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Abstract
The following study is a result of an action research carried out in an English as a fo-
reign language class in a subsidized Chilean school, where 77 % of its population is 
at social risk. 38 of the participants are seventh grade students. The study addresses 
students’ willingness to participate in speaking activities in English class before and after 
the implementation of a drama based pedagogy strategy known as scripted role-play. 
The students showed great commitment to scripted role-play as a way to learn English. 
Participants had the chance to work collaboratively with their peers in a safe and en-
gaging environment, improving their social skills as they performed different roles. The 
study concludes that students are willing to participate in speaking activities after the use 
of scripted role-plays. This result is also coherent with the students’ perceptions of the 
intervention.

Resumen
La voluntad de los estudiantes de participar en actividades orales mediante el 
uso de juegos de roles con guion
El presente estudio es el resultado de una investigación realizada en un curso de Inglés 
como segunda lengua, en una escuela pública chilena, donde el 77% de su población 
está en riesgo social. 38 de sus participantes están en séptimo grado. El estudio aborda 
la voluntad de los estudiantes de participar en actividades de conversación oral en la 
clase de inglés, antes y después de la implementación de una dramatización, basada 
en la estrategia pedagógica denominada “juego de roles con guion”.

Los estudiantes demostraron gran compromiso con el juego de roles como una forma 
de aprender inglés. Además, tuvieron la oportunidad de trabajar colaborativamente con 
sus pares, en un ambiente seguro y atractivo, de modo que pudieron mejorar sus habi-
lidades sociales a medida que cumplían con diferentes funciones. El estudio concluye 
que los estudiantes están dispuestos a participar en actividades orales basadas en el 
uso de juegos de roles con guion, lo cual también es coherente con las percepciones de 
los alumnos sobre la intervención.
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INTRODUCTION

Teaching English as foreign language in Chile has 
been one of the main concerns for our educational 
system. Over the years, the Ministry of Education has 
suggested different proposals and strategies; the Eng-
lish curriculum guidelines have been modified lately 
due to the importance of a contextualized language 
teaching practice. Within these curriculum changes, 
the new teaching strategies have focused on a more 
meaningful, communicative and effective way of 
learning a foreign language. The Ministry of Educa-
tion has also suggested aligning lesson planning with 
a more integral teaching practice with the help of 
other subjects in an interdisciplinary way.

New strategies for learning a new language have 
been of great importance, as traditional methods of 
language teaching have not been enough to provide 
our students with the best tools to effectively commu-
nicate with each other in a society laden with tech-
nological devices and digital resources. This constant 
pursuit of the most suitable teaching strategy within 
our teaching context led us to decide to use differ-
ent ways of offering students the opportunity to work 
with English in a non-traditional way known as a 
drama-based strategy. Even though it is not a revolu-
tionary discovery, several pedagogy experts find it is 
a useful strategy and support its use in the classroom. 
Baruch (2006) stated that the effectiveness of teach-
ing can be enhanced and enriched by applying theat-
rical role-playing, sometimes in the shape of putting 
on metaphorical masks. This study aims to examine 
the implementation of scripted role-plays based on 
drama strategies to improve seventh grade students’ 
willingness to participate in speaking activities in 
English.

DRAMA AS A STRATEGY FOR TEACHING 
ENGLISH AS A FOREIGN LANGUAGE 

Teachers have to manage different strategies and 
approaches when of preparing and applying their 
lessons (Kuśnierek, 2015). In this particular case, re-
garding the wide variety of strategies and methods 
to teach and foster the speaking interaction, it is im-
portant to point out that drama is not only a cultural 
aspect of our society that brings joy and recreation 
time, but also, as Trachtulcová (2007) claimed, dra-

ma is doing, drama is being. It implies taking part 
of a real interaction and gives the opportunity to the 
performer to play the role of someone else and put 
in his/her shoes. Wessels, (1987) added that drama 
is something that we all engage in daily when faced 
with difficult situations along our lives and in differ-
ent contexts.

Despite widespread interest in using drama for more 
contextually situated, engaging, and communica-
tive language use in the classroom, according to 
Kim (2013), ironically, drama does not seem to be 
widely implemented in language classrooms, maybe 
out of fear of bringing into the classroom something 
that teachers do not feel knowledgeable enough to 
implement. On the other hand, use of drama is not 
only for recreational purposes or for our personal de-
velopment and growth; nor is it an isolated method 
to enhance interaction in the classrooms. Belliveau & 
Kim (2013) state that a number of scholars in the field 
recognize the pedagogical contributions of drama. 
Some of these benefits closely relate to the fact that 
drama encourages adaptability, fluency, and com-
municative competences (Zhang, 2010). Kim (2013) 
emphasized that drama puts language into context 
and that giving learners an experience of success in 
real-life situations should arm them with the confi-
dence to tackle the world outside the classroom. 

Aliakbari (2010) suggested that drama pedagogy 
might be one of the optimal ways to foster and real-
ize communicative language teaching. Belliveau & 
Kim (2013) explained that growth in fluency in the 
target language occurs as learners experience the 
complex nature of authentic communicative aspects 
of language (i.e., hesitation, intonation, repetitions, 
and incomplete sentences) even during product-ori-
ented, scripted theatrical activities. They also engage 
in rehearsals and performance, which calls for col-
laboration, negotiation, and meaning exchanges at 
personal and public levels among participants.

For students to achieve speaking mastery, it is 
necessary to provide them with the appropriate 
environment to feel confident enough to participate 
of the interactions planned for each English lesson 
in order to communicate and transmit the exact 
message they intend to. In any written or oral 
interaction between two or more agents, the main 
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purpose is to communicate and express their ideas 
and thoughts (Maziha, Suryani & Melor, 2010). 
Crystal (2008) defined communication as the 
transmission and reception of information between 
a source and a receiver using a signaling system: in 
linguistic contexts, source and receiver are interpreted 
in human terms, the system involved is a language, 
and the notion of response to (or acknowledgement 
of) the message becomes of crucial importance. In 
theory, communication is said to have taken place if 
the information received is the same as that sent. 

ROLE - PLAYING 

According to Westrup & Planander (2013), role-play 
can be defined and implemented in several ways. 
Qing (2011, p. 37) claimed, “role-play is defined as 
the projection in real life situations with social activi-
ties”. Role-playing allows learners to be in different 
characters’ shoes, which helps them to develop their 
language skills as well as their social ones. Therefore, 
role-play, according to Richards and Rodgers (2001, 
as cited in Aliakbari, 2010), refers to the part where 
learners and teachers are expected to play in carry-
ing out learning tasks as well as the social and in-
terpersonal relationship between the participants. 
Erturk (2015) also suggests that role-play is suited for 
teaching soft (personal and social) skills to students 
and professionals. According to Porter- Ladousse 
(1987), there exist many role-play activities, ranging 
from highly-controlled, guided conversations at one 
end of the scale to improvised drama activities at the 
other; from simple rehearsed dialogue performance 
to highly complex simulated scenarios. Porter- La-
dousse (1987) also points out that role-play may dif-
fer in complexity, that is, some performances may be 
very short and simple, whereas some utterances may 
be very structured.

The empirical review for this action research supports 
what has been carried out in the field in terms of us-
ing role-plays and drama as strategies to teach a for-
eign language. Furthermore, considerable number of 
studies have been developed in the field of role-play. 
Aliakbari (2010) studied the interpretation of role-
play by two different groups. In his study, one group 
simply carried out the instructions in a mechanical 
fashion. Another group reconstructed the task in ac-
cordance with their own goals. They showed that the 

kind of talk produced by two groups differed greatly, 
with far more metatalk evident in the second. On the 
other hand, Najizade (1996) concluded that role-play 
was considerably effective as an activity for bringing 
real language situations into classroom, improving 
the subjects’ foreign language structure acquisition. 

Another study carried out by Liu and Ding (2009) 
regarding role-play in English language teaching as-
serts that teachers “used the role-play technique to 
see how the students performed in groups when they 
were given a familiar situation to role-play in. They 
also observed their language potency and how the er-
rors can be corrected as well as how to give feedback 
to the learners for further improvement” (p. 223). Pris-
cilla Islam & Tazria (2012) conducted a study entitled 
“Effectiveness of role-play in enhancing the speaking 
skills of the learners in a large classroom”. Roughly 
120 students from Stamford University in Bangladesh 
were involved in this research process in speaking 
classes. Results show learners improved in speaking 
skills through role-play and the positive attitudes of 
teachers helped them to further develop their speak-
ing skills.

The fourth empirical research chosen was conducted 
by Trachtulcová (2007). Her study, titled “Effective 
Learning of English through drama”, was conducted 
at a primary school. It proved that using some ac-
tivities from the area of dramatic education enrich 
the process of teaching. A study by Heyward (2010) 
uses dramatic role-play in teacher education to make 
pre-service teachers’ learning immediate, real and 
emotional. The author argues that the use of role-
play offers a unique opportunity to both engage stu-
dents emotionally in the fictional world of drama and 
maintain a safe learning environment.

STUDENT CLASS PARTICIPATION

Learning is a process mostly determined by the 
teachers’ strategies regarding student participation, 
self-awareness, and behavior (Sirisrimangkorn & Su-
wanthep, 2013). Maziha, Suryani & Melor (2010) 
described four types of student behavior in the class-
room: full integration, participation in the circum-
stances, marginal interaction, and silence observa-
tion.
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FULL INTEGRATION

In full integration, students actively engage in class 
discussion or activities; they know what they want to 
say and what they should not say. Their participation 
in class is usually spontaneous, appropriate, and oc-
curs naturally (Abidin, 2007).

PARTICIPATION IN THE CIRCUMSTANCES

Participation in the circumstances occurs when stu-
dents are influenced by factors such as socio-cultural, 
cognitive, affective, and linguistic or environmental, 
and these often lead to student participation and in-
teraction with other students and instructors. In ad-
dition, students will think carefully about what is the 
appropriate time for them to speak out their opinion 
with a preference for appropriate behavior during 
the lesson. They also show their reaction carefully to 
each discussion topic they think is more difficult for 
them (Abidin, 2007).

MARGINAL PARTICIPATION

In marginal interaction, students act more as listen-
ers and less as speakers. Unlike the students who are 
actively participating in the classroom, this category 
of students prefers to listen and take notes than to be 
involved in classroom discussion (Lee, 2005). 

SILENT OBSERVATION

Silent observation, on the other hand, is character-
ized by students’ withdrawal from oral classroom par-
ticipation. These students seem to accept whatever is 
discussed in class. To help them digest and confirm 
what has been communicated in class, these students 
use various strategies, such as tape-recording, note-
taking, or small group discussion after class. In silent 
observation, students tend to avoid oral participation 
in the classroom (Abidin, 2007; Maziha, Suryani & 
Melor, 2010).

Individual consciousness emerges due to and 
through communicative interaction with others. The 
importance of social interactivity is that, through it, 
the instruments and signs of culture are internalized. 
Cultural mediation is fundamental to all human ac-
tivity, whether directed towards the physical world or 

the social world. It explains why interaction with oth-
ers (and the interaction of the subject with himself) 
is basically dialogic, as it is an interaction mediated 
by language and other symbolic systems. Conscious-
ness (as intra-psychological phenomenon) emerges 
then from the intersubjectivity, understood as medi-
ated communication (Rosselli (2015).

MATERIALS AND METHODS 

This investigation may be defined as an action re-
search study that, according to Lingard (2008), it is 
commonly used for improving conditions and prac-
tices as part of the process. Carr and Kemmis (1986) 
also defined action research as a combination of ac-
tion and reflection with the intent to change practice 
and theory (Mason, 2018). 

GENERAL OBJECTIVE

To examine the use of scripted role-plays as a drama-
based strategy to improve seventh grade students’ 
willingness to participate in speaking activities in 
English.

SPECIFIC OBJECTIVES

1) To describe the effects of scripted role-plays as 
a drama strategy by the end of the intervention.

2) To explore students’ perceptions towards the 
scripted role-play activities in the English class.

PARTICIPANTS

The action research was conducted in a Chilean 
subsidized school with a purposive sample of 38 stu-
dents divided into 20 males and 17 females from 7th 
grade, all of them aged between 11 and 12 years old 
with a level of English equivalent to A1 (elementary), 
according to the Common European Framework 
of Reference (Basic users). For this action research, 
seventh- graders participated in scripted role-plays 
as part of a drama strategy. The participants are part 
of the student body where 77 % of the educational 
community is at social risk. Six of these participants 
have special needs and behavioral issues.
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ACTION RESEARCH INTERVENTION PLAN

As a way to implement the strategy to be applied, 
seven sessions of ninety minutes each were planned. 
The research practitioner who conducted the study 
was the head teacher of the 7th grade class:

Session 1: Students identify the main elements of the 
script, such as characters and settings, then, become 
familiar with the role-plays by watching different 
videos about each particular play (The Cat in the Hat 
and Peter Pan), each video lasting 20 minutes each 
video. While they watch the movie excerpts, they 
have to take notes on the characters and the settings. 

Session 2: Students analyze the scripts to familiarize 
themselves with language, structure, story lines, and 
pronunciation. Then they are divided into groups 
of at least 7 students each. Students analyze and 
organize, together with the teacher, the scripts given 
in terms of meaning and pronunciation (20 minutes 
per play). Students chose their roles for the play (the 
actors and the scenographers with one person to 
represent them).

Session 3: Students create the scenography for the 
role-play and rehearse the pronunciation and char-
acterization of each role.

Session 4: Students judge their perception towards 
the scripted role-plays as a drama strategy on a scale 
to find out information regarding their willingness to 
participate in the speaking activities.

Session 5: Students participate in a focus group dis-
cussion.

Sessions 6 and 7: Students present their scripted role-
plays.

DATA COLLECTION TECHNIQUES

As part of the data collection techniques, two differ-
ent instruments were utilized:

a) Scale of students’ perceptions towards the 
scripted role-plays (See Appendix A)

 In order to gather relevant data on the implemen-
tation of the scripted role-plays, we simplified a 
Likert scale from Flórez, Pineda & García (2012) 

about motivation so that students could be able 
to understand it. It was accomplished in two dif-
ferent sessions while the research was conducted 
(sessions four and seven). This instrument intend-
ed to explore the students’ perceptions towards 
the scripted role-play speaking activities in the 
English class. The Likert scale of students’ percep-
tions was made up of seven descriptors directly 
related to the students’ participation, willingness, 
and motivation toward the scripted role-play. 
Students had to assess their perception of the de-
scriptors and rate them according to the follow-
ing categories: Strongly agree, Agree, Strongly 
disagree and Disagree.

b) English role-play analytic rubric (See Appendix 
B)

 The second instrument used to collect data to de-
scribe the effects of scripted role-plays as a drama 
strategy was an analytic rubric, consisting of six 
different criteria such as Costumes and scenogra-
phy, Acting Out, Pronunciation, Self-confidence 
and Fluency, Participation and Teamwork. All of 
the different criteria were awarded four points 
each (1 = In progress / 2 = Fairly good / 3 = Good 
/ 4 = Very good) and a total score of twenty-eight 
points.

DATA ANALYSIS TECHNIQUES

For the proper analysis of the data collected, frequen-
cy and percentage analysis were used. A wide variety 
of graphs is used to describe and interpret the data 
that come from the Students’ perception scale and 
the analytic rubric.

RESULTS

The following data analysis corresponds to each in-
strument applied during the intervention sessions. In 
order to give a specific description of the findings, 
each instrument will be described according to the 
three specific objectives set for the research.

Specific objective 1: To describe the effects of 
scripted role-plays as a drama strategy by the end of 
the intervention
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Participants’ role-plays were evaluated using an ana-
lytic rubric of seven criteria. Five criteria related to 
their performance and use of the language during the 
process of the intervention: Costumes and scenogra-
phy, Acting Out, Pronunciation, Self-confidence and 
Fluency; the two other criteria were Participation and 

Teamwork during the implementation of the strategy. 
Figure 1 below represents the participants’ achieve-
ment level by granting them a score for each criterion 
on the rubric used to assess the students’ performance 
after the implementation of this study:
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Costumes and scenography

Acting out

Pronunciation

Self-confidence

Fluency

Participation

Teamwork

Participants

Cr
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Figure 1: English role play rubric results according to each level of 
performance 

Very good Good Fairly good In progress

Source: Own elaboration

COSTUMES AND SCENOGRAPHY CRITERION

Figure 2 illustrates the percentage of participants that 
scored 4 points in the Costumes and scenography 
criterion. All of the students effectively prepared their 
scenography and costumes for each role-play. Fur-
thermore, this increased the opportunities for them 
to successfully characterize each role by having all 
the resources needed to gain self-confidence and 
perform as expected (See Figure 2):

0%0%0%

100%

Figure 2: On the Costumes and scenography criterion

In progress Fairly good Good Very good

Source: Own elaboration
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ACTING OUT CRITERION

Figure 3 suggests that all the participants in this study 
scored 4 points in the Acting out criterion. It was ob-
served that, when performing the role-play during the 
last session, students had already added extra lines to 
their characters to express and show vivid emotions 
that they felt necessary to highlight from each charac-
ter (See Figure 3):

0%0%

100%

0%

Figure 3: On the Acting out criterion

In progress Fairly good Good Very good

Source: Own elaboration

PRONUNCIATION CRITERION

Figure 4 illustrates the students’ performance in terms 
of Pronunciation. It was observed that all the partici-
pants pronounced clearly throughout the role-play 
performance, which contributed to the communi-
cation and understanding of the exchanges among 
each member. Even though they did not have perfect 
pronunciation, they were able to convey the audi-
ence a clear message, which was consistent with 
their preparation (See Figure 4):

0%0%0%

100%

Figure 4: On the Pronunciation criterion

In progress Fairly good Good Very good

Source: Own elaboration

SELF-CONFIDENCE CRITERION

Figure 5 represents the results on the Self-confidence 
criterion. It illustrates that 16 students (55%), who 
represented group two, scored 3 points, since the 
tone and volume of voice in one or two members 
of the group was not the most suitable for the 
performance. On the other hand, 13 students (45%), 
who represented group one, scored 4 points, since 
they all visually interacted each other and used a 
perfect volume (See Figure 5):

0%0%

55%
45%

Figure 5: On the Self-confidence criterion

In progress Fairly good Good Very good

Source: Own elaboration

FLUENCY CRITERION

Figure 6 reveals students’ performance in terms of 
fluency during their final performance. As shown in 
the graph below, 13 students (45%), who represented 
group one, scored 3 points, mainly because one or 
two members made long pauses throughout the role-
play. On the contrary, 16 students (55%), who repre-
sented group two, scored 4 points (See Figure 6).

0%0%

55%
45%

Figure 6: On the Fluency criterion

In progress Fairly good Good Very good

Source: Own elaboration
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PARTICIPATION CRITERION

As illustrated in Figure 7, the Participation criterion had 
a maximum of 4 points. Results suggest that student 
participation was 100% during the implementation 
of the strategy. They used each session planned to 
prepare all the necessary requirements such as the 
scenography and scripts modification with their 
group support. Despite the fact that unplanned 
situations such as disagreements emerged, they were 
able to solve them by facing their differences, using 
as an argument that “it is for the sake of the play and 
our mark” (See Figure 7):

0%0%0%

100%

Figure 7: On the Participation criterion

In progress Fairly good Good Very good

Source: Own elaboration

TEAMWORK CRITERION

As shown in Figure 8, results have proved that 
group two’s commitment to their own task was 
remarkable, since they achieved the total number of 
points, representing 45%. In addition, all participants 
worked collaboratively during the preparation of the 
play in most of the sessions and each member of the 
group contributed to the optimal development of the 
play. Regarding group one’s commitment, one may 
say that their work was not observed as a consistent 
practice in some members’ attitudes in terms of the 
development of their own roles in the role-play, 
especially when modifying scripts and preparing 
their scenography (See Figure 8):

0%0%

55%
45%

Figure 8: On the Teamwork criterion

In progress Fairly good Good Very good

Source: Own elaboration

PARTICIPANTS’ FINAL GRADES  
IN THE ROLE-PLAYS

Figure 9 shows students’ results in terms of marks. 
Students graded themselves as a group, and not as 
individuals, obtaining a single mark for the whole 
group. An analytical rubric had to be created to 
grade the students’ performance. The results showed 
that 46 % (group one) of the students got a mark be-
tween 6,0 – 7,0 (on a scale from one to seven). On 
the other hand, 54 % (group two) of the students got 
a mark between 5,0 – 5,9. The difference between 
their grades lied mainly on their performance in Flu-
ency, Self-confidence and Teamwork (See Figure 9):

54%

46%

Figure 9: On students' final grades

5.0-5.9 6.0-7.0

Source: Own elaboration
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Specific objective 2: To explore students’ percep-
tions towards the scripted role-play strategy during 
the English class

To explore the students’ perceptions towards the strat-
egy implemented, participants had to answer a Likert 
scale in sessions four and seven. This scale had seven 
descriptors intended to evidence students’ percep-

tions. For them to express their point of view on each 
of the seven descriptors, they had to choose only 
one option from four levels of performance: Strongly 
agree, Agree, Disagree, and Strongly disagree. Figure 
10 shows the pre intervention results from the scale 
on students’ perceptions. There was a strong tenden-
cy to answer Agree and Strongly agree in some of the 
descriptors from the scale.
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Figure 10: Pre-intervention results of the scale for exploring students' 
perceptions

Strongly agree Agree Disagree Strongly disagree

Source: Own elaboration

Figure 11 below illustrates there is a significant in-
crease in the students’ perceptions to move from Dis-
agree, and Strongly disagree to Agree and Strongly 
agree. In descriptor 1, most of the participants chose 
Strongly agree and Agree. This result might suggest 
that their motivations towards the English class was 
mostly positive. In descriptor 2, 33 students out of 
38 felt more willing to participate, mostly choosing 
Strongly agree and Agree. This tendency of choosing 
between Strongly agree and Agree is presented in de-
scriptors 3 and 4 as well (See Figure 11).

The results show that most of the students had a posi-
tive attitude towards the strategy. They also suggest 

that this attitude may eventually relate to their in-
volvement during the sessions. This can be compared 
using both Figure 10 and Figure 11, where Strongly 
agree increased in number of participants after the 
scripted role–play strategy was implemented, as 
shown in descriptor number six. In it, during the first 
stages fourteen students chose Strongly agree on the 
statement I actively participated in the scripted role-
play this month, while at the end of the study twenty 
of the participants claimed that they Strongly agree 
on the same statement. This clearly emphasized how 
involved they felt while participating in the class.
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Figure 11: Post-intervention results of the scale for exploring students' 
perceptions

Strongly agree Agree Disagree Strongly disagree

Source: Own elaboration

Descriptor 1: The scripted role-play has motivated 
me to participate in the English class

In order to express the results for the descriptor The 
scripted role-play has motivated me to participate in 
the English class, Figures 14 and 15 show the per-
centage of participants that chose each answer. Fig-
ures 15 and 16 above describe the main differences 
found in descriptor number one after the first and 
last implementation of the scale on the students’ per-
ception. On this descriptor, students’ answers of the 
descriptor moved mainly from Disagree (13%) be-
fore the intervention to Strongly disagree (3%) after 
the intervention. Nonetheless, in terms of Agree and 
Strongly agree, there was an increase from 9% in the 
first implementation to 14% respectively in the sec-
ond implementation of the instrument. These results 
show that, at the end of the implementation of the 
strategy, there was an increase in the students’ mo-
tivation in comparison to the first implementation of 
this data collection instrument. For this descriptor, the 
positive results have proved the effectiveness of the 
scripted role-play strategy to foster motivation (See 
Figures 12 and 13):

44%

43%

13% 0%

Figure 12: Descriptor 1: Before intervention

Strongly agree Agree Disagree Strongly disagree

60%

30%

3% 3%

Figure 13: Descriptor 1: After intervention

Strongly agree Agree Disagree Strongly disagree

Source: Own elaboration
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Descriptor 2: I felt more willing to participate 
when I had a global understanding of the scripted 
role-play

Figures 14 and 15 clearly show the dramatic increase 
from Agree to Strongly agree by 34% in the descrip-
tor related to how willing students felt when they 
were able to understand the scripted role-play (See 
Figures 14 and 15):

23%

70%

7% 0%

Figure 14: Descriptor 2: Before intervention

Strongly agree Agree Disagree Strongly disagree

57%
32%

11% 0%

Figure 15: Descriptor 2: After intervention

Strongly agree Agree Disagree Strongly disagree

Source: Own elaboration

Descriptor 3: The scripted role-play used in class 
motivated me to use different speaking strategies

Figures 16 and 17 intend to clarify the results ob-
tained from the descriptor The scripted role-play 
used in class motivated me to use different speaking 
strategies —asking for clarification, asking some-
one to repeat something. On this matter, the speak-
ing strategies referred to the students’ willingness to 
ask questions to clarify unclear instructions during 
the sessions, as well as to ask their own peers or the 

teacher to repeat some necessary words or phrases 
for improving their performance in each session (See 
Figures 16 and 17).

52%

24%

17%

7%

Figure 16: Descriptor 3: Before intervention

Strongly agree Agree Disagree Strongly disagree

45%

37%

18%
0%

Figure 17: Descriptor 3: After intervention

Strongly agree Agree Disagree Strongly disagree

Source: Own elaboration

Descriptor 4: The language and complexity of the 
script used in class motivated me to keep working 
on the subject

Figures 18 and 19 correspond to descriptor 4 on the 
language complexity of the script used in class. This 
descriptor intends to measure how motivated the stu-
dents felt to work with the complexity of the language 
and the script chosen during the sessions. Figures 18 
and 19 also compared how the language and com-
plexity of the script used in class motivated students 
to keep working on the subject. The results show that 
4 % of the students moved from Strongly disagree to 
just Disagree and the responses to the Agree criterion 
decreased 2 %. This meant a positive impact, as few-
er students felt identified with the present descriptor 
(See Figures 18 and 19):
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50%

33%

10%

7%

Figure 18: Descriptor 4: Before intervention

Strongly agree Agree Disagree Strongly disagree

50%

31%

16%
3%

Figure 19: Descriptor 4: After intervention

Strongly agree Agree Disagree Strongly disagree

Source: Own elaboration

Descriptor 5: I felt discouraged when I didn’t under-
stand what to do / or the instructions of the scripted 
role-play

In order to explain descriptor 5, Figures 20 and 21 
present information in terms of how discouraged the 
students felt during the intervention. One must men-
tion that each percentage corresponds to the number 
of students that chose the answer. As part of the re-
sults found in Figures 20 and 21, evidence showed 
that students did not feel discouraged when they did 
not understand the instructions of the scripted role-
play. 

As stated above, at the end of the implementation 
of the action research, only 6% of the students felt 
discouraged; while 33% of them responded Strongly 
Disagree on the descriptor, the other 47% disagreed 
with the same statement (See Figures 20 and 21):

6%

14%

47%

33%

Figure 20: Descriptor 5: After intervention

Strongly agree Agree Disagree Strongly disagree

14%

17%

28%

41%

Figure 21: Descriptor 5: Before intervention

Strongly agree Agree Disagree Strongly disagree

Source: Own elaboration

Descriptor 6: I actively participated in the scripted 
role-play this month

Figures 22 and 23 represent the students’ responses 
to their own perceptions towards their active partici-
pation in the scripted role-play strategy. The results 
show that during the first implementation of the scale 
on students’ perceptions 47% of them Strongly agree 
on descriptor 6, while in the second implementation 
of the same statement, 55% of them Strongly agree. 
On the other hand, when talking about disagree-
ment, the percentage was very similar (See Figures 
25 and 26):
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47%

43%

10% 0%

Figure 22: Descriptor 6: Before intervention

Strongly agree Agree Disagree Strongly disagree

53%39%

8% 0%

Figure 23: Descriptor 6: After intervention

Strongly agree Agree Disagree Strongly disagree

Source: Own elaboration

Descriptor 7: I followed the teacher’s observations 
and recommendations for the different sessions of 
the month

Descriptor 7 intended to explore the students’ per-
ception towards the teacher’s recommendations to 
improve their work. On this matter, it shows that 
during the first implementation of the scale for ex-
ploring students’ perceptions, only 52 % of the par-
ticipants state they Agree on the descriptor exposed, 
while on the second implementation, 66% of them 
answered Strongly agree. This shows that by the end 
of the implementation, they followed their teacher’s 
observations on their work. Nonetheless, there was 
5% of them that did not agree with the fact that they 
followed the teacher’s recommendations for their im-
provement throughout the role-play preparation (See 
Figures 24 and 25):

52%
38%

10% 0%

Figure 24: Descriptor 7: Before intervention

Strongly agree Agree Disagree Strongly disagree

66%

29%

5% 0%

Figure 25: Descriptor 7: After intervention

Strongly agree Agree Disagree Strongly disagree

Source: Own elaboration

DISCUSSION

The findings will be discussed according to each spe-
cific objective.

Specific objective 1: To describe the effects of script-
ed role-plays as a drama strategy by the end of the 
intervention

The first specific objective aimed to describe the ef-
fects of the intervention strategy by applying an ana-
lytic rubric to evaluate the students’ performance. 
Participants were expected to successfully perform, 
prepare and act the scripted role-play strategy imple-
mented. The findings suggest that all the participants 
had a strong commitment with role-playing. How-
ever, students were not able to achieve the highest 
s-ore (4 points) in the criteria corresponding to Self-
confidence, Fluency and Teamwork.

Regarding Self-confidence as one of the criterion in 
which some participants did not achieve the highest 
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score, it was observed that both groups had an issue 
communicating their differences in terms of how to 
approach the work to be done during the first session. 
This lack of communication was mainly due to some 
group members’ low self-confidence. They expressed 
they were not as good as their other classmates, who 
could speak or understand English better. Therefore, 
they were shy when talking in front of the rest of the 
group. Prada (2015) states that, when a foreign lan-
guage learner is going through this learning process 
of acquiring a foreign language, it becomes difficult 
to speak the language or express themselves freely 
and fluently without some degree of self-confidence. 
Fortunately, this did not affect the whole group’s en-
vironment when working, but only a few students, 
particularly those participants who felt a higher level 
of commitment to use their English. The participants 
were able to use their leadership skills to sort out the 
problems and give enough confidence to their peers 
in order to prepare what was needed and required for 
each member involved in the team.

In terms of Fluency, it was observed that participants’ 
performance on this matter was influenced by their 
self-confidence and fear of being embarrassed in 
front of the class. After they performed each scripted 
role-play, some of the students expressed that it was 
very difficult to perform in front of the whole class 
by wearing costumes, mainly because they felt 
that their classmates would laugh at them. This fear 
of being embarrassed led one group of students to 
make longer period of pauses when interacting in the 
scripted role-play final performance.

When students work in groups, there are several 
factors that help them to overcome their individual 
weaknesses. These factors are closely related to the 
opportunities they are given to interact, make mis-
takes, and receive feedback on their work by their 
peers. Ibrahim, Syafiq, Mohd, Ismail, Dhayapari, Pe-
rumal, Zaidi & Yasin (2015) express that, in this way, 
students will be encouraged to be more objective 
and democratic in coming to a decision, especially 
when developing the ability to become an effective 
participant in conversations.

Specific objective 2: To explore students’ percep-
tions towards the scripted role-play activities during 
the English class.

Regarding the first descriptor on motivation to partici-
pate in the English class thanks to the scripted role-
play, 66% of the students Strongly Agree and 34% 
Agree on the statement presented at the end of the 
last session. Students showed that, while they were 
exposed to the use of scripted role-plays, they were 
willing to share and interact, even though this im-
plied exposing themselves to embarrassing situations 
because of their own characteristics or limitations as 
individual learners, such as their inner motivation 
and specific skills required for acquiring a foreign 
language within a large group as presented in this 
particular context. Some of the most tense moments 
were while creating the scenography, modifying the 
scripts and rehearsing with their peers.

The high percentage of students who answered posi-
tively about their motivation was due to the imple-
mentation of the scripted role-play strategy, since 
they were able to overcome those critical moments 
of the process as individuals who acted as part of 
a team. Liu (2010) claims that “motivation colors 
and shapes students’ involvement in learning and it 
stimulates feelings that students associate with these 
experience” (p. 137). The enthusiasm shown by the 
students reflected their hard work to prepare and per-
form a good play.

Despite the high percentage of students who showed 
a positive attitude in their participation through the 
role-plays, not all of them felt the same. We observed 
that some of the students that were reluctant to par-
ticipate as actors preferred to work as scenographers, 
leaving aside the responsibility of getting involved 
with the peers who seemed to enjoy acting and 
speaking in English with their classmates. Ross, Lasso 
& Quintero (2012) state that “introverted students 
have a clear disadvantage when it comes to English 
oral interaction” (p. 5); it is for this reason that provid-
ing the students with the appropriate atmosphere for 
the learning experience and the right materials would 
encourage them to participate despite the aversion 
they had to the English subject because of their pre-
vious experiences. Ross, Lasso & Quintero (2012) 
also claim that the variation of material, as well as 
the usage of contextualized topics, “make the stu-
dents feel confident and motivated, and they start to 
get involved in the activities proposed by the teacher; 
consequently, it is evident the need to describe what 
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kind of tasks and tools can be used in the language 
class for this student involvement to happen” (p.12).

In brief, the implementation of a scripted role-play 
based on a drama strategy has proved to be highly ef-
fective to improve students’ willingness to participate 
in speaking activities in English. Even though the par-
ticipants faced communication and self-confidence 
problems, one may say that they managed to solve 
their differences, and, finally, 100% of participants 
prepared and participated in the scripted role-play. It 
is important to mention that these results cannot be 
generalized to other teaching contexts because this 
is an action research study conducted in a specific 
socio-cultural setting.

Regarding the results obtained for specific objec-
tive 1 (To describe the effects of scripted role-plays 
as a drama strategy by the end of the intervention), 
all of the participants showed great commitment as 
a team and actively participated during the sessions. 
The participants’ focus lied on the social interaction 
when using the scripts and creating the scenography. 
On specific objective 2 (To explore students’ percep-
tions towards the scripted role-play activities during 
the English class), these results revealed that students’ 
perceptions towards the scripted role-play were high-
ly positive, since according to the outcomes, some of 
the students reported that, thanks to their classmates 
and teacher’s help, they did not feel unmotivated 
to participate. They claimed that being guided and 
supported by the teacher kept them motivated; they 
also mentioned that, due to the characteristics of the 
strategy (working in groups, creating scenography 
and facilitating role of teacher), they improved their 
knowledge of the English subject.
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APPENDIX

Appendix A: Scale on the students’ perceptions towards the scripted role-play

Enunciados

1. La obra me ha motivado a participar 
en la clase de Inglés.

2. Me sentí con más ganas de partici-
par cuando comprendí el guion.

3. La obra usada en clases me motivó 
a usar diferentes estrategias para 
hablar ( preguntar para clarificar, 
pedir a alguien que repita algo)

4. El lenguaje y complejidad del guion 
usado en clases me motivó a man-
tenerme trabajando en las tareas 
asignadas.

5. Me sentí desmotivado(a) cuando no 
entendí qué hacer en la obra.

6. Participé activamente de la obra.

7. Seguí las observaciones y recomen-
daciones del profesor acerca de mi 
participación en la obra en cada una 
de las sesiones.

 

 



Students’ willingness to participate in speaking activities through the use of scripted role-plays

88

Appendix B: English role-play analytic rubric

Criteria 4
Excellent

3
Good

2
Partially  

developed

1
Needs  

improvement
total

Vestuario y esce-
nografia

Los/las estudian-
tes usaron el 
vestuario y esce-
nografía que con 
precisión coinci-
dan con la obra 
(gorro, espada…
etc.). Es decir, 
es consistente 
con el personaje 
que deben re-
presentar contri-
buyendo en su 
caracterización 
y representación 
de la obra.

Los/las estudian-
tes usaron solo 
parte del ves-
tuario y esceno-
grafía necesario, 
aunque contem-
plaba elementos 
suficientes o 
clave para carac-
terizar los perso-
najes respectivos 
y la obra por 
desarrollar

Los/las estudian-
tes usan parte 
del vestuario 
y escenografía 
pero no cuenta 
con elementos 
suficientes para 
caracterizar ade-
cuadamente los 
personajes y la 
obra por desa-
rrollar

Los estudiantes 
usan el mínimo 
del vestuario 
y escenografía 
requerido, no 
representando 
consistentemen-
te al personaje 
y obra por desa-
rrollar

 

Actuación Los/las estudian-
te representan 
su personaje 
utilizando ex-
presiones de 
exclamación, 
interrogación y 
otras que apoyen 
su presentación

Los/las estudian-
te representan su 
personaje utili-
zando algunas 
expresiones de 
exclamación, 
interrogación y 
otras que apoyen 
su presentación

Los/las estudian-
te representan 
su personaje 
utilizando pocas 
expresiones de 
exclamación, 
interrogación y 
otras que apoyen 
su presentación

Los/las estudian-
te representan su 
personaje utili-
zando las míni-
mas expresiones 
de exclamación, 
interrogación y 
otras que apoyen 
su presentación

Pronunciación Pronuncian con
claridad durante 
todo el tiempo 
que dura la pre-
sentación y esto 
contribuye en la 
mejora de la co-
municación y la 
comprensión de 
los intercambios 
de interacción 
entre personajes 
dando a conocer 
su mensaje de 
forma clara y 
consistente con 
la obra.

Pronuncia
claramente la 
mayor cantidad 
del tiempo con 
algunos errores 
menores, pero 
no interfiere en 
el proceso de 
comunicación 
ni en la com-
prensión de los 
intercambios 
de interacción 
entre personajes 
permitiendo una 
adecuada inter-
pretación del 
mensaje.

Pronuncia con
claridad, pero 
de forma incon-
sistente, de esta 
forma los errores 
de pronuncia-
ción interfieren 
en el proceso de 
comunicación 
y en ocasiones 
no se compren-
den algunos 
intercambios de 
interacción entre 
algunos persona-
jes lo que altera 
y afecta el men-
saje a entregar.

Presenta
dificultades en la 
pronunciación 
en la mayoría de 
las interacciones, 
lo anterior inter-
fiere en el proce-
so de comunica-
ción y dificulta 
la comprensión 
del mensaje.
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Confianza en
sí mismo(a)

Los/las
estudiantes inte-
ractúan visual-
mente con sus 
compañeros y 
utilizan un buen 
volumen de voz

Los/las
estudiantes inte-
ractúan visual-
mente con la 
audiencia pero 
su volumen de 
voz no es el ade-
cuado para ser 
escuchado por 
todos.

Los/las
estudiantes ha-
cen poco con-
tacto visual y su 
volumen de voz 
no es adecuado.

Los/las
estudiantes no 
hacen contacto 
visual y su volu-
men de voz no 
es adecuado.

Fluidez
Los estudiantes
presentan una 
fluida interac-
ción entre ellos, 
sin pausas que 
alteren la com-
prensión de la 
obra permitien-
do una óptima 
interpretación de 
lo representado

Los estudiantes
realizan ciertas 
pausas que no 
alteran la com-
prensión de la 
obra.

Los estudiantes
realizan pausas 
cortas que inter-
fieren mediana 
mente en la 
comprensión de 
la obra.

Los estudiantes
realizan exten-
sas pausas que 
interfieren en 
gran medida en 
la adecuada re-
presentación de 
la obra. Como 
consecuencia se 
dificulta su com-
prensión.

Participación en 
clases

Los estudiantes 
usan el 100% de
cada clase asig-
nada para la 
preparación de 
la representación 
junto a su grupo.

Los estudiantes 
usan el 80% de
cada clase asig-
nada para la 
preparación de 
la representa-
ción.

Los estudiantes 
usan el 50% de
cada clase asig-
nada para la pre-
paración de la 
representación.

Los estudiantes 
usan el 20% o
menos de cada 
clase asignada 
para preparación 
de la representa-
ción.

Trabajo en  
equipo

Durante la rea-
lización de la 
obra se eviden-
cia un trabajo 
colaborativo, 
en el cual cada 
integrante aporta 
al grupo para el 
óptimo desarro-
llo de la obra por 
realizar.

El trabajo co-
laborativo se 
evidencia la ma-
yoría del tiempo 
pero no de forma 
consistente en 
algunos(as) las 
integrantes del 
grupo en cuanto 
a sus funciones 
y requerimientos 
internos para el 
desarrollo de la 
obra.

Durante la rea-
lización de la 
obra el trabajo 
colaborativo es 
poco consistente 
en todos(as) inte-
grantes del gru-
po, manifestán-
dose de manera 
esporádica, se 
evidencia poca 
interacción entre 
sus integrantes 
para el desarrollo 
de esta.

No logran orga-
nizarse de ma-
nera interna y el 
trabajo colabora-
tivo no se obser-
va lo cual afecta 
en gran media 
en la realización 
de la obra y su 
presentación.


