turning the negative attitudes into
positive perspectives according to the interviews. Participants reflected their
enthusiasm to be a part of these practices with these words:
“These practices greatly changed my perspective on learning English. I
realized that I was more than happy to participate and to express myself in
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English. I have to admit that I'm looking forward to the drama days every
week.”
“Every week’s drama brings us something unpredictable. I love this feeling.
What we are doing attracts my attention and I become more willing to take a
part of each drama session. I believe that we move away from the classic
structures and learning routines of English so these sessions considerably
affected my attitudes and beliefs about speaking English in a positive manner
and I gained more confidence.”
Speaking Anxiety
Many students addressed different drama practices as the most beneficial
with learning English and stated how their speaking anxiety level changed in
accordance with their participation in them. They reported that normal English
classes have a climate of mistrust and uneasiness as they felt evaluative situation
in speaking practices causing bad language productions, but drama activities
reflected achieving native-like pronunciation is not the priority in speaking English
and emphasis on collaborative activities turned learning into enjoyable activity that
resulted in more sincere and comfortable environment to speak English.
Participants (f=8) expressed the usefulness of invention advertising drama
activity in which they were distributed different objects and asked to come up with
inventions to advertise. Students further named Conversation fillers, Portraits/ Flash
judgements, Where Do You Stand and Channel Hopping sessions very effective to
cope with anxiety they experience while speaking English. In the same token, 10
out of the 15 students repeatedly mentioned that error correction while speaking
discouraged them in their previous learning experiences, but in drama activities,
they prioritized fluency, meaning and intelligibility without realizing and did not blame
themselves for making mistakes in pronunciation and grammar.
There were mixed views among participants interviewed on the usefulness
of drama on lowering speaking anxiety level. Participants (f=2) People who felt less
confident about their speaking pointed out that their anxiety to speak stems from
their personality thus drama had little influence on their participation and
nervousness to speak English. They found 8-week implementation insufficient to get
rid of speaking anxiety and control their stress in spoken interactions. They believed
the necessity of more implementation to deal with this problem and wanted to keep
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portfolio regularly. One of them reflected his request to continue practicing English
with drama activities as follows:
“Definitely I improved myself but that would not be enough. I want to keep
portfolio every day to practice and in-class learning should be supported with
extra-curricular activities like these implementations all the time. 8 week was
not enough for me. I expect more.”
“When I first came, I preferred not to talk. I wasn't absolutely sure of grammar
from my speech, my pronunciation, the words I was going to talk about. I've
been so relieved as I've done these practices. I can say that I've minimized
my concerns. These practices showed me that there was no reason to feel
anxiety when speaking English.”
One participant explained how she felt from beginning to the end of drama sessions
with three stages:
“Initially, we were hesitant. Then, we got used to it and started to enjoy it. We
always came to sessions in order not to miss an amazing chance to learn
new things. It was a fun process. I think it was very helpful to us. I learned
that there is not a single way of saying things in English and I believe I fully
digested what we were exposed to during these sessions.”
One of the students reflected how drama was effective in preparing for quick
responses as happened in real life situations with the following sentences:
“The channel hopping was something open to everyone. My nervousness
lessened. I like this kind of applications more. I didn’t use to like speaking in
front of class, but these practices were encouraging and I feel more selfconfident even if I make mistakes.”
The following spoken words indicate participants’ views about drama activities and
the change in their attitude towards English and speaking. They reflected positive
energy and atmosphere as well as strong will to speak English:
“There are friends in the classroom who speak English with grammatical
errors and pronunciation errors. When they stand in front of the class, they
sometimes get confused and do funny movements. It sounds fun to me, but
when I did, I thought it would have negative thoughts about me. I now gave
up on this idea, so it can be the most beautiful contribution to a human.”
“Staggered voice and blushing was my typical reactions when I was called
on to speak. My nervousness led to poor performance in spoken activities.
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Drama sessions showed me how to control my stress. I feel courageous and
drama convinced me to speak with confidence despite the mistakes.”
Adjectives to Describe Drama Experience
Participants’ words describing the drama sessions varied considerably and
adjectives were categorized under similar themes. All of the participants (f=15)
repeatedly emphasized the words funny and enjoyable to define drama sessions.
Almost all of them (f=14) found drama sessions cooperative, interactive and
effective learning. Some (f=13) mentioned memorable while some (f=12) evaluated
creative and useful. Six students out of 15 used the word intriguing and attention
grabbing for English learning. Ten students out of 15 mentioned thought-provoking
and 11 found encouraging speaking English. Five participants touched upon the
word sincere and ten found the class environment relaxing. Seven students
mentioned positive energy whilst a minority (f=4) mentioned worrying at the
beginning weeks. Seven students mentioned drama was aid for controlling stress
and excitement to speak English. Three students said satisfactory and comforting
while six stated active learning. Three students shared the word interesting. One of
the sentences an interviewee used is hereinafter:
“Definitely useful, adapting us to speech situations because it enables us to
control progress, stress and excitement along the language learning
highway. My thoughts about the applications were so positive that it is difficult
to describe with 3 words.”
However, one participant explained the drama with a different word than these
mentioned above and shared:
“Because I'm the one who plays the role again, I can't throw myself out like I
am a character assigned to me. I'm acting like myself again. I can't adapt
myself completely to the role. I can say that I've minimized my concerns. I
had a lot of talk at the beginning, but I still have a little bit anxiety to speak in
front of my friends and you. Some drama activities give me nervousness. For
example, in 5th week we made a conversation to practice gerund and
infinitives considering the situations such as a person in traffic, a person in
emergency. I felt more anxious in this session than the others.”
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Results of Researcher Analytic Memos: Drawbacks of Drama and Possible
Remedies
In this part, I look back on the challenges of drama sessions that need to be
addressed in the execution of the drama instruction over 8 weeks as well as expand
the explanations in my reflections and the ways of tackling difficulties using drama
as extracurricular activity for the first time. I also as reflective researcher of this study
offer tips and recommendations from a pedagogical point of view in line with the
problems that arose during 8-week drama implementation at B1 level. In this vein,
English language teachers, who strive to succeed with proper implementation of
drama as extracurricular activity and to avoid practical drawbacks, may benefit from
it.
Table 18.
Themes and Codes in Teacher Analytic Memos: The Problems Faced by the
Researcher

Themes represent the problems the researcher encountered in the implementation of drama activities.
Theme
*Time Constraints
*Instruction giving

*Student Resistance

*Complexity in
Preparation and
Implementation
*Classroom
Management
*Classroom
Organization
*Tendency to Use L1
Persistently
*Focus on Fluency

*Limited Language
Skills

Codes
Curriculum coverage, structured syllabus, preparation, integration of skills, focus
on fluency
Difficulty to keep up with the instructions, outlining tasks, distributing written
guidelines, explaining lesson aims, breaking down the tasks into comprehensible
steps,
understandable
and
recognizable
target
language,
prevent
misunderstandings, modelling
Introverted and shy students, avoidance from the practices, luxury of selfenrollment, physical proximity, atmosphere non-threatening, collective
responsibility, active exploration of many voices, relationship of mutual trust,
confronting
Preparation time, planning, parallelism to the curricular goals, reachable goals , fear
of looking foolish, complicated nature , integrated activities, user- friendly books ,
breaking resistance, advice and assistance, conformity with the needs of students
Self-confidence,
student-centered,
out-of-control
situations,
student
disagreements, building good rapport
Physical conditions, rich sensory environment, ideal circumstances, open and
outsize classroom, warmth, lightning, physical barriers, suitable equipment
Lacking in confidence and vocabulary, Grouping, explaining purposes, providing
background knowledge, ease the burden of the learners, maximize the use of target
language
Error correction, monitor outcomes, language background, staying unobtrusive,
emphasis on fluency and meaning, noting down the common grammar and
pronunciation errors, giving feedback, follow-up exercises, effective language use,
encouragement, possibility of the same mistakes, smile of accomplishment,
practice speaking skill, self-confidence, active participation
Early foreign language education, fluent speech, warm up, energy level, limited
language learning background, healthy dynamics, grammatical rules, high marks,
domination in conversation, group constructions, inattentive students, pairs and
groups, self-confidence, comfort, safety to speak

103

Time Constraint
Drama is recognized and documented as potentially powerful language
learning and teaching tool that results in memorable events, but it has its
shortcomings and may still cause English teachers hesitation to embrace the idea
of integrating drama. One of the reasons is that drama activities seem to last a
relatively long time thus requiring the teacher to plan timing carefully in advance and
effective drama activities in the classroom and it is difficult for teachers to ensure
full curriculum coverage due to the pressure and burden of time constraint of
completing structured syllabus on time. Otherwise, syllabus to keep in mind will not
be covered appropriately that will result in falling behind with the syllabus, and thus
failure of students in examinations. In my practices, participants took drama tasks
very seriously and accomplished with great concentration, which resulted in long
duration to complete the activities. Due to the rigidly organized schedule and
textbook across the educational institutions, English teachers and learners may
suffer from the time constraint of completing the left for drama sessions, as drama
requires allocation of sufficient time and increased preparation, development of
familiarity with drama activities and confidence as well as feasibility to implement.
Thus, overuse of drama should be avoided.
It is crucial to use time wisely; otherwise, this experience may be incredibly
frustrating in some cases to look for some kind of 'drama' to put into a class for the
teacher in charge. You do not have to separate drama from other activities as you
can employ basic drama resources introduced as part of the curriculum that are not
complicated so that the workload would be relieved by simply forming only a part of
the rich learning and developmental experience without looking too far from the
actual lesson. You can also frame the content of the lesson within the units of the
curriculum in a manner that brings the skills of grammar, reading, writing, speaking,
listening, and pronunciation together in a lesson providing a balance between theory
and practice. Lesson is structured in a way that learners benefit from many aspects
of language learning facilitating effective learning environment where the focus is
not on form but rather fluency and meaning. In this way, no extra planning time is
needed to advance the development of the child on the side of teachers. It is
considerably crucial to make sure that you allocate sufficient time for preparation
time; otherwise, learners will perceive themselves frustrated and disappointed
because of a poor quality performance. In accordance with timing, you can give
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timelines and check the progress each time so that participants do not get lost in
timing.
If you are urged to stick to rigid curriculum with insufficient time to carry out
drama activities as a part of in-class activity, you can take time out of school and
render extracurricular activities, which brings responsibility for closer focus on
drama practices and lower affective filters such as shyness, low self-image and
apprehension of public speaking.
Instruction Giving
In terms of the challenges of drama as extracurricular activity, the key among
these challenges was the instruction giving. Some participants were insufficiently
fluent to follow my instructions and they still expected Turkish input from me
especially in the first time of the drama session. To resolve this problem, it is
essential to outline tasks and distribute written guidelines to help them comprehend
what they are supposed to accomplish. In order to keep students focused on the
learning processes and requirements of the task, using an understandable and
recognizable target language is crucial in helping students immerse in the target
language as much as possible. The critical to drama sessions is to explain lesson
aims at the beginning of the class as well as displaying them on the board, which
makes participants more focused on the process and leads to improved
participation. Instead of just showing the aims of each session, I used different
metaphors such as mountain, pathway and tree for the flow of the lesson so that
learners could form a vivid picture in their minds describing their path on the way of
drama sessions. This way also made the drama sessions more memorable and
engaging. It naturally requires extra preparation time on the teacher´s part, but
breaking down the tasks into comprehensible steps for students in multiple ways
will be beneficial. The critical issue is also modeling how to carry out the practices
as well as providing a visual support in multiple ways as scaffolding strategy by
manipulating a variety of sources. There might be some students, who require
extra help or guidance so the teacher of class needs to ensure that she/he has taken
extra steps to expose students to well-chosen language from the very beginning
keeping a close control and involving them step by step into the process.
The lecturer has to give precise instructions as crystal clear as possible so
that students recognize which group they belong to, make sense of the task, with
whom they are supposed to work and what are expected to do in the task. Checking
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if they understand the way they will accomplish is another remedy to prevent
misunderstandings. It is also crucial for successful scaffolding that the teacher on
which circumstances she/he is going to intervene the process.
The great strength of conducting drama sessions was contribution to me in
giving instructions through proper modelling that prevents learners getting confused
about the process of drama. Ultimate learning goals are revealed on regular basis
with students as a part of instruction in order not cloud the essence of message
given to carry out the learning tasks.
Student Resistance
If you attempt to integrate drama into your teaching practices, it is natural you
have concerns that students will resist the way they have never been taught.
Introverted and shy students are more likely to become increasingly resistant to act
in front of their friends resulting in a greater likelihood of avoidance from the
practices. Although drama sessions regarding this research was carried out as
extra-curricular activity and participants had the luxury of self-enrollment in the
sessions, few students initially resisted in acting out the roles. Establishing a free
thought sharing, comfortable and an encouraging environment for students by
employing a diverse array of drama techniques appealing to different individuals
will be beneficial in promoting active participation. Communicating overall drama
session expectations explaining the purpose of the activity will also signal for
student participation reducing further student resistance. In an effort to lower levels
of possible student resistance, I tried to create physical proximity to inattentive
students and moved around the area for creating opportunities for different kinds
of interactions with students so that they felt less threatened and found the class
atmosphere non-threatening to make mistakes and engage in active learning.
Some participants may also hold the belief that their peers are a waste of time
because they do not view their peer valuable sources of knowledge. As a result, you
may encounter participants who are reluctant to share collective responsibility for
the development. It is crucial to validate students as having an essential voice and
encourage active exploration of many voices in the learning process; otherwise, they
may struggle with the tasks considering them demanding and difficult later
questioning its worth. Proper instruction giving and formation of a relationship of
mutual trust will provide more demand an active role on the part of students.

106

Complexity in Preparation and Implementation
One of the problems that emerged from using drama as extracurricular
activity for language related purposes was the fact that if I speak down-to-earth,
drama

sessions

require

teachers

to

invest

a

significant

amount

of time in preparation and planning. Investing extra time in my drama sessions did
not go unnoticed by my students and what they appreciated was parallelism to the
curricular goals so that drama as extracurricular activity provided students with more
engagement with the language practice making the learning of the new language
an enjoyable experience and the belief in themselves along the way to speak
English.
First, it is incredibly significant to distinguish using drama pedagogy in
classroom from performing a rehearsed piece of theater that is not equivalent to
drama. The teacher should set goals that are challenging but still reachable for
drama sessions. When students meet these goals, take time to celebrate the
achievements of participants who feel accomplished on their performance and
reached the established goals of sessions. Leaving drama activities to the realms
of professional theatre would be a big mistake for us because drama activities do
not require language teachers to be equipped with professional drama background
to utilize it as target-language learning tool. What we should do is to arouse the
flexibility and joyfulness that reside within each of us and add innovative ideas to
our bag of tricks so that participants will overcome the speaking anxiety in English
classes and improve their oral communication skills with ringing of loud applause in
their ears after each drama session.
You may be reluctant to use drama activities due to the fear of looking and
feeling foolish in teaching speaking English that is prevalent when attempting to
teach tertiary level learners. However, it was obvious from my experiences that
these learners were also receptive and participative to drama sessions. Drama
activities may seem complicated in its nature and requires teachers to be skillful in
selecting or designing integrated activities, but choosing user-friendly books
targeted for language teachers offering drama activities may have great contribution
to your understanding and provide ideas to extend lessons. If you really do not know
what to do with drama and evaluate them risky and big barriers to handle, you can
start slow in your own style of teaching with small steps for inclusion of simple and
short drama activities in a limited way that will result in decreased resistance to
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integrate them. Breaking your resistance to use drama will create a chain effect and
then will break the resistance of students to speak English creating a need for
speaking. It is suggested that you give a chance to drama activities presented in
any style by putting more responsibility on the learner, as opposed to the teacher
and you will soon realize the value of them and gain deeper insight into how to
interpret, understand and implement drama at the core of the lesson.
Idea of bringing drama into class is likely to encounter resistance by English
teachers if they are not supported with flow of advice and assistance through
contacts with advisors and through organized courses. It is crystal-clear that
teachers’ continuing self-inquiry has a paramount significance in ensuring the quality
of what language learners experience through their English language education. As
the English teachers engage in gaining awareness of their own teaching processes
and carry out activities in conformity with the needs of students, it is inevitable to
bring about change in the oral communication skills of students that will end up being
low speaking anxiety level of language users in and outside the lecture room.
Classroom Management
Teachers need to be equipped strong classroom management and have
great self-confidence in order to implement drama activities appropriately because
these activities are designed around student-oriented approach giving students
more freedom and choice to push the boundaries, which makes classroom
management primary requirement. You may feel like you delve into the dangerous
territory at the beginning where students become the real protagonists of the class.
Teachers need to be well equipped with a firm grasp of classroom management and
community accompanied with proper understanding of drama concept. It is key to
overcome the fear of out-of-control situations and feel down-to-earth in the
expectations for student behaviors. Considering the possibility of student
disagreements and personal attacks among students and effort to forfeit their peer’s
ideas, it is crucial to wait for the right moment to intervene if needed. There may be
students who lack of maturity, which results in classroom management problems,
but I was able to prevent such a problem by utilizing student interests for building
teacher-student rapport that goes beyond typical teacher-student relationship and
always tried to maintain this relationship from the beginning. The noise is also
another problem in drama activities. Background instrumental music played at times
may have pivotal role as a threshold to minimize the noise of students during the
108

activities. Furthermore, participants expect to learn what steps they are going to take
in drama sessions, thus presentation of what is going to take place with breakdown
will keep the flow of activities well-organized and students positive attitude and
prevent students from fidgeting and making noise. Setting rules with expectations
and certain allowed manners and behaviors with clarity in drama sessions are must
in managing the class effectively as well as in prevention of chaos.
Additionally, I observed there was no inappropriate language use and violent
behavior by participants over the 8-week drama implementation. After making the
analysis on the reflections of my analytic notes, I strongly believe that any teacher
who is willing to have drama pedagogy in his or her classroom has to evaluate firstly
the ability to deal with out-of-control situations.
Class Organization
The most common problem that I encountered many times was the
classroom organization. I had to make adjustments in the implementation of some
drama activities due to the obstacles regarding classroom organization. Physical
conditions including size and layout in classrooms need improvement regarding
authenticity, rich sensory environment and physicality in order to operate drama
activities in ideal circumstances with pedagogical practice. Maley and Duff (1982:
63) claims that traditional arrangement of desks makes the challenge even more
intense and is a big obstacle in the successful implementation of dramatic activities.
What is required is an open and outsize classroom so that participants can benefit
from the sessions at the maximum level.
The importance of outsize space with warmth lightning and facilities to carry
out drama sessions should not be neglected because restricting students to a small
class with physical barriers is to inhibit their performances and deprive them of
experiences, which may be contribution to effective, richer and more rewarding
learning experiences. At least one well-equipped drama room should be a part of
public and private schools to prevent the disadvantages deriving from the class
properties and access to it should be conveniently available for constant use by
teachers. In this way, students are offered a chance to slip through a window of
opportunity into a comfortable room in which teachers may create any type of
atmosphere with the aid of various suitable equipment surrounding the class. I offer
some considerations regarding the adjustment of class organization providing space
for freedom and changing the attitudes of language learners towards learning
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English, motivating them to speak boldly and lowering the anxiety to speak in front
of other people in communicative and interactive environment thus definitely
recommended.
Tendency to Use L1 Persistently
In a language learning setting where the students share a common L1, there
is a great possibility that learners tend to use L1 persistently as the researcher
encountered in drama sessions. From my careful investigation, I found out that the
main reason of turning back to mother tongue was the lack of grammar, lacking in
confidence and vocabulary needed to perform the tasks. It calls for careful
preparation of students thoroughly with sufficient controlled practice of the language
they need to perform the tasks prior to any drama activities. Switching back and
forth between English and Turkish can be acceptable as useful resource that
students bring to the L2 classroom, but overuse of native language rather than
appropriate amount of L1 in a principled manner. I kept L1 usage minimum and
maximized the use of target language. Drama activities may require teachers to
believe the need of L1 usage to prevent misunderstandings and give feedback on
the activities as well as to ease the burden of the learners and to lower anxiety. It is
advisable that the teachers encourage students to maximize the use of target
language that consolidate their understanding of the important points regarding
language skills. My remedy has been nomination of secret language inspector each
week charged with job of ensuring that everybody uses target language most of the
time. Explaining the rationale behind sessions have also great influence on their
understanding the purpose of the practices and create a sense of enthusiasm to
speak English in their conversations. In order to prevent students’ tendency to
switch back to native language, establishing varying grouping technique in which
a variety of focus and interaction is carried out with as many different participants
as possible is useful strategy. L1 use among students also changes depending on
the balance between strong and weak learners, as well as depending on
personalities thus it is essential to prevent the strong learner domination over weak
students; otherwise, weak students may lose interest, feel demotivated and become
discouraged differentiating himself from the his/her peers. This also requires you to
get to know your students properly.
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Focus on Fluency
As for the students’ challenges during drama sessions, almost all of the
students had similar obstacles: The participants struggled with anxiety to speak in
front of their friends and me due to lack of self-confidence, having poor English
background, pronunciation of some words and remembering vocabulary. What
concerned the students most was the fear of making mistakes in grammar and
pronunciation. During the drama sessions, many participants expected to be
corrected for their errors to monitor their learning outcomes. I did not consistently
interrupt learners’ speech in order to correct them, which was challenging for me as
many students had already language background with error correction all the time.
I stayed as unobtrusive as possible and placed more emphasis on fluency and
meaning rather than accuracy during drama sessions so that remarkably students
gradually built up the level of self-confidence in conveying their thoughts in front of
the crowd. To meet the expectations and needs of students, I preferred to note down
the common grammar and pronunciation errors to give feedback with subsequent
discussion thus enhancing students’ effectiveness through my evaluation and
comments after each drama session. They were not even inhibited or aware of the
notes I was taking that was used as a basis for further exercises.
Feedback sessions in which participants reflected on their performance was
an opportunity to highlight effective language use, encouragement and introduce
language that improved the effectiveness of the communication without imposing.
These follow-up sessions was helpful in lessening the possibility of the same
mistakes being made outside the classroom and anxiety to speak without any
having limits or restrictions on fear of making mistakes leaving a smile of
accomplishment on students’ faces. Drama sessions offered non-traditional
opportunity to practice speaking skill as well as to develop self-confidence and
active participation in the expression of their personal viewpoints.
Limited Language Skills
There are many students who did not receive an early foreign language
education, which makes things become even more difficult when the group of
participants is expected to perform tasks at the level of speaking fluently. When I
asked participants to response something impromptu, they became more anxious
than they were in role-play activities for sure. Warm up part should not be neglected
as it is the pre-requisite for successful completion of drama activities. It is crucial to
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keep energy level high despite limited language learning background of students
and try to ensure healthy dynamics for students who get pressured more and more
every day into learning English grammatical rules to score high marks in countrywide exams. There may be students dominating discussions, which requires the
teacher to make changes in the constructions of the groups constantly so that
students are exposed to different input coming from various students. Calling on
inattentive students, putting students into relevant pairs and groups and trying using
small groups as a way of increasing engagement will help you monitor students and
offer a window on real-life situations and human issues thereby give students selfconfidence, comfort and safety to speak English.
The Researcher Analytic Memos for Each Week
The

qualitative

data

from

teacher

analytic

memos

underwent

a

comprehensive analysis using the content analysis to interpret the data that
constitute 8 weeks of drama implementation at B1 level. The aim of using analytic
memos was to store ideas for further comparisons and refinement followed by
raising questions about what could have been done better. The coding of the
qualitative data was validated by two researchers who are into qualitative data
analysis in the field of English Language Teaching Department. You can find
descriptive title for each drama session that helps you classify the activities. Critical
remarks on the challenges confronted by the researcher intended to allow for a
breadth of information about the remedies and some practical suggestions for
effective drama practices are made at this section. Analytic memos were utilized to
find response to the following questions:
-What are the opinions of researcher about drama activities in teaching speaking at
B1 level?
-What are the challenges researcher faced in teaching speaking via drama as
extracurricular activity?
-What are recommendations for making drama activities more applicable to
overcome speaking anxiety of learners?
In the following part, researcher pinpointed areas of difficulties encountered
during drama sessions that need care and treatment in the execution of the drama
instruction over 8 weeks as well as expand the explanations in her reflections and
the ways of tackling difficulties using drama as extracurricular activity for foreign
language practices. In this vein, it offers you future directions, unanswered
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questions, frustrations with the drama as extracurricular activity, insightful
connections. These challenges and practical recommendations are presented
within the framework of themes and explained one by one.
Week 1 Breathing, Physical Activity, Sound Discrimination
Beginning with vocal and physical warm-ups was an incredible means of
transforming students’ school mode into relaxed and energized mode preparing
them to use their bodies as tools since there was an the increasing demand from
students for learning supra segmental features of English. Vocal and physical warmups reenergized and motivated the group who came to class in evening hours with
distraction and tiredness.
Despite the great attention paid to implementation of warm-ups, there were
some obstacles regarding the movements prepared for loosening the body up and
the vocal system. Some students were unwilling to act in certain ways such as
sticking out the tongue and chewing. It calls for other applicable physical relaxation
actions and you have to perform the same actions yourself as teacher. Students
found writing a tongue twister and reciting them challenging and thought rounding
out vowels and hitting all of consonants sharply difficult. I suggest showing a few
example tongue twisters to make the concept clearer. They found practicing breathe
in-hold-out interesting and were satisfied with getting ownership over their creativity
with eyes-closed position that reflected the dynamism of each learner. However, the
class environment and the space were inappropriate to spread across the room for
entire class, as it was small and limited for satisfactory participation in the practice
of talking about yourself exercise and physical exercises.
Regardless of any practical challenges in sound discriminations and complex
processes and my uncomfortable feeling of not knowing what my students might
say, my students found basic introduction to these concepts useful and the
opportunity of context-setting in mind with eyes-closed can be established as there
was high involving and participating rate into this process. Most of the students
appreciated picking someone in the group circle and asking a personal question to
get to know each other well that resulted in relaxed class atmosphere. The focus on
pronunciation will make language learners more alerted and self-confident as I
observed that they avoid giving answers because of the anxiety of articulating the
words inappropriately. The removal of these obstacles including finding a huge
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space classroom and struggle with articulation will make students better language
speakers with less speaking anxiety in EFL classes.
Week 2 Portraits, Flash judgements
In this week’s implementation, participants were asked to develop character
description based on careful observation and intuitive judgement of set of portrait
photographs given to one portrait per group (See Appendix C). Many of the students
were satisfied with interpreting the portrait and then speculating about what kinds of
thing that person might tend to use as expressions in real life. Participants put
themselves in shoes of people in the photographs and expressed themselves
without revealing their real identities that in result lowered their anxiety to speak
during the practice. They were also curious about the real identities of people in the
portraits and created common products in groups. There was transformation into
speech from character interpretation that included representing the character with
appropriate dramatic emphasis and expression. This part was the most attention
grabbing and enthusiasm spreading moment to the class bringing fun and laughter
during which they developed strong group connections with a sense of we
feeling. Students found the last idiom learning part intriguing and related to the topic
that resulted in their willingness to participate actively.
After carrying out this practice, my key suggestion is to distribute the portraits
of familiar people known by English teacher and to avoid well-known public figures
as unfamiliar figures I brought to the class pushed participants to discuss about the
portraits increasing the curiosity and helping me involve and engage them in activity
better. The pictures of people should give a great deal of additional contextual
information to participants if you want to help your students interpret the
pictures in many dimensions and make use of their pre-existing knowledge with
selection of appropriate material. In addition, for this activity, I suggest mixed skills
grouping strategy as a means of intermingling weak and strong students because
some students had feelings of insecurity and nervousness about their role in
their groups and distractions from the fear of making mistakes as well as being
ridiculed in front of group members. Furthermore, I would suggest focusing on
fluency rather than accuracy during the activity by giving participants an
opportunity to speak freely without error correction (except the ones that are
serious).
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The most obvious problem with this activity was inevitable switching back
to mother tongue ‘’Turkish’’ that I was obliged to tackle with constant care. This
phenomenon reminded me the well-known expression “You can lead a horse to
water but you can’t make it drink.” That is why I did not force them to use English by
telling them to use English. My biggest step was to ensure that what students were
supposed to do was crystal-clear within the framework of the objectives of the
practice. To get them ready to the point of using English in groups and to decrease
the use of Turkish, I had to throw away my L1 avoidance cards on which “English
Practice!” was written and I visited all the groups until whole activity was completed.
Grouping strategy plays a significant role in preventing students getting into deep
conversation in Turkish although it would definitely be unrealistic to expect them to
speak English 100% throughout the activity. Lastly, I would absolutely suggest
providing students with sufficient preparation time if you want to observe the results
effectively.
Week 3 Conversation Fillers
During this week’s implementation, students were expected to recognize and
identify common hesitation markers used in spoken English, including you know,
right, well, like, actually, so and I mean and use these discourse markers when
making impromptu speeches on unfamiliar topics (See Appendix C).
When the participants were required to talk about unfamiliar topics, much of
the oral production lacked of appropriate vocal indicatives of hesitation. Within the
today’s practice, much of the students’ oral production was characterized by
hesitation markers that contributed to the fluency of interactions and individual
speech, giving them a chance to gain time for thinking and have natural-like
conversation during speech. To carry out the practice, discourse markers were
operated within a context of ‘’Phobias Unit’’. I definitely suggest building meaningful
context in accordance with hesitation markers rather than treating them as isolated
items of language. This helped me ensure personalization within the topic of phobias
and helped participants express their own ideas, feelings, preferences and opinions,
holding the attention longer. I put a sign on one side of board saying ‘Agree’ and
sign on another side of board saying ‘Disagree’. I read out a statement and asked
participants to select a place to stand in between the scale that they felt represented
their view. To demonstrate their point of view, participants were asked to hold their
arms in desired position depending on the strength and weakness of ideas. Once
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they chose their spot, I picked some of them and asked why they chose to stand
where they were. Finally, I asked learners if anyone would like to change position
after hearing differing points of view. According to my observation, this activity was
particularly effective in motivating and engaging hard-to-reach students, increasing
their confidence and enthusiasm as they showed their ideas at least with body
language that was a big step to be active participant as well as gave them a personal
choice and decision-making. However, I realized the importance of keeping this part
short with four sentences instead of seven because agree/disagree sentences
caused tiredness after some time. The last role-play activity during which
participants assumed the roles of well-known characters including Albert Einstein
Shakespeare and some professions including psychiatrist, school principal
constituted the most enjoyable part of the practice and gave participants an
opportunity to retain hesitation markers longer, better and faster to handle similar
real-life scenarios as they exploited many target expressions appropriately.
The primary challenge in this week’s implementation was the excessive use
of these expressions that weakened the positive perceptions of the audience. Some
students found how to hesitate in the correct manner difficult. Another challenge
was the use of hesitation markers consciously which are normally used
unconsciously in natural and spontaneous speech. This initially hindered the oral
production due to the focus on hesitation markers that later ended up being
concentrating on giving answers to the questions directed as well as using hesitation
items at the same time. As a suggestion to avoid extreme use of these markers, I
ended this week’s drama practice with homework that was recording themselves on
video to find out how frequently participants insert exact hesitation markers into
speech and whether they are distracting. This will help your students demonstrate
that they can think critically about their own skills or practice, in order to improve
and learn.

Otherwise, without reflecting on this experience it may quickly be

forgotten. Final problem was the limited space, which caused me to change the
procedure of activity. I could not ask participants to move between the chairs as
mentioned in the primary activity and had to carry out it in the form of hand
movement in different positions that reflected the strength and weakness of the
agreement.
Overall, most of the students were satisfied with the impression they gave
when using hesitation markers in role-play and agree/disagree for hand movement
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activity. Students were aware of the functions of every hesitation marker and
appropriate time to use after this week’s practice.
Week 4 Sphere Selector (first part), Onomatopoeic Words (second part)
It was two-part session workshops implemented by me.
Part 1
This week’s implementation required me get one ball with soft surface in
order not to give any damage when thrown around a classroom. I prepared
questions of varying difficulty in five categories. Categories I used included
Grammar True/False (If wrong, participants must correct a sentence), synonyms
(they must provide a synonym for a word), grammar fill in the blanks, tell us a
sentence (participants form a sentence by using given word or structure) and acting
(you give the student a word or sentence, they must act it out without making a
sound for their team to guess). I prepared the questions depending on the grammar
structures and target vocabulary we have covered in curriculum so far. The
questions ranged in difficulty from easy to complex (I determined points ranging from
100 to 500). The jigsaw map I drew on the board with five big pieces attracted the
attention of learners and they started asking questions to learn what we were going
to do. First, I suggest this practice to teachers, who enjoy playing games themselves
because without reflecting your motivation and enthusiasm during game, it is very
challenging to keep the maximum student involvement and energy during this
practice. I suggest keeping the goal of the activity in mind, considering the
educational value of games rather than being totally involved in the game yourself.
Students could find a chance to relate the previous topics to the ones they
were having difficulty. Even tired students were attentive. The most significant thing
in this activity is ‘’timing’’. For each question, you need to allocate specific time to
respond to the questions directed to them; otherwise, you may have to wait for a
long time to get the answer of the group.
In question selection process, it is essential to get to know your participants
and identify the points they are having difficulty, and then design your categories
and questions accordingly since this practice’s purpose is to give students a chance
to learn, practice, or review particular language material covered before. This activity
places too much work and preparation on teacher because you have to go back to
the previous units, identify the key points and then adjust the difficulty and type of
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the questions you plan to ask. This activity assisted students in feeling the
cooperation and interaction that fostered participatory attitudes of the learners using
the language in a meaningful way. Students seemed highly motivated since they
were amused and intellectually challenged by the questions at the same time. My
students liked acting questions a lot, requested more acting words, and got quite
competitive.
Certain students began to constantly steal the show, which I handled by
calling on weaker students in the class to be the representatives of the group in
order to prevent strong student dominance. Keep the advice in this note, as a tool
to be used often, and you will recognize the common problems in your
implementation, and then come up with possible solutions in congruent with your
teaching purposes.
Part 2
In the second section of the activity, the primary purpose was to sharpen the
awareness of the many sounds around us specifically featuring the onomatopoeic
words. I asked students to close their eyes and listen to sounds (crackling fire,
ringing, chirping birds, knocking on the door, steps, and clicking, creaking door)
followed by noting down what they heard. After identifying the sounds, I asked them
to find the common feature among these sounds, which was the onomatopoeic
feature of them.
As follow-on activity, I formed groups of four people and distributed each
group sentences with onomatopoeic words. Then, I asked them to find the
onomatopoeic word in the sentences and prepare a scenario based on the sentence
and act the scenario out. That is, they were asked to integrate the sounds into the
scenario. Every scenario had four people playing out the roles while rest of the class
observed and reflected upon what they heard. I suggest deliberately adding sounds
that are heard too much around us.
The problem inherent in this activity is to determine how to introduce this new
concept for many participants. I led into onomatopoeia through appealing senses.
However, I definitely suggest asking for plenty of examples from the participants
individually with mimics as student reference. Furthermore, asking for what they
would hear if I was very hungry and what they would hear from fireworks display
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was effective introduction to the topic. My challenge was to deal with the learners’
tendency to avoid imitation of the sound itself and they were tentative about
acting out a part in a scenario in the beginning as they preferred to be
physically inactive. This activity helped many students overcome
shyness. Participants found the whole experience funny and stepped out of their
comfort zone, where they could demonstrate their excellent scenario and acting
skills in front of the group. However, the disadvantage of this activity was
participants’ great tendency to turn the session into pure entertainment that resulted
in chaotic mess with everyone talking at the same time. To solve this
problem, after participants’ first draft is complete, I suggest giving enough time
for rehearsing and practicing the requirement of their roles. Once the
concept has been introduced, I combined this concept with poetry and moved on
with identifying onomatopoeia in poem with the best obvious onomatopoeia
examples. At first, I wanted participants in pairs to read aloud the poem adjusting
their voices to reflect the actual sounds that inspired the onomatopoetic words. This
contributed to the understanding of the stress, intonation and rhythm in sentences
since as a whole class we discussed how to articulate certain words and give
emphasis to sentences.
This topic needs to be applied to daily lives of learners; otherwise, it can be
forgotten easily. As a result, I advise asking them to come up with words that imitate
sounds, preferably as an extension activity to relate onomatopoeia to everyday life
experiences and other environments. It would be better to use multiple poems with
teacher act out and miming to practice identifying onomatopoeia, but I had to
integrate just one because of time limitation. This activity may take more time than
you expect, as it requires too much thinking and concentration on the scenario
based on the onomatopoeic words and sentences distributed to the participants.
Week 5 What Am I Telling You? (First part), Who Are We? (Second part)
It was two-part workshop sessions implemented by me.
Part 1
This week’s primary purpose was to revise and recycle language from
previous lessons and I integrated teaching infinitive/gerunds into the drama practice.
I asked students what happens to them if they shout a lot during a match or drink
very cold water followed by expressions such as experience of voice loss usually
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accompanied by pain and irritation because of infection in their throat. During this
practice, I wanted students to practice communicating without words and to
encourage them to look for alternatives when their first guess was wrong. I
distributed pre-prepared sentences on slips of paper, two children miming a
sentence and the other children guessing what the sentence was. It is advisable
that you model the sentence miming, especially to show how you set the context by
drawing pictures on the board and using the objects around us to establish the
context of the sentences. Basic problem was the difficulty of acting out the words; I
suggest using more action and movement based vocabulary. Select words that are
more tangible rather than abstract ones difficult to mime. I set the contexts with
sentences most likely to mime including ‘in a restaurant’, ‘in the supermarket’ and
‘at the airport’. Students still had difficulty in giving sentences with miming and
needed another person to get some help. To solve this problem, I called on some
of her/his friends to help them work in collaboration in miming the sentences. I also
suggest bringing some versatile objects such as stick, box, and glass into the
classroom as a means of helping participants use their skills to transform
an object into something else.
Part 2
The participants worked in groups of two or three to prepare a sketch
involving a conversation between a group of characters, including, for example, ‘an
old person’ or ‘a person in a hurry’. Other participants watched the sketch and
guessed who the characters were. There was a little misunderstanding among my
students as my instruction was complicated for them, so it is a suggestion that you
model the role-play in some way, especially to show how to use the verb with
infinitive or gerund in the given context by acting out. To make instruction simpler, I
used my right as doctor and left hand to as child acting out the sketch. Another
problem was the chance of using one word in the form of both infinitive and gerund.
That resulted in confusion that can be treated with giving which form to apply with
parenthesis in that context which I failed to foresee. I shared my modelling within
the context of ‘A person in hospital’ and verb ‘seem’ (You can see the whole dialogue
I demonstrated to the class in lesson planning). The most exciting stage was having
the students actually perform the role-play. Keeping track of the time used for
playing out the scenario is crucial to watch out for time wasters during the activity
because some students may deviate the established objectives to be achieved. This
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practice contributed to the sense of progress in meaningful work according to many
students.
Week 6 Giving Opinions
Today’s practice focused on using functional language including agreeing,
disagreeing, giving opinions, asking opinions and interrupting someone. In the
beginning, I asked one of the students to draw on the board two people talking to
each other on the street based on which we discussed the primary components of
communication so that students were active participants. Students gave shared
language, participants, feedback and conversation. Following this, I acted out a
conversation between the characters on the board and I asked students if this was
a conversation of apologizing, promising, opinion sharing or requesting. When
students found out it was opinion-sharing conversation with disagreement, I moved
on with a video including a wide range of expressions for expressing opinions and
asked participants to identify them. Then, we wrote them on the board and I elicited
other ways of expressing personal views. When it came to the integration of
expressions into speech, I distributed different conflict situation to each pair and
asked them to use it as the starting point for an improvisation in which they tried to
resolve the situation – peacefully if possible.
This practice was vital for survival in unforeseen difficult circumstances and
practice enabled a real life-drama connection and a process in which participants
analyzed their common problems or issues through dramatic improvisation. It made
using functional language in various contexts with pleasure, gave students selfconfidence and dexterity to face unexpected situations. Social learners appreciated
this practice and got satisfaction by seeing others' reaction to what they improvised.
They started discussion with rational arguments but the problem with this practice
was making fun of situations and wasting time. Students were very participative and
active during this practice. The time allocated for discussion of the situation was
enough and both members of each pair improvised the both roles before finally
deciding on who would play A and B. The problem was that participants did not
accomplish the object that was to offer each other constructive criticism to help them
improve their improvisations. At the end, I asked two pairs to perform their
improvisations but the others were reluctant to act out.
To be honest, I did not find this week’s practice as effective as I expected.
The participants found giving constructive feedback to their pairs challenging and
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abstained from improvising the situation. It is necessary for you to show how to give
constructive feedback by modelling. I expected them to integrate functional
language more into their improvisation, but it lacked of expressions of personal
opinion that was the primary purpose. That is why I suggest stating if the
improvisation should include agreement or disagreement for each situation given to
each pair so that participants will need to use agreement and disagreement
expressions necessarily or you can show agreement disagreement cards to remind
that they have to integrate them. The overall experience was pleasing and students
found learning how to exchange ideas with certain ways effective.
Week 7 Advertising an Invention
I think again that it is worth exploring how the participants benefit from
learning through drama activities. In today’s practice, participants used their
imagination and pantomime skills to transform an object into something else. They
were taken out of their stressful domains. Participants initially were very curious
about what was going to happen with the objects standing on the table and liked this
thought. I thought it was worth pursuing more as one at a time the participants came
up and interacted with the object in as many different ways as possible without
words that removed the speaking barriers in the beginning. By means of advertising
products in adopted roles, personal identities of participants were protected because
students got into different roles like speaker, sales representative, a customer with
user reviews. After completing this implementation, I now understand that bringing
objects specifically the ones belonging to me can be amazing and this can expanded
to many circumstances in teaching process. The crucial thing is to get objects that
do not give information about your private life but daily life. I now have an enhanced
view of assigning different roles to students in devising a new product and
advertising it, which is used totally in different functions out of their daily use and I
believe that with this status participants felt more comfortable in a group situation so
that this rendered greater involvement and engagement in the process.
In order to get the most out of your students, it is significant not to dive head
first into a devising an invention. This practice should be done in the following stages
of the courses because this task was considered to be demanding by participants,
as it required them to use creativity, imagination and the skills they learned in
language classes at all. The more they tried and tried again, the closer they got to
an amazing final product.
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The basic problem during this activity was the excessive use of native
language in groups and translation of sentences. This problem was somehow
inevitable and I needed to remind the groups to speak english by showing my
English Speaking! sign by visiting all the groups. Another problem was the time
allocated for the practice that was found to be insuffient. To solve this problem, I
gave extra 10 minutes. There was a misunderstanding in the groups that was the
thought of participants to use the object as a different, but ordinary tool. However, I
expected them to invent a product that doesn’t exist in the world, something
extraordinary such as flying carpet or teleportation machine. I thought the meaning
of invention/discovery/exploration was clear. Because of misunderstanding, they
came up with the real objects existing in the world such as using shampoo box as
telephone or shoehorn as walking stick and advertised them. The above problem
puts me in a position where I need to ensure that the meaning of words were crystalclear and instruction was simpler and clearer followed by an example with one of
the objects that was not given to any of the groups. As a suggestion, you need to
cover active/passive in grammar as assumption if you want your students to use
them effectively in advertising the product. Another problem was students’ tendency
to ask questions and give answers about the invention they designed. To avoid this,
I suggest giving just the items they need to consider rather than giving full questions
they need to answer. Modelling a short advertisement or showing a brief
advertisement video will be better if you want to ensure students understand what
they are supposed to perform.
Week 8 TV Channels
This week’s implementation was a place where my students had been
motivated to spend most of their time with this practice. Everyone was fully involved
and engaged in the material in a thoughtful consideration of television channels.
I shared a scene relevant to channel hopping from the TV serials ‘’The
Friends’’ and asked students to find answer to what the people were doing and
which idiom would describe their situation. I wrote four idioms (down-to-earth, couch
potato, early bird and man of his word, woman of her word). I suggest finding simple
and real life related idioms during this stage. Later, I asked if they knew the kind of
this program and got the answer sitcom. After discussing the meaning of these
idioms, I focused on how to use these expressions in different circumstances and
asked participants to write few sentences including these idioms. To share their
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favorite

TV

programs,

I

asked

students

to

click

on

the

link

https://pollev.com/kubraokandan853. Then they came up with ideas based on the
source material. By means of that link I formed before the class, the brainstorming
went a lot easier. It provided many possible television channels. However,
participants failed to discriminate between program name and program type and
posted the TV programs they watch but not the kind of programs. To get familiarity
with the kind of TV channels, I distributed worksheet by which students learned
about different TV programs by asking and answering questions about what is on
TV. Students completed the missing information in the TV guide followed by
discussing the types of programs one by one as well as giving examples from
Turkish TV programs.
To get some energy and enthusiasm, I asked students to stand up and walk
around the class neutrally and naturally, however they wanted. On my given signal,
everyone started walking, without speaking. On my second signal, everybody
stopped and talked about the questions appearing on the board with the person they
encountered. The primary benefit was to encourage students encounter with other
class members and have conversation with someone else. Furthermore, it helped
students to relax by wandering around the class. The main problem I experienced
with this practice was that participants could not hear my stop voice because the
noise and they kept walking even if I gave the signal. As a solution to this problem,
I suggest playing moving song and stopping it for showing they need to stop.
The last part of activity gave the participants an opportunity to act out
negative behaviors without facing the consequences. It was carried out in a
spontaneous way in which they represented different television channels and gave
the speech of that channel. It gave participants pleasure, while they expressed their
ideas without restriction. It prepared the mind of students for the more difficult
concepts and situations they are yet to face. The memories of their free
spontaneous actions satisfied the students. I formed a student circle around me and
held a remote control in my hand to channel hop, switching between channels to
find one I really wanted to watch. Assigning different channels (Cookery program,
Travel program, Sportscast/ sport program, Cartoon, News Channel) to groups kept
participants focused and I pointed the remote at one group and pretended to “turn
on” the channel. After a while, I changed the channels by pointing to a different
group. Before their representation of channels, I modelled meteorology program in
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which I was a weather newscaster giving information about the temperatures. If you
do not encourage learners through role modelling and help them comprehend what
they are supposed to do exactly, they may come up with different understanding of
the activity and may fail to open up and represent proper speech of the TV channels.
The problem here was the noise of participants in other channels while
watching one. To solve this problem, I used my remote control to increase the
volume so that I signaled that I could not hear the group’s speech. In this activity,
you need to be a part of it and change the channels to control the proper flow of
activity. Your choice might be giving the remote control to one of the students and
ask him/her to watch whatever they want if you want your students to feel in another
position during the practice. Furthermore, your students may not be satisfied with
the role in their channels or the channel itself. Another problems is that the most
attentive students may tend to take over and do most of the talking, thus turning the
session into particular learners-centered activity and limiting the other learners’
speaking time. You can give a second turn to this activity by asking students to turn
into another channel so that everyone fulfills the roles of different characters at the
same time. To fulfill the purposes of this practice properly, you need to introduce
students to what exactly happens in particular TV genres accompanied with
examples from foreign countries and your country, otherwise they may have
difficulty in acting out the channels. Make sure you have a huge area for this practice
that requires participants to act out and walk around freely; otherwise, it may end up
with an undesirable chaos.
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Chapter 5
Discussion, Conclusion, Implications and Suggestions
This chapter explains the relation of findings to previously published research
and to the existing body of information about foreign language speaking anxiety and
reveals the meaning of results in relation to the research problem. To this end, this
chapter states interpretations, the significance of research findings, and the effects
of research results and make recommendations for following studies in light of
already existing body of research about the problem under investigation. This part
intends to provide profound understanding and important insights about the
research problem and offer new insights that emerged as a consequence of
research problem. The discussion follows the same sequence of results section for
the interpretation and discussion for each set of results by which the key
relationships among each of major findings are put into sequence and explained.
The findings are discussed in the same order the researcher described them in the
results section emerged from the study, followed by a conclusion, implications and
any recommendations for further research.
Quantitative Data Discussion
The rigorous statistical analysis of the data emerging out of the pre-test and
post-test FLCAS of experimental and control groups demonstrated significant
results consistent with the research hypotheses. Using an alpha level of .05, an
independent-samples t-test was run to compare whether speaking anxiety level of
participants for experiment and control group differed significantly after 8-week
drama treatment to experiment group.
An independent-samples t-test was conducted as the research intends to
compare speaking anxiety scores for experiment and control groups and find out if
a significant difference existed in speaking anxiety levels of two unrelated groups of
participants (Green & Salkind, 2005, p. 167). Mean scores of pre-test administered
to experiment and control group were 4.19 and 4.12 respectively giving initial insight
into the speaking anxiety of both unrelated groups who share similar average level
prior to exposing experimental group to drama manipulation (95% Confidence
Interval of the Difference, sig. value greater than 0.05, t (50,17)= 0. 594, p=0.555.)
Within the lights of the findings from post-test scores, it is apparent that there was a
statistically significant difference between experiment and control group in terms of
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speaking anxiety levels after the implementation of drama activities over 8 weeks.
Drawing meaningful conclusions, post-test scores of the students belonging to the
experimental group had lower mean scores than the students in the control group
after the intervention of drama activities as extracurricular activity. There was a
significant difference between the post-test mean score of EFL students exposed to
drama sessions (M=2.48, SD=.730) and those not exposed (M=3.12, SD = .526)
and corresponding p value is .000 less than 0.05 within the 95 % confidence interval,
t (52.732) = -3.885. The experimental group’s mean score is less when compared
to the control groups’ mean score implying that the drama sessions decreased
speaking anxiety level after the successful intervention of drama sessions. The
results of post-treatment tests highlighted that participants in the experimental group
had statistically lower post-test scores than participants in the control group (p=
.000). Students who are exposed to language-related drama as extracurricular
activity over 8 weeks, on average, have lower speaking anxiety levels than students
who are not exposed to drama as extracurricular activity (Cohen’s effect size value
d=1,003139 suggested a meaningfully large difference and statistically significant
difference between treatment and control groups.) The difference of two population
was real and demonstrated a relative size of the effect of drama intervention.
In reviewing the comparison of two conditions within experiment group, a
paired samples T-test was run to determine if there is a statistically important mean
difference between paired observations (Brace, Kemp & Snelgar, 2009, p. 127).
Drawing meaningful conclusions, paired sample t-test results also revealed the
positive effects of drama activities as extracurricular activity on students’ speaking
anxiety levels in English. The comparison of the mean values within experimental
group summarized that there was speaking anxiety decrease in experiment group
from the pre-test scores to the post-test. However, it was obvious that the students’
speaking anxiety in the control group stayed at higher level compared to the
experimental group that demonstrated significant difference after the intervention of
drama. In other words, the students in the experiment group had significantly lower
English speaking anxiety level than the level before intervention. The Sig. (2-tailed)
value is .000 that means the value is less than .05 illustrating there is a statistically
significant difference in the mean speaking anxiety scores for pre and post-test
results of experiment group.
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The Paired samples statistics output for control group did not repeat what
was found in pre-test. Control group also indicated lower anxiety level while
experiment group showed greater decrease in speaking anxiety level compared to
the pre-test results. The results in control group was also found to be statistically
significant. The control group did not show the existence of test-retest correlations
but approximate results compared to the pre-test results. The test result (p=0.000)
of sig. (2 tailed) presented that there was a significant difference within the results
of control group. However, it is worth noting that this incoherence and inconsistency
between pre and post-test results within the control group may be attributed to the
supports embedded across language courses and experiences related to English
lessons within drama intervention period. Students in control group also enrolled as
a regular student in the respective courses within the institution imposing course
loads, requiring a study skills course. The students in control group were affected
by natural consequences of English education for 8 weeks and gained selfconfidence to speak in the target language that decreased foreign language
speaking anxiety. On the other hand, the results help clarify great changes beyond
natural language learning process with greater decrease in foreign language
speaking anxiety of experiment group.
Based on the results, drama intervention demonstrated that the students who
were the part of drama sessions benefited from lowering speaking anxiety level in
English than the students who were not the part of drama activities. Overall, the
results indicated a decrease in the mean scores of experiment group students’
speaking anxiety levels after the implementation of the drama activities over 8
weeks. In this respect, the findings point to the same direction with previously
conducted studies on the effect of drama on foreign language anxiety (Paris, Yussof,
and Zainal, 2010; Piazzoli, 2011; Sağlamel, 2009; Shand, 2008).
Qualitative Data Discussion
The following part moves on to further discussion the rationale for the
employment of drama as extracurricular activity along with the research questions
underpinning the problem.
Although the availability of extensive literature on foreign language anxiety
focusing on the sources of it in past decades, comparison of speaking anxiety
between students who were exposed and not exposed to drama sessions as
extracurricular activity has not been fully explored. To this end, the primary goal of
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this research was to investigate the effect of drama activities on students’ speaking
anxiety level in EFL class at Hacettepe University School of Foreign Languages
preparatory school. The language samples used in the current study came from 60
participants (N = 30 Experiment group, N=30 Control group). Based on the data
derived from student mini reports, teacher analytic memos, and student interviews,
this research illustrates that the drama as extracurricular activity is a fundamental
teaching and learning tool as a means of decreasing foreign language speaking
anxiety and nurturing learners’ oral communication skills in EFL classes.
In the case of exposing EFL learners to drama as extracurricular activity, the
findings of student mini reports suggested that students decreased fear and
nervousness in oral production after participating 8-week drama session and drama
has positive impact on language learners in many dimensions (O’Neill, 1996;
O’Toole, 1996). In this respect, conclusion arising from the results of student mini
reports is in line with the relevant studies carried out on the role of drama in language
anxiety (Paris, Yussof, and Zainal, 2010; Schon, 1991; Donato and McCormick,
1994; Mezirow, 1990; Piazzoli, 2011; Punsiri, 2011; Sağlamel, 2009; Shand, 2008).
At a more fundamental level, one of the remarkable finding from student mini reports
was that drama brought variation and movement by transforming the conventional
monotonous English learning conditions into an active learning process working out
of seats. Drama encouraged students to use their language resources and fulfilled
the increasing demand for speaking English without fear (Chauhan, 2004). With
regard to the results of student mini reports, drama lowered the speaking anxiety of
EFL learners as it offered a positive, fun-filled and entertaining learning atmosphere
through involving students in make-believe situations like found in previous studies
(Freeman, 2003; Kamen, 1991). When 5th and 6th week speaking anxiety scores are
compared to each other, it is obvious that the number of students who scored middle
anxiety level increased and the cumulation took place around 4. These points
obviously demonstrated that drama activities were effective in lowering the speaking
anxiety of participants. Similarly, drama facilitated concentration and a sense of
calm by creating an energy spreading, stress-free and comfortable learning setting
(Anderson, 2005; Aydeniz & Özçelik, 2012; Chan, Lam, To, & Tsang, 2011;
Çetingöz & Günhan, 2010; Gorjian, Jabripour, & Moosavinia, 2010; Rothwell, 2011;
Tüm, 2010; Xiao, 2011; Wagner, 1976).
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Regarding student mini reports, it was also apparent that drama also
prepared students for real life circumstances before leaving the university and
entering working circles. Drama’s starting point is life related issues with a wide
range of contexts effective in enhancing ability and strategies to deal with conflicts
that are likely to face in real life situations. Student involvement and engagement in
negotiating and constructing of knowledge during drama allowed them develop
insights into the positive association between the constant need to communicate
with a meaningful context and using the target language effectively as well as
promoting the internalization of productive and receptive skills specifically oral
language abilities as suggested by Maley (1978). It is by means of drama that
students developed familiarity with the circumstances reflecting the real nature of
the world and readiness to deal with them by practicing English in interactive
learning environments within a fictional context (Aydeniz & Özçelik, 2012;
Demircioğlu, 2010; Paris, Yussof, & Zainal, 2010; Rothwell, 2011; To, & Tsang,
2011). Regarding the value, relevance and meaningfulness of learning tasks,
participants benefited from the integrated use of language in respect to real life
events thus boosting the self-confidence and forming a sense of self-achievement
as emphasized in the existing studies (Anderson, Hughes, & Manuel, 2008;;
Baldwin, 2012; Chan, Lam; Çetingöz & Günhan, 2010; ; Healy, 2008; Henry, 2010;
Holden, 1981; Gorjian, Jabripour, & Moosavinia, 2010; Maley and Duff, 2005;
Stinson & Winston, 2011; Tüm, 2010).
Moreover, the mini reports revealed that the drama activities led to
experience of increased motivation in learning speaking in EFL classes because
drama drew on a broad array of learners’ multiple intelligences and learning styles
through a rich multi-sensory in a stress-free learning setting as proposed in
Gardner’s (1983) multiple intelligences theory. The results from students’ mini
reports are confirmed by literature (Gaudart,1990; Miccoli 2003; Toye & Prendiville,
2006; VilaAbadal, 2009). Considering the sensitivity to human intelligences, drama
addressed multiple intelligences of the students, allowing for transition from teacheroriented approach to student-centered context where participants considered their
contributions mattered and developed a sense of self-worth of themselves as
suggested in relevant literature (Ashton-Hay, 2005; Aydeniz and Özçelik, 2010;
Baldwin, 2012; Chan, Lam, To, & Tsang, 2011; Çetingöz & Günhan, 2012; Donnery,
2009; Healy, 2008; VilaAbadal, 2002). It was also apparent that drama certainly had
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an inherent capability to recognize individual differences that allowed students to
engage with authentic learning rich in content, free them from their concerns about
language learning and pushed the learners to speak.
Participants put greater emphasis on the role of cooperation and
collaboration during drama activities and appreciated team building, team spirit and
supporting each other. Many participants stated that interaction with one another
and participation in drama activities established a sense of community, working
spirit, mutual trust and permanent language learning which were considered to have
profound effects on fostering language skills. They engaged in drama activities with
collaborative experience under the influence of team spirit, which allowed for
sufficient assistance from their peers in the fictional ‘as if’ context of drama as
suggested in the literature (Boudreault, 2010). Students were offered creative and
imaginative growth by creating new contexts with different peers in a safe
environment. Drama demanded students to use language resources embedded in
real life and meaningful context successfully in the safe space of the dramatic fiction
thus enhancing linguistic abilities (Chauhan, 2004, Kao & O'Neill, 1998; Wagner,
1989). Susan Holden (in Sam, 1990) emphasizes that collaboration on creative
solutions in drama fosters a sense of responsibility and co-operation among the
students (Kentish, 1995). Drama demanded working in groups and intellectual,
emotional, physical, verbal and social participation of individuals in the completion
of the task, which prevented students from taking a passive role for too long.
Collaboratively achieved outcomes through drama activities lowered the likelihood
of rejection to participate in speaking activities within the realm of authenticity, and
integration of comprehensible inputs in result facilitating communication and
providing an appropriate climate for language learning as proposed by Vygotsky
(1978) who emphasized the importance of cooperation and collaboration.
Participants stated that they did not encounter any judgmental comments or
put-downs during the drama activities and they felt non-threatening learning
atmosphere. Contrary to Liu and Jackson (2008)’s study, the results of this research
illustrated that in speaking circumstances students liked to risk using English and
make mistakes, felt less anxious and did not fear being judged critically by their
friends and teacher thereby increasing participation and self-esteem to involve in
speaking situations. Drama is a valuable source particularly with the use of speaking
practice, which helped students remove from their worries and created a low anxiety
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classroom (Young 428, 430). Krashen and Terrell’s (1983) definition of acquisition
clearly matches with the purpose of drama activities as they help language teachers
seeking to align language learning with enquiry of possible ways of reaching
students by providing meaningful input in an appropriate psycholinguistic climate for
language learning and lower the affective filter thus increasing the possibility to
acquire English. Krashen and Terrell (1983) emphasized the establishment of a
sense of group belonging in order to lower the affective filters. (p. 97). Similarly,
having fun served as motivational factor encouraging hesitant students to take
responsibility in different roles without being responsible for their utterances. Drama
broadened the world of the learners and functioned as driving force to be real
protagonists with the exploitation of wider range of language skills (Harmer, 2001).
The results of drama sessions conducted by Coleman (2005) on Korean EFL
adolescents also concurred with the results of this research.
In the case of exposing EFL learners to drama as extracurricular activity, the
findings of interviews confirmed the results of the student mini reports and
quantitative data results. The results of interviews indicated that drama can be
regarded as an effective and valuable tool for teaching verbal and non-verbal
communication skills of learners and it has a great strength in its contribution to the
development of whole language, specifically oral communication skills in addition to
boosting self-confidence to use target language in varying circumstances. A huge
body of research previously conducted on drama in teaching core skills has also
revealed a decrease in speaking anxiety, enhancement in oral communication skills
and positive perceptions that have assisted language teachers to improve their
teaching practices promoting active learning in classes (Bournot-Trites et al., 2007;
Di Pietro, 1987; Jarayseh, 2010; Lukinsky, 1990; Miccoli, 2003; Ulas, 2008; Via,
1976; Heathcote cited in Wagner, 1976). In the same way, Schewe highlights that if
drama activities and language teaching are intertwined somehow, nurturing
speaking capability by means of drama is the primary and indispensable step taken
for desirable outcomes on the part of learners. (as cited in Hölzl, 2009, p. 37).
The interviews further demonstrated that students could find a chance to
cooperate and collaborate with their peers, which decreased their anxiety to speak
and initiate interaction, express the intended meaning more effectively and gain
ability to convey comprehensible meaning with taking on roles. During the
interviews, the students continually articulated that they used to be afraid of making
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mistakes while speaking. They mostly mentioned pronunciation mistakes later
addressed the practicality of drama as extracurricular activity for trying out new
structures. They shared a common point that these activities had the purpose of
developing spoken language and the language they used operated within a context
that assisted participants in adopting themselves depending on the circumstances.
They learned concepts better in context, which made the subject matter relevant as
found in the study of Conejrous & Ortiz (2006).
Moreover, the responses during interviews demonstrated that there was a
great difference specifically in self-confidence and fear of making mistakes after the
treatment primarily because of taking on different roles, focus on task
accomplishment rather than grammatical practice and witnessing natural patterns
occurring in real life. Clipson-Boyles (1998, p.56) outlines the benefits of adopting
roles, which is the protection of the student’s self-esteem and offering verbal
interaction with focused conversation and goal-orientation in the target language as
well as maintenance of speaking turn. As proposed by Wagner (1998), stepping into
different roles also provides students insights into the vocabulary, stylistic variation,
and speech patterns considered for a wide and unpredicted variety of different
contexts. Galante and Thomson’s (2017) study conducted with Brazilian EFL
learners over a four-month drama-based English program also confirmed that
drama-based instruction could specifically lead to considerable development of
fluency and comprehensibility among learners in a variety of meaningful and
expressive language.
It is worth mentioning results of interviews demonstrated that drama played
a significant role as benefit of lowering speaking anxiety in front of other people in
EFL classes along with the development of oral communication skills. It was obvious
from the interviews that earlier English learning practices had rigid adherence to
textbooks and speaking activities primarily based on after unit speaking questions
carried out in pairs. Interviews indicated that drama enabled students to go beyond
course books through offering contextualized learning, which lurks the ocean of
excursions, facilities, competitions, conflicts in a wide range of real life situations.
They believe drama brings modern outlook to learning process contrary to their
previous conventional English learning years. Drama increased development of
language proficiency and gave meaningful reasons to speak target language
between students as it provided rich contexts that encouraged them to use target
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language here and now, naturally and communicatively referencing of objects,
people, and actions in the immediate environment. These results match up with the
results of studies in relevant literature (Cummins, 1980; Garcia, 1999; Francis et al.,
2006; Savignon, 1991; Maley and Duff, 2005; Westby, 1994).
Many students expressed that they recognized their abilities and their
potential to speak English with self-confidence and their capability to achieve
goals by freeing themselves from their shackles with free-flowing movements and
active mind after participating in drama as extracurricular activity. They believed that
gaining confidence in speaking a foreign language is something they could not learn
in a training course or from a book that lacked of incorporate authentic learning and
they thought drama transformed traditional English lessons into an exciting learning
experience. Drama tapped into tap into students inherent abilities to have interaction
along with the use of non-verbal elements in communication process. Dodson
(2002) notes the significance of equilibrium between teaching grammar and
paralinguistic components that constitute subsets of gestures, body language,
proxemics (personal distance zones in spatial interrelationships) and choosing the
right words properly as a part of communication. As reported earlier, Susan Holden
(1981:134) points out the drama’s sensitiveness to the non-verbal communication
that encompasses great information about the message interlocutors negotiate in
oral interactions. This skill concerning the use of non-verbal elements is
indispensable in classroom interactions, which contributes greatly to the ability to
communicate effectively and has a prominent place in language teaching (Ünal &
Altay, 2013). Similarly, the results of interviews showed that drama enabled the
development of non-verbal language with greater awareness of students’ body
language, posture, eye contact in order to enact different roles in a number of
circumstances as revealed in earlier studies (Goodwin, 2001)
The results of interview with students illustrated significant decrease in
students’ speaking anxiety level and increase in oral production in contextualized
dramatic activities. In an investigation with drama, the results of this research is in
line with the study of Piazzoli (2011) who pointed out the existence of increased
confidence among highly anxious students in speaking L2, specifically students who
avoided from speaking tasks at the onset of the study. The results of this study in
terms of speaking anxiety are in line with the study conducted by Zerey (2008),
Galante (2012), Miccoli (2003), Gorjian et al. (2010), Galante (2012) and Aldavero
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(2008) who carried out research with the intention of finding practical solutions for
oral communication skills. The results of this research match with their studies in
that students could overcome emotional barriers to speak target language and
gained self-confidence by means of drama that has paramount potential to alleviate
anxiety in EFL classes.
The interviews also shed light on the profound effects of drama, which is
fostering permanent learning and self-confidence to speak the target language with
numerous opportunities. Many students expressed the reason of adopting
avoidance behavior as lack of self-confidence and insufficient vocabulary.
Moreover, fears of making mistakes in pronunciation and being ridiculed by their
peers were addressed as the reason of discomfort while speaking. However, many
students found learning and practicing how to pronounce with drama activities very
interesting and they gained self-esteem and confidence to use the language more
relaxed. Additionally, concurrent with the findings of Farris and Parke (1993),
Freeman (2000), Zerey (2008), after the drama application, students reported that
they gained more self-confidence in speaking English.
The results of student interviews relate to the expectations at the onset of
study and to existing literature. The student interviews demonstrated that students
developed reflective power for further use in their practice of target language. What
students reflected matches with the views of Heathcote (in Wagner, 1976) who
claimed the power of drama to facilitate reflection and engagement in peer and selfassessment to help them pinpoint the areas and know-how required for high-quality
work and improve metacognitive abilities. The findings are also compatible with the
instrument produced within the Council of Europe that places paramount
significance on the teaching of so-called “foreign” languages by means of generating
a wider range of methodological approaches to curriculum design and teaching
quality as central to advancement of a communicative approach.
According to Bandura (1997), anyone, regardless of their past or current
experiences and interests, has the ability to enhance motivational variable and
strengthen their self-efficacy, which is the strongest predictor of success. What
participants shared during interviews is in congruent with the claims of Bandura as
positive and negative emotions participants experienced during the drama sessions
acted as facilitator to further influence students’ sense of self-efficacy to speak
English with decreased anxiety and self-regulation. Participants developed self135

efficacy for foreign language greatly influencing their language performance
specifically oral outcomes and they expressed positive beliefs about their own
capabilities during a task performance further providing basis for purposeful action
in speaking activities. By means of drama activities, participants’ self-efficacy is
strengthened with deliberate planning and the anxiety to speak English is lowered
in addition to student’s successful completion of speaking tasks. Learners perceived
the learning and speaking situations pleasant and found an opportunity to mediate
between their aptitude, past achievements and subsequent performances in
speaking activities. Based on obstacles interpreted, participants figured out the
ways required to reach their purposes and experience greater awareness of his/her
own personal identification thus developing self-awareness and confidence. Feeling
of security in this belief led to self-determined motivation and affected the
participants’ persistence and the effort they invested in speaking English leading to
more positive self-identity (Bandura, 1990; Bolton, 1981; Hsieh and Kang 2010;
Wang, Spencer, & Xing, 2009, Zimmerman, 2000). As a consequence of positive
self-perceptions, students’ confidence as facilitator played a significant role in
exploring the outer world and willingness to interact with others that enabled
students to believe in their capabilities and talents contributing to their self-worth to
fulfill speaking tasks in English.
The interviews indicated that English lessons designed around drama-based
activities affected the attitudes of learners towards learning language and cultivated
language proficiency as well as performance in a positive manner also supported
by a huge body of research (Alhmali, 2007; Ghazali, Setia, Muthusamy, & Jusoff,
2009). Students demonstrated positive evaluative reactions toward the English
instruction delivered through the integration of drama. The change in attitudes and
beliefs of the interviewees towards learning English demonstrated some overlap
with the studies in the field. Similarly, Dougill’s (1987) study highlights that drama is
an essential tool to grow students’ self-confidence, positive attitude and language
ability. The positive attitudes of learners developed by the drama-centered English
lessons and oral communication skills are interrelated. Likewise, the results of this
research are consistent with Fakeye’s (2010) study highlighting a strong correlation
between drama-centered activities in EFL classrooms and student attitudes towards
speaking the target language.
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A significant and an unanticipated finding discovered from student interviews
was emerging focus on the development of humanistic values. Students in
interviews indicated that valuable humanistic values were constituted through
adopting different roles as viewing an individual from various perspectives, and
angles raises positive energy, engaged learners with human kindness, showed how
to live together and equipped them with physical, emotional, intellectual, and moral
sensitivity. The finding that drama inculcated development of the existence of the
moral behaviors in addition to content is in line with the existing research (Huebner,
1975; Winston, 1998). Drama educator Bolton (1981) emphasizes place of drama
within moral education and importance of developing human qualities such as
concentration, trust, patience, tolerance through dramatic experiences that
promotes more effective outcomes than a particular period in school education (p.
186). In this sense, adopting roles under varying contexts and for varying purposes
further lowered students’ anxiety to speak the target language and led to
improvement in the self-confidence to participate and communicate (Neelands,
2004; Read, 2009; Wagner, 1976). This finding is in congruent with the Neelands
(1992) who proposes a model of language learning which highlights the significance
of learning a language through adoption of different roles. Students are working in
context within the ‘as if’ realm where they feel more comfortable with the taking risks
to make mistakes across the full range of linguistic areas thus increasing
participation and expression of ideas (Kao & O’Neill, 1998; Read, 2009).
Finally, the results of foreign language speaking pre-posttest, student mini
reports, face-to-face interviews and analytic memos revealed the effectiveness of
drama as extracurricular activity for lowering foreign language speaking anxiety
thereby increasing oral communication skills and self-esteem to speak the target
language in a wide range of situations.
Conclusion
This part summarizes some of the main points from the preceding chapters
by describing a vision for a future treatment of educational drama activities based
on the reflections by the researcher and the results of data collection tools. As noted
earlier, many Turkish university EFL learners perceive oral communication
challenging, experience foreign language anxiety and have low self-esteem in
English even though they are exposed to diversity of language resources right from
the beginning of English education. In addition, although teaching effective oral
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communication skill is an integral part of the curricula in Turkey, many Turkish EFL
learner fail to progress toward the goals of speaking English effectively that have
been set for educational system.
In relation to that problem, the promise of drama activities for the fear of losing
control in EFL classes is neglected and traditional approaches for teaching speaking
skill that do not address all the factors that affect students’ self-confidence, attitude,
motivation and anxiety have still value among EFL instructors. In view of the
concerns over target language speaking problems in Turkey, this study aimed at
investigating whether the use of student-directed drama as extracurricular activity
lasting 8-week affects foreign language speaking anxiety. A mixed methods study
was employed to investigate whether drama affects foreign language speaking
anxiety of EFL learners at Hacettepe University School of Foreign Languages. The
participants consisted of 60 Turkish EFL learners who took part in 8-week drama
sessions. Foreign Language Classroom Anxiety Scale (FLCAS) was the
quantitative data collection tool for measuring speaking anxiety with pre- and posttests while the qualitative data was collected by means of student mini reports,
student interviews and teacher analytic memos. The results of quantitative and
qualitative data analysis are explained briefly below:
The results of student mini reports demonstrated a significant improvement
of positive attitudes and oral communication skill in the experiment group. Students
engaged in drama activities with collaborative experience under the influence of
team spirit, which allowed for sufficient assistance from their peers in the fictional
‘as if’ context of drama. Students made use of offered opportunities to engage
themselves with new contexts with new and different language possibilities in a safe
environment where they saw themselves as agents of change, accepted making
mistakes and gained increased self-confidence in using the target language.
1. Drawing firm conclusions from the quantitative data, the independent t-test
result illustrated a statistically significant difference in the post-intervention
test between the experiment and control groups. The mean scores of the
experimental group (Mean = 2.48, S.D.= .73) was lower than that of the
control group (Mean = 3.12, S.D.= .52), respectively. Paired sample t-test
results showed a significant reduction in speaking anxiety levels among
learners in experiment group over time and all the pupils involved in the
drama sessions performed better than students who did not receive drama
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sessions. The statistically significant difference between the mean values of
pre-test and post-test in experiment group suggested that students benefited
from drama as the comparison of pre and post-test results noted significant
decrease in speaking anxiety while a slight fluctuation was discovered in the
mean scores of the control group from pre to post-test results.
2. Drawing from the findings of student interviews, drama activities were
effective for the enhancement of speaking abilities and lowering speaking
anxiety. At the individual level, the results of this study enlightened English
teachers about the drawbacks of using drama in their classes and possible
remedies to compensate for these shortcomings as this research empowered
ELT teachers to gain in-depth understanding of their teaching practices and
approach with critical eye. At the university level, the results of this study have
implications for language teaching and learning and improving practice
across the nation as the results inform policy makers in ways that will
eradicate speaking anxiety in English and might offer vivid insight for taking
steps toward careful examination of the possible consequences of drama
adaptations to solve a larger problem.
3. The researcher of this study pinpointed areas of difficulties encountered
during drama sessions that need care and treatment in the execution of the
drama instruction over 8 weeks as well as expanded the explanations in her
reflections and the ways of tackling difficulties using drama in EFL classes.
In this vein, analytic memos were prepared for each week and it was found
that drama sessions required relatively long time and increased preparation,
development of familiarity with drama activities and confidence as well as
feasibility to implement. The researcher suffered from the burden of time
constraint for arranged syllabus due to rigidly organized schedule and
textbook across the educational institution. It was also essential to use
scaffolding strategy by manipulating a variety of sources that included tasks
and written guidelines to help students comprehend which group they belong
to, make sense of the task, with whom they were supposed to work and what
they are supposed to accomplish. Active exploration of many voices in the
learning process was also vital to prevent student resistance. Investing a
significant amount of time in preparation and planning for drama sessions
was another drawback. Being equipped with a firm grasp of classroom
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management and community to overcome out-of-control situations was
foremost among skills to prevent chaos throughout drama. Physical
conditions including size and layout in classrooms were also another
disadvantage that needed improvement regarding authenticity, rich sensory
environment and physicality in order to operate drama activities in ideal
circumstances. Tendency to use L1 persistently and overuse of native
language in groups was another issue that needed constant care. Lastly,
students’ expectation to be corrected for their errors and focus on accuracy
of their utterances at the beginning of the session and language background
pre-requisite for successful completion of drama activities were the common
shortcomings the researcher encountered.
Finally, as discussed in limitations of the study, further work would help
illuminate the practices of drama at different educational levels, and from the
particular perspectives of different English teachers, rather than the researcher of
this thesis alone. Further research with longitudinal study could improve our
understanding of the relationship between drama and speaking anxiety as variables
thus shed light on the use of drama to nurture and support language development
of EFL learners. Such research, which could and should examine the processes
whereby students’ passive role is transformed into active participants, could also
extend to existing and new supporting teaching practices. Although this research
falls short of developing a fully generalizable result (given its small-scale nature), it
clearly reveals the primary benefits of drama activities for enhancing preparatory
school students’ whole language development and lowering speaking anxiety
significantly. For all these reasons, we need to abandon the conventional teaching
practices and give a place to drama more suited to EFL learners in teaching
speaking skill that greatly differs from strictly standardized conditions. The design of
lessons should not be based on locked curricula and there should be some room
left for flexibility to allow language teachers to pursue new ways of integrating drama
as a pedagogical tool and cater for individual learning styles, diverse needs and
interests of mixed-ability groups. In this way, we can take full advantage of drama
as a powerful teaching and learning tool whereby the students feel much more at
ease speaking English. The results highlighted the importance of proper application
of drama in EFL classes and contributed to fill existing gaps in the field that had not
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been adequately investigated in previous studies. This study fit neatly into the field
and strongly contributed to the scholars in many dimensions.
As discussed throughout this research, the results offered expanded vision
for the integration of drama in language education and urged the language
educators to examine how and why drama played an essential role in the
development of essential skills encompassing delivering talks, spontaneous
interactions and speeches in the target language and increasing self-confidence in
the expression of their personal viewpoints. The results of this research clearly
indicate that it is time to guide the principles and practices of educational goals in
teaching speaking with real life related contexts within the drama realm and the use
of drama in teaching speaking skills needs to be put into widespread practice to
reach better outcomes for EFL learners. The results of this study have shown
promising directions for further development and effectiveness of drama in
decreasing the speaking anxiety of students in the target language and
enhancement of oral proficiency of highly anxious students.
Implications
Prompted by calls for the search of effectiveness of drama in lowering
speaking anxiety of EFL students at Hacettepe University that can better support
speaking English, the researcher of this study has put forth the potential benefits of
integrating drama as extracurricular activity in the language development of EFL
learners. The questions of this research thus raised from prior experiences in
teaching speaking that served as trigger for this paper and responded to the calls
for proceeding further in the enhancement of oral communication skill by lowering
speaking anxiety of EFL learners in Turkey.
Following the discussion of the results, this research could have fundamental
implications for the EFL classes both in research, practice and curriculum
development in Turkey, with regard to foreign language speaking anxiety and oral
communication skills as well as attitudes of EFL learners towards language learning.
A small but consistent number of participants were part of drama as extracurricular
activity and the one conclusion drawn from this research is that language learners
with long-held attitudes and background perceived as burdensome encumbrances
need drama sessions designed as extracurricular activity to develop higher selfesteem and greater sense of confidence and fulfillment. This research on integration
of drama activities as extra-curricular activity into schools is expected to yield more
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insights into the relation between drama activities and foreign language speaking
anxiety, which may lay the foundation for applications in other EFL teaching
contexts. In this way, rigid adherence to course book delivering prescribed
curriculum without contextualized organization should be lessened that will
encourage language learners to find situations to practice their language skills in an
arranged setting.
Language education in Turkey should pursue on-going effort towards
underpinning the supportive elements for individuals through extending to a broader
range of extra-curricular activities in a holistic and integrated manner that strive to
develop physical and psychological safety, intellectual, behavioral, spiritual,
emotional and physical well-being, health, learning, and growth of a large
percentage of children under the language education. English language education
is deeply intertwined with structured guidance in particular language-related ECA
that provides a crucial basis for learners in the development of additional life-long
skills, providing more opportunities to practice the English language in nonimmersive context in addition to compulsory schooling. In order to reach educational
goals by means of drama, English language teachers should be well equipped with
tools necessary to implement drama activities in an effective way. This opportunity
may be offered to language teachers in the form of in-service teacher training
program and with participation in language-related drama sessions.
This research is important given that the researcher of the study herself
carried out the study with multi-layered nature, in the sense that a wide range of
drama activities, literature review, data, and analysis complemented each other and
remained embedded in emergent practice of the researcher empowered to reflect
critically on the personal implications of drama as extracurricular activity. The
researcher herself applied a variety of promising drama activities that could be
feasibly implemented at the first steps for EFL learners, witnessed the whole
process from the onset to the end and addressed the drawbacks of drama activities
along with the solutions she came up with to proceed the drama activities with
desirable outcomes. Accordingly, the first major practical contribution of the present
research was that it provided much needed data on the integration of drama
activities in accompaniment with problems as well as possible recommendations
with the vivid descriptions of the researcher itself without the distraction from third
party. In this sense, English language teachers are provided with a clear picture of
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the implementation of drama activities in various functional language aspects as
well as integrating pathways for reaching educational goals. In this vein, this study
urged individual educators in multiple educational institutions, from research
through practice with the process of design, implementation and reasoning to
evaluate their teaching practices (also called action-research) stimulating further
thinking and discussion about the many issues associated with in-class teaching
practices.
This research also advanced the knowledge base about how drama
eliminated speaking anxiety in English classes and increased students’ whole
language development with vivid representations of real-world circumstances, and
in ways that are tightly connected to the gaining self-confidence to speak the target
language without fear of making mistakes. Students provided evidence of their
understanding and thinking in a variety of ways—by taking risks, responding to
teachers’ questions, making mistakes, focusing on meaning in their utterances and
attempting to interact with other students. Teachers, in turn, should take these as
basis for making adaptations in their instruction for the class and for individuals
simultaneously enhancing students’ language skills. Use of drama advocates
increased and sustained contact with experts in drama and establishment of
multidisciplinary collaboration achieved around the implication of drama to get
familiarity with the proper implementation so that a broader vision and underlying
fundamental properties of teaching through drama as educational tool in English
can be obtained in actual educational settings and future framework.
Another important implication of this study stems from the finding on the
accomplishments and the progress of students’ learning after being a part of drama
activities. The findings point to a wide range of developmental aspects of language
learners. Although analyzing the research data with a view to identifying the
effectiveness of drama on speaking anxiety, it goes beyond the purpose of the
current thesis; development in positive attitudes, moral values, self-confidence and
willingness to communicate have already been established with the appropriate
drama activities thus providing a rationale for the inclusion of drama activities in EFL
classes and as an extracurricular activity.
Finally, these findings indicate in fact that reframing of English language
education is an urgent need to nurture and support language teaching and learning,
which is in the hands of policymakers, English teachers, curriculum specialists and
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other education stakeholders regarding extensive opportunities for learners to have
active experience in simulated lifelike situations and develop language skills in order
to carry out tasks with better oral communication skills, especially in light of the
rigorous analysis of drama and its place in teaching speaking English. The
meanings constructed from research data illustrated the existence of critical need
for educators to engage students within the drama realm in language teaching and
highlighted the urgent need for creating stress-free learning environments that
directly address the needs of students. In relation to effectiveness of drama for
teaching language, the way English lessons are conducted should not be
considered as carved-in-stone. On the contrary, language teachers should expand
the provision of drama activities and reassess the pedagogic value of drama
activities, fine tuning students’ goals, interests, needs and expectations in order to
overcome the pitfalls of drama, considering vast differences among students. If
possible, in the framework of optional English drama lesson designed as
extracurricular activity, students who wish to practice and improve their oral
communication skills in English may have chance to participate and consequently
improve their oral proficiency.
Suggestions for Further Research
This study framed in an exploratory and interpretive nature, raises numerous
opportunities for future research and additional data will in fact be revealed with
further elaboration on the novel findings of this research therefore this section
presents the recommendations for further research and possible implications that
can be made in order to further develop the concerns of this study.
Based on the results of this study, there are some recommendations for
further studies. 8-week drama session employed for a short period revealed
significant results in speaking anxiety, attitudes and oral communication skills of B1
level university students. Each class’ dynamic is different and the conditions change
from one class to another. This being the case, extending the research on the
effectiveness of drama with different targeted groups of learners at educational
levels of primary, secondary and high school with a large-scale setup representing
diversity of the student population may generate more reliable results. Furthermore,
the future studies could address the potential relationship between speaking anxiety
level and participants’ language backgrounds or abroad experiences regarded as
variable in combination with more teachers and drama lessons by employing
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statistical correlation. It would also reveal interesting results to explore the effect of
drama activities on particularly language anxious pupils to increase generalizability
of the current findings and to increase our understanding of the effectiveness of
drama on speaking anxiety levels. Future research could also examine the
contribution of drama-based activities to different language skills to discover
whether drama would yield different results for receptive and productive skills.
Finally, future studies could systematically examine the cognitive, linguistic, and
affective dimensions of drama taking place throughout learner interactions that
potentially affect the language development.
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