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Abstract 

 

 

This study took place in my secondary school: Pineford Academy* located in Essex. 

It is a relatively large school, accommodating 1500 KS3/4 students and around 200 

KS5 students.  

 

The study, which focuses on examining the possible effects of undertaking drama 

activities prior to extended writing tasks, involves twenty-three voluntary participants 

from a year 8 English class: (17 boys and 6 girls) and involvement from a teaching 

colleague, who serves as a critical friend throughout the research process. Initially, it 

was intended that she would serve as an objective observer however as the contents 

of the dissertation suggests, this study uses personal values, judgements and 

interpretations as its foundation and the professional dialogue that was undertaken 

with my colleague allowed me to further build upon these values and examine them 

in greater depth.  

 

My research continues to develop and widen my ongoing interest in the supportive 

relationship between English and drama. It seeks to understand the complex writing 

process in more detail and examine whether the integration of drama activities, prior 

to writing, can help students to develop their writing skills and ability.  

 

Within the contents of the study, different examples of how drama can possibly affect 

writing are analysed, which could highlight both the flexibility of drama’s potential and 

the ways in which individuals respond differently to its application. This is discussed 

in the analysis chapters of the dissertation.  

 

Alongside the investigation into developments within students’ writing, I also address 

potential changes to my own teaching and thinking in the English classroom. The 

research allowed me adjust the way I viewed, judged and even appreciated, their 

individual writing and progress and therefore the benefits of drama shifting teachers’ 

perceptions of writing has also been acknowledged.  
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Introduction 

 

Two aspects influenced the content of my research project: professional and 

personal. The professional aspect stems from conversations similar to the following: 

  

(Teacher) Me: “I would like you to imagine a minor crime has just taken place. You 
saw the whole thing from your bedroom window and now the police want a 
statement. Write down an eye-witness account for them.” 

 
(Sounds of moaning, groaning, off-topic chatter of resentment) 

 
Me: It doesn’t have to be long. Start off with a mind map. Make a note of what sort of 
crimes you think might happen?  
 
A: A group of teenagers stealing a bag. 
 
B: No…that’s too obvious. A posh lady hit someone with her heels and knocked 
them out. 
 
(Laughter) 
 
C: Or a man wearing heels and a dress, walking his dog and he got attacked 
because of what he looked like. 
 
D: An old man doing graffiti on the wall. 
 

 

It always amazed me that, after setting a writing activity with my year 8 English class, 

a familiar pattern emerges. At first came the usual moans and then, after some 

pacifying and encouragement on my part, came the disregard of my planning 

instructions and the beginnings of class dialogue. However outlandish the 

conversations, the class always opted to embark on discussions with each other 

regarding the task, whether invited to or not. At first, I took the rather cynical view of 

suspecting this may be because they wanted to delay the start of the writing process 

for as long as possible, ultimately to reduce the amount of time they would have to 

write for. However, as my teaching career developed, research and experience have 

offered new ideas. Britton makes the claim that: “the rapid exchanges of 

conversations allow many things to go on at once – exploration, clarification, shared 

interpretation, and insight into differences of opinion, illustration and anecdote, 
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explanation by gesture, expression of doubt…” (1975, 29). If Britton is accurate, then 

it could be assumed that my students might not dislike writing; they might simply 

want a chance to immerse themselves in the task before they embark upon it, to 

remove the solitary confinement that writing can impose. I deliberated the idea that 

my year 8 class were showing ways of positively utilising the power of verbal 

discourse, to enhance their learning and ultimately wondered how they would 

respond to drama activities, specifically designed to initiate discourse between the 

students and me, before writing tasks were set. My intention was to determine 

whether or not their writing showed any progress or development, after this took 

place.  

 

The second aspect stems from my own personal interest. McGuinn states: “No 

teachers enters the classroom without an ideological agenda…this is as true for 

English teachers interested in the educational potential for drama as for any other 

subject practitioner” (2014; 3). As a teacher of both English and drama, I have 

always been interested, and committed, to utilising the relationship between the two 

subjects. This is a commonly shared thought across many teachers, practitioners 

and researchers, as Moss suggests: “The skills, knowledge and process of drama 

are developed together with the core processes of English in dynamic learning 

experiences” (2009, 225). While it is a whole-school policy that literacy skills are 

promoted across every subject area, I am fortunate that my school also take a 

positive view on drama and encourage it to be used as a cross-curricular activity that 

enhances learning. Moss refers to this by stating: “drama’s role is in a service 

capacity” (220) and while this is a concept I take issue with, and will refer to later in 

the literature review, I feel that drama should not be omitted from the English 

Secondary classroom. So far, I have tended to use it with higher ability classes, and 

have personally noticed that writing that has taken place after (or during) drama 

activities has consequentially been more advanced technically and incorporate a 

wider range of literacy skills (imagery, sensory language, sophisticated vocabulary). 

However, I have yet to understand the possible justifications behind this, or explore 

any deeper, implicit changes that drama might affect within the writing process.  

 

Ultimately, my research project is a study on how drama affects the writing process 

for the students but it also opens up other avenues of exploration in terms of my own 
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teaching; drama’s role within the English pedagogy and developing our whole-school 

literary policy of encouraging opportunities for thoughtful writing across all subject 

areas. Therefore, I hope my study will invite thoughtful consideration for the following 

questions and I will seek to discuss these in my analysis: 

 

1) What are the difficulties for students when approaching/undertaking the 

process of writing? 

2) What does post-drama writing look like? 

3) How do my students feel about drama and do they believe it has any 

impact on their written work? 

4) Do my findings support or oppose my theory that drama has a place within 

the English writing pedagogy? 

5) How might my findings impact my teaching? Do my findings suggest that 

English (or other subject area) teachers should make changes when 

approaching writing tasks? 

 

My own principles will – and should – affect my findings because I am personally 

associated with both the English and drama departments in my school and would 

like to think I am equipped with utilising their corresponding benefits towards 

learning. The fundamental issue that may cause limitations in my research comes 

from a direct result of these personal attitudes and values. I hold a strong degree of 

favouritism towards drama and automatically look for the positive impacts it has on 

writing and therefore expect to find them. Within this study, I need to ensure that I 

am not choosing to disregard examples where such activities are not actually 

influencing students’ writing, or even instances where the drama is hindering writing. 

To address the nature of these limitations, my methodology and data collection 

chapters have been judiciously deliberated.  
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Review of literature 

 

The role of drama: “An involved child is an interested child, an interested child will 

learn, and drama directly involves the child” (McMaster: 1998). 

 

The starting point for my research project is to look at drama’s overall role in the 

education curriculum. The opening quotation is a prime and powerful example of its 

recommendation, and is one of many. However, there are numerous areas of study 

into its benefits and this also brings along a variety of disputes as to drama’s place.  

 

Heathcote and Bolton (1995) argue how it can develop social acceptance, meaning 

and empowerment in the classroom through the ‘Mantle of the Expert’ approach, 

while others such as Ashton-Hay (2005), examined how drama can touch upon a 

range of learning styles and can therefore widen potential engagement. Baldwin 

(2012) takes a more moral/social approach: “drama, like dramatic play, provides a 

powerful and unique, playful yet serious, social forum which is distanced safely from 

the child” (17) whereas Haworth (2006) approaches it with an adult-needs view: 

“drama requires discipline” (106). Finally, Read defines drama as a means of 

personal/social growth: “Drama provides a framework for developing social skills 

such as cooperation, collaboration, listening and turn taking and helps to create 

appropriate, affective conditions” (2008). In short, it seems the role of drama is not 

an easy concept to explain.  

 

Interestingly, I could not find any literature that condemned or disapproved the use of 

drama in education, or suggested that it could have detrimental effects upon 

students’ learning. The only drawback that was suggested was that: “drama activities 

are so playful that teachers might be afraid that children will not take their learning 

seriously” (Sun: 2003) though I read this more as a common misconception 

regarding drama, rather than the writer’s actual personal beliefs as they later go on 

to state: “it supports every aspect of literacy development.” This is a bold statement 

to make yet it does suggest we live in a society where drama is highly valued in 

education, and its positive influences on learning have been substantially reviewed, 
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researched and reported – the question I then turned to was: what is it valued for? 

This is where I noticed a common theme: many researchers advocate (or at least 

unwillingly support) the view that drama only exists to serve other subjects, not to act 

as a subject in its own right.  

 

For example, Jonathan Neelands (2000) argues that because it is considered as a 

‘minority’ subject, people may try to make claims for its benefits across the school, in 

an effort to save it from extinction. The text claims that the subject is trying to “free 

itself from the apron strings of English” and that people may need to start focusing 

on its own benefits rather than what it can do for other subjects’ development. The 

fact he produced a second article, eight years later, advocating the same idea, 

suggests that it is a problem that has failed to resolve itself. The second article was 

called: ‘Drama: The Subject That Dare not Speak its Name” (2008). I interpreted this 

choice of title to refer to the idea that it cannot speak its own name – on its own- 

because it depends highly on English.  

 

Neelands also explains how OfSTED judge drama in relation to English, not on its 

own: “We establish how far the drama content of the programme of study is included 

in timetabled English…the refusal of policy makers to acknowledge drama as a 

distinctive subject, despite the reality of its existence in many schools, also means 

there is no national agreement on assessment frameworks and levels of 

achievement” (2008). As a possible justification to this, O'Hara (1984) examines how 

drama has struggled: “possibly due to its intangible aims and as yet unarticulated 

development process” (31). This carries a degree of irony: how can a subject be 

expected to have ‘tangible aims and development processes’, if it isn’t granted 

individual subject status in the eyes of OfSTED or other educational governing 

bodies? O’Hara concludes his argument by saying that due to its lack of curriculum 

respectability, “drama must be recognised principally as a learning process with a 

considerable role in making the curriculum more exciting, relevant and 

meaningful…its central curriculum function is as a learning process” (1984).  

 

It is interesting to consider where I stand on this matter because, as a teacher of 

both subjects, I appreciate drama in its own right, and as a means of curriculum 
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support. However, for the purpose of this study my focus is on how drama can be 

utilised within English, to help with the writing process and develop writing skills.  

 

Theories of writing and learning 

 

The next logical step is to consider the writing process. There are numerous 

literatures that examine what writing is, how it is achieved and how it aids 

development and learning. While theories are vast, there seems to be three 

universal consensuses. One: that writing is, first and foremost, complex by nature. 

“The moment one takes up a pen and begins to write [he] stands at the point of 

intersection of a number of different mental and physical activities” (Britton: 1975, 

21). This is reinforced by the varied skills needed to perform the writing task; 

mechanical movement, personal thought, memory access, affective emotion and 

academic technical skills. 

 

The second consensus is that speaking is a natural prelude to writing: “at first, it is 

important that a child should tap the resources gathered in speaking” (Britton: 1975, 

16). I would agree with this as it is natural to develop a basic sense of vocabulary, 

narrative, syntax and voice through speaking and listening first. Infants are usually 

brought up in environments that are saturated with speech, so its acquisition is 

usually both irrepressible and encouraged. The important links between drama and 

talking will be followed up on, in the next part of the literature review.   

 

The third consensus, though maybe one that is not so widely accepted, is that we 

cannot actually ‘teach’ writing because it is a process that we absorb from our 

environment: “written language, like spoken language, is on the whole acquired 

inductively, rather than explicitly taught and learned” (Barrs: 1987, 11). This further 

highlights the personal aspect of writing, and also its uniqueness for each child 

though Emig (1977) warns of the dangers of considering the two language 

processes as synonymous: “we believe there are hazards conceptually and 

pedagogically, in creating too complete an analogy between talking and writing, in 

blurring the very real differences between the two” (123). These differences are that 

writing is artificial, slower, requires its own context, requires concept of an ‘invisible’ 

audience and results in a final, tangible, product (124). Emig explains that these 
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factors all affect a child’s writing process and therefore, shape and guide the writing 

experience. 

 

It is surprising then that, given the above consensuses, many researchers have 

categorised the act of writing in three groups, with Murray being an example: 

“prewriting, writing and rewriting…most writers pass through these three stages” 

(1972, 4). While Murray identifies that these steps are not always necessarily clearly 

definable, his research does misleadingly implicate that there is some degree of 

linearity in that a child undertakes some form of planning, completes the writing and 

then redrafts it at the end.  

 

This is an idea many would dispute. Flower and Hayes (1981) label this as a ‘Stage 

Model’ and argue that: “such models are typically silent on the inner processes of 

decision and choice” (367). They later state: “the process of writing is not a 

sequence of stages but a set of optional actions” (375). I wanted to explore this 

further and found that Britton (1975) was a prime contributor, proposing an idea that 

Flower and Hayes label the ‘Cognitive Process Model’. While Britton still makes the 

claim that the writing process falls under three categories: conception, incubation 

and production, he suggests that this is more of a circular process, with no defined 

start or end. These ‘stages’ also rotate around other factors, all of which influence 

the writing process and reflect the choices involved; my visual interpretation of his 

ideas can be seen below in figure 1: 
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Incubation 

Production 

- Affective capability 

- Individuality 

- Experiences 

 

 

- Memory recall 

- Choice application 

 

- Writing  

Teacher/resource influence and stimulation 

- Collaboration 

-  
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Britton claims that the ‘initial’ phase, conception, refers to memory and choice. The 

recollection of memory is crucial to start the writing process. Flower and Hayes also 

comment on this: “The writer’s long-term memory…is a storehouse of knowledge 

about the topic and audience as well as knowledge of writing plans and problem 

representations” which they then extend to offer potential problems that this poses to 

the child: “the problem with long-term memory is, first of all, getting things out of it – 

that is, finding a cue that will let you retrieve a network of useful knowledge. The 

second problem for a writer is usually organising or adapting that information to fit 

the demands” (371). To me, this implies that the writing process actually begins, not 

minutes or even hours before any form of planning takes place, but months and 

years earlier; in fact, a child’s entire lifespan can contribute. Their experiences, both 

inside and outside of school, ultimately lead to stored knowledge which in turn leads 

to choice, the next aspect of Britton’s conception phase: “The strategies a writer 

uses must be the outcome of a series of interlocking choices that arise from the 

context…the writer is selecting from what he knows and thinks…and embodying that 

knowledge and thought in words” (9/23).  

 

This suggests that memory and choice are interconnected; the more memory stored, 

the more available choice on offer. If so, are there ways in which drama activities 

could contribute towards developing memory and choice (as well as spoken 

discourse)? There is an array of research that explore these ideas, with Barrs (1987) 

claiming that: “roletaking can activate linguistic knowledge which might otherwise 

remain unused” (10), McMaster (1998) stating: “by tying word meanings to 

experiences, drama activities help students acquire definitions for new words that go 

beyond surface verbalisations” (578) and Sun saying: “To reinforce and extend 

comprehension…creating a memorable event is recommended” (2003). Therefore, 

could it be suggested that drama activities, from a young age, may help to develop 

writing skills years later, by helping a child transfer knowledge from short-term to 

long-term memory and therefore widen the range of accessible choice? 

 

The second phase in Britton’s findings is ‘incubation’, which could be seen to be the 

mirrored idea of ‘planning’. Britton suggests that: “it is in these stages that teachers 

seek to influence the writing of their pupils” (26) and that teachers try to “make their 
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pupils’ approach to writing more stimulating’ (29). He also forewarns of forcing ready-

made planning onto students, as this can inhibit their emotions: “planning, like the 

whole process, can best succeed when it comes part of the writer’s own feeling for 

the work” (28). This appears to be where affective learning has a key role as 

students draw on their ability to feel, when approaching writing. O’Neill (1994) 

strongly advocates that drama is the answer to the enigma of offering ‘freedom’ 

though planning: “We can use drama to ‘pry’ open the text and allow students direct 

access to enter, experience and explore the imagine world…” (48). Many others also 

share this view, claiming: “drama makes children want to write, especially when the 

experience has stimulated enthusiasm and when students are eager to extend the 

experience” (Macy; 2003). Therefore, could it be claimed that drama impacts this 

stage of writing too? 

 

Britton’s final phase is ‘production’ but far from this being the simple task of 

completing the writing, Britton’s observations found that students’ appeared to keep 

reverting back to the ‘conception’ and ‘incubation’ stages to structure and develop 

their work: “writing is not continuous, nor is the rate of production regular. Pauses 

are often longer than the time spent actually writing. We can see a writer scanning 

back over what has been done, and possibly making alterations…to help the writer 

keep overall control of what he is doing” (35). From this, we can infer that students 

are constantly accessing memory, recalling knowledge and making/changing, 

decisions during the writing. In this respect, the re-writing is completed 

simultaneously to the writing. 

 

Britton concludes his findings with a prominent statement: “A writer draws on the 

whole store of his experience, and his whole social being, so that in the act of writing 

he imposes his own individuality” (47). I conclude that Britton means the process of 

writing heavily relies on a range of experiences, not necessarily just experiences that 

involve holding a pen. If Britton’s findings are believed to be accurate, it can be 

assumed that when we look at a piece of writing, we see a child’s thought-process, 

their recalling of memory, their use and application of choice, their affective 

engagement and their attempt at maintaining control. Maybe these are some of the 

aspects that should be evident in the students’ work.  
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Writing and Drama 

 

After researching the concepts behind writing, I was in a better positon to research 

and consider how drama may have an impact upon both the process, and the 

product. The initial readings were plentiful; there seemed to be a wealth of praise for 

its uses inside English. When I tried to zoom my focus into drama activities within 

secondary school, I encountered several problems. Surprisingly, there seemed to be 

a restricted amount of literature for using drama before writing in secondary school. 

This would have concerned me, had it not been for my prior research on writing 

processes, where I considered how drama from a young age can still be drawn upon 

to influence writing at secondary school level. 

 

Mara Barrs (1987), a primary school teacher and researcher, offers thoughtful insight 

into the creation of voice in writing, and how role play can allow students to access a 

range of voices that are not part of their everyday register or dialect: “drama opens 

up a new range of language for children, a much wider range than that available to 

them in everyday life” (8). I really like this suggestion as it acknowledges that young 

children are most likely going to be limited to a certain number of roles in their life 

(son/daughter, brother/sister, school student, friend). It is unlikely, fortunately or not, 

they have had the opportunity to explore wider roles at this early stage. While 

secondary school students are likely to have had more experience, this will still be 

restricted; there is still much that they have not experienced, do not know and 

consequently much that they may struggle to imagine. This might be where Barrs 

saw a worthiness in drama, and where my passion for the subject stems. Barrs later 

states that “once roles were established [practically], children could sustain them just 

as well on paper” (9). This suggests that, to establish whether drama is impacting the 

writing process, I should look for evidence that my students are attempting to apply a 

voice other than their own. This suggests there should be differences in writing that 

takes place prior to drama, to afterwards.  

 

Interestingly, as well as the affective knowledge, Barrs also states that the use of 

role has an impact on the more technical skills of writing, such as punctuation: “the 

elaborate markings and inversions of written language are all devices of ensuring 
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that meanings, which in the spoken language are conveyed by pause, pitch and 

intonation, are felt and can be reproduced by the reader. Punctuation, viewed in this 

light, has something of the function of stage directions” (9). She explains how, after 

drama, her students showed an “obvious concern” for punctuation, simply by 

enlarging it on the page. She saw this is an “indication of awareness of how 

punctuation can control the reader and manipulate their experience” (9). This may 

also be something that is worth looking out for; to what extent is punctuation used 

before and after drama, how is it used, and why might the students have made those 

choices?  

 

O’Neill and Rogers (1994) also offer interesting reflections on the correlation 

between English and drama: “the task of the English teacher is to make the reading 

of fiction an active, creative, unique and cooperative enterprise” (47). While useful, I 

would have liked them to extend their ideas to incorporate the ‘writing’ of fiction too, 

as this is a challenge I regularly face; writing tasks are often met with groans of 

resentment and possibly concern. They then go on to state that: “it [drama] creates a 

bridge between the abstraction of the written word and the students’ understandings” 

(51). While their ‘written word’ is referring to pre-existing texts- whereas the ‘written 

word’ I am referring to is, as yet, a non-existent text - I feel the bridge analogy 

remains appropriate. It implicates that drama serves as a causeway between the 

students’ experiences, feelings, memories and knowledges, and the blank page 

before them. If drama can allow my students to place some control and structure to 

these ideas, should I perhaps be looking at how students react to the introduction of 

writing tasks after drama? Will the groans be replaced with a different reaction? Will 

they approach the task with a different attitude? 

 

It was Teresa Cremin’s research (2006) that exposed me to an insightful reflection 

on drama impacting writing, with clear evidence and evaluation offered. While it was 

focused on primary aged students, her study, like mine, compared work that was 

written before and after drama took place. Cremin noted astonishing differences. 

Beforehand, writing was “competent but uninspired…lacked a sense of perspective, 

a clear authorial intention and/or a sense of voice” (8). This was interesting as it gave 

me an understanding of what to look for in my own students’ writing, rather than the 

standard expectations such as accurate spelling, punctuation and grammar and a 
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wide range of literary devices. Cremin suggested that when students’ ‘seized the 

moment’ (were thrown into regular, short writing activities that fell either after, or 

during, drama), their writing became more vibrant. She lists the attributes that were 

noted in this study: “the presence of tension, emotional engagement and incubation 

and a strong sense of stance and purpose…a clear sense of focus and empathy, 

powerful language choices and the inclusion of details…an emotionally engaging 

voice” (8). While it is not clear where these features of ‘good writing’ originate from, 

or whether they are just her own subjective opinion, it does suggest more definitive 

effects that drama can impose and is supported with some lovely evidence of story 

extracts and poems, written by her case study classes. Drama was considered by 

Cremin to “ease the burden of writing” which was of particular interest to me, as I feel 

that this was how my year 8 class viewed it.  

 

Boys and Literacy: “Overall, the evidence shows that there is a gender gap in 

pupils’ performance in writing with girls outperforming boys throughout Key Stages” 

(Department for Education, 2012). 

 

Though not the prime focus of my study, I have to acknowledge that my case study 

class is predominately made up of boys: 17 of 23. As suggested above, girls do 

appear to surpass boys when it comes to writing abilities, therefore it is appropriate 

to research how drama might address some of the raised issues with regards to 

boys and writing.  

 

Nicole Senn (2012), who published an article looking at possible reasons why boys’ 

results in literacy are falling, referred to a scientific analysis of brain activity: “Quite 

simple, boys are required to do more than what their brains are developmentally 

ready to do”. This opens for debate the question, are we fair in assessing boys and 

girls in the same manner, although this is an argument left for another research 

paper. The gender gap is a gap that I know frustrates secondary schools teachers, at 

least in my school. However, what I particularly liked about this literature was its 

inclusion of questions that invited me to consider the possible needs of the boys in 

my classroom. Examples that Senn includes are: “the need for movement and 

action, the need for sensory of physical stimulation, the need for relevancy, the need 

for choice”. This allowed me to consider possible reasons why boys may struggle 
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more in terms of the prelude to writing and to question whether planned drama 

activities can unlock some of these needs. This is not to say that every boy will 

respond in the same manner, or that such activities will have little-to-no effect on the 

six girls in my study either.  

 

The DfE (2012) suggest that boys of all ages require more active learning strategies 

to be put in place, if they are to catch up with girls. Again, such a generalisation 

should be read with thoughtfulness, not as absolute fact. Methods such as: “using 

visual organisers and frames to scaffold text structure; the use of drama conventions 

to explore aspects of character, setting or plot; incorporation of ‘talk for writing’ time 

into literacy lessons so that pupils can talk about their text before start writing it” were 

all suggestions made by the Department, though of course it can be argued that 

making these suggestions for improvements, and installing them effectively and 

efficiently, are two separate feats.  
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Methodology 

 

My original purpose was to test whether drama could possibly influence my year 8s 

writing skills. While this has not changed, the progression of the research allowed 

me to appreciate a secondary purpose, ultimately reshaping my research questions: 

to examine whether a change in teaching methods, before extended writing, would 

be beneficial – this does not necessarily need to be limited to the English pedagogy.  

 

From the start, I noticed there was clear potential for my subjectivity to influence the 

data interpretation, due to my former rapport with the case study class and my 

preconceptions of drama. This was one of the challenges I expected to experience 

and planned to overcome, to some extent. I chose to use a research study 

collaborator (critical friend) to complete observations of my research process and 

discuss/compare their own personal opinions and findings alongside my own. To 

better understand the role, I carried out some readings on critical friends. As an 

English teacher, it is perhaps unsurprising that the following extended metaphor 

resonated with me:  

 

“The routine is familiar. Sit in the chair. Place your forehead against the machine. 

Tell whether you see the letters better or worse as the doctor changes the focusing 

lenses. This could be an analogy for assessment. It is only when you change the 

lens through which you view student learning—or your own teaching pedagogy—that 

you discover whether a new focus is better or worse. But if you never change the 

lens, you limit your vision” (Costa, 1993).  

 

Costa sees the role of a critical friend as an oxymoron in itself – albeit one with 

predominant positive connotations - with ‘friend’ implicating that they are “an 

advocate for the success of the work” but ‘critical’ suggesting they are appraising 

your findings and challenging them for the purpose of seeing new viewpoints. In this 

respect, I felt the inclusion of a critical friend would be beneficial as I examined the 

relationship between two subjects I am affiliated with. To try and collate trustworthy 
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data that embed different perspectives, this associate did not have a strong affiliation 

to drama. 

 

To accommodate my research aims and purposes, I decided to undertake a case 

study, which Corbett-Whittier defines as: a “means of attaining valid and valuable 

insights into schools and classrooms” (2013: 5). This was so I could refine my study 

and focus on a single class; however, there are already ethical considerations here. 

As a teacher first and a researcher second, I had to remain mindful that I had 

responsibilities with other classes who deserve equal focus and dedication.  

 

I opted to complete an evaluative case study, to extend my thinking regarding the 

relationships between drama, writing and learning. For this form of case study, 

Bassey states: “The evaluators…are trying to describe, interpret or explain what is 

happening” (1999, 41). At first, I decided this would be the best approach for my 

research because I am not changing an aspect of my teaching; I use drama 

regularly, though admittedly more so with my higher ability groups. I simply wanted 

to examine whether drama can make a difference to this class’s writing. However as 

the process developed, I found myself appreciating my interpretivist stance to a 

higher degree; unexpectedly, my study ended up with just as much of a focus on the 

process (lesson facilitation), as the product (students writing). This meant my 

intentions became more motivated towards hoping that others will use my findings to 

reflect on their own teaching approaches, which Bassey referred to as: “setting out to 

make value judgements…so that others may make value judgements…to decide if 

change would be beneficial” (41).  

 

The majority of my data collection is qualitative and while the quantity of raw data 

may be quite excessive, qualitative data is more open for a reflection of personality. 

My data should not and could not be value-free as it is a direct result of personal 

experiences, meanings, perceptions and feelings. Bassey states that it is the 

researcher’s role to: “extract some meaning that was not apparent or was not 

substantiated before” (1999: 77) and it is my belief that meaning and an in-depth 

examination of drama, cannot be found in numbers and quantities alone. While I was 

aware there would be vague generalisations in that “it may offer possibilities, but not 
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certainties” (44), I hoped it would be useful to examine any link between drama and 

writing at secondary school level, given that this is a rather uncharted area.  

 

Ethical considerations  

 

To protect the welfare of my students, critical friend, and the integrity of my research, 

I sought written voluntary consent from my students and critical friend via an opt-in 

letter, and additional written, parental consent from parents (appendix 1 and 2). I 

discussed my research intentions with my class beforehand, to ensure their sense of 

wellbeing and safety was not compromised. To minimise discomfort or 

embarrassment, I ensured students were fully aware that I was judging the impact of 

drama on their writing; their work was never going to be compared to others in the 

class, only against their own writing, before drama took place. I also informed all 

participants that they did not have to answer/participate in anything they felt 

uncomfortable with, in relation to the data collection. 

 

Finally, I safeguarded anonymity for all participants, by using culturally-suitable 

pseudonyms or allocating numbers in replacement for names. It was also important 

to ensure all data copies, whether hard or digital, were handled carefully and 

sensitively. This involved careful use of storage and encryptions on PC systems. 

 

Other unforeseen, ethical considerations were met, and respectfully dealt with, as 

the process continued; examples of these are described in later chapters.  
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Data Collection Methods 

 

A variety of data collection methods were prepared to ensure I was adding value and 

quality to my research: “A particularly important means of ensuring validity…is 

triangulation which means the use of two or more forms of data collection or two or 

more perspectives contributing to an understanding” (Corbett-Whittier: 2013, 95). By 

using varied collection methods, and an alternative perspective by utilising a critical 

friend and teaching colleague, Emma Green*, I felt my approach towards 

triangulation was efficient.  

 

Initially, I decided to collect qualitative data constructed from: a written questionnaire; 

audio-recorded group discussions and written work samples. However, I soon 

discovered trying to follow a linear structure was both unfeasible and 

counterproductive; I found the data collection process demanded to be more circular 

in nature, in that it started and ended with the writing; this, and other methods, led to 

continuous discussion and analysis interwoven throughout. Furthermore, upon 

receiving feedback from Emma*, I acknowledged the importance of including the 

narrative of the drama workshop, as the content of the process became more 

prominent. Figure 2 displays my data collection process: 
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For clarity, a timeline of my research process, with dates, is provided in appendix 3.  

Drama workshop and observation 

After initial pre-drama writing had been completed, my data collection began with a 

drama workshop based on ‘Stone Cold’ - the novel being studied that term 

(Swindells: 1993). This was followed by half an hour of writing – the samples were 

collected and later compared to earlier writing. The detailed narrative of the 

workshop is provided in the next chapter so readers can comprehend the dynamics 

of the classroom and the facilitation of the lesson, prior to writing taking place. 

 

Emma* informally observed the first half of the lesson (the drama workshop) noted 

her thoughts, or moments of interest. This included reactions, engagement levels, 

classroom management and productivity of students. Ethically, this was tricky to 

plan. To reduce potential biasness, I did not give her a list of the students’ names 

(real or pseudonym) though she unavoidable may have had some prior knowledge of 

students, as a result of her teaching in the school. However, as not all the students in 

the class were involved participants in my study, Emma* was not aware of those who 

should not to be included in her observation notes. Consequently, I had to omit 

records regarding students who were not participants.  

 

Questionnaires  

When designing my questionnaire, I embedded some closed questions that called 

for some quantitative data. This initially went against my former plans but it did 

permit data to be collated in a more measurable manner and by embedding open 

questions that invited elaboration, it allowed me to “explore significant features of 

that case” (Bassey: 1999, 47) and avoid possible “unwarranted assumptions” 

(Denscombe: 2007, 164). I did ask for their names to be included (only if happy to do 

so) – which I appreciate may have deterred reliability – but this was for the important 

reason of developing questions to ask students later. All participants were happy to 

provide names and were excited at the prospect of sharing and defending their ideas 

at a later date. 
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The questionnaires were completed as a homework task. Unavoidably, it may be 

that some students worked together or completed it with parents, so there may be 

some untrustworthy, or influenced, qualities within their answers. Nevertheless, the 

response rate and level of interesting answers/statements received was extremely 

pleasing and allowed for thoughtful preparation for the informal group discussions. 

 

Group discussions:  

Upon reviewing the questionnaire results, my next step was to probe students for 

more depth and detail, to check I was accurately interpreting their answers. As a 

teacher-as-researcher, I knew all students wanted to be involved in this process. I 

also did not want to make them feel as though one voice was valued more than 

another. Therefore, I allowed all twenty-three participants to have the opportunity to 

be included, despite the time constraints this would entail, such as transcription and 

analysis.  

 

Groups were carefully selected through my prior knowledge of the class, to reduce 

possibility of tension. These ten minute discussions, scheduled during agreed lunch 

time slots, were semi-structured and, though initiated by myself, were dominated 

primarily by the students. I returned their questionnaires to them, asking them to 

read through their answers to remind themselves of their responses before the 

discussions began, as most of my questions were based on their questionnaire 

answers, asking them to expand or elaborate on what they meant. To allow for 

reflection, the interviews were all audio recorded; all ethical considerations were 

enforced. All students were happy to take part; one student (16) forgot to arrive and 

hesitantly apologised the next day, receiving assurance he was not in trouble. The 

interviews were seemingly constructive, with all students participating in the 

discourse, though I appreciate there may be some degree of artificiality and students 

may have been ‘saying what they thought I may have wanted to hear’.  

 

These interviews were semi-transcribed at a later date; this will be discussed in the 

upcoming chapter. 

 

Written samples 
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Initially, I wanted to avoid, what Denscombe refers to as, “purposive sampling” where 

a sample is “hand-picked for the research” (2007, 17) because I felt this would permit 

a biased selection on my part. Ultimately however, the task of making comparisons 

between written work that took place before and after drama meant a scaled-down 

focus was required. My responsibilities as a full time teacher took priority and I 

needed to plan for data analysis that required practical time allocations and did not 

deter me from my teaching duties. Interestingly, I found it impossible to separate my 

stance as ‘teacher’, from that of ‘researcher’ and it was my former role which allowed 

me to highlight significant moments of interest from four individuals. Brooks and Bills 

claim that teachers have a role in identifying potential, developing insight and 

capitalising on strengths in order to “build a detailed picture of a child’s learning” 

(2012, 76). My prior knowledge of the students’ capabilities, aptitudes and attainment 

could not be ignored because it allowed me to identify when something interesting 

and pertinent had taken place in an individual’s writing or when specific progression 

could be noted. While I acknowledge that this may restrict the reliability of the 

results, these were the students who displayed moments of utmost interest, in 

relation to my study and of which I felt were important to discuss further. 

 

To aid the reader with my data analysis and conclusions, I will briefly familiarise them 

with the four students who were selected. Their work will be scrutinised in more 

detail, later. To protect and respect their privacy, they have all been given culturally 

suitable pseudonyms. The numbers alongside the names, correspond to their 

contributions in the questionnaire and discussion stages.  

 

1. Molly* (5) 

Molly was one of the higher achievers in the class, according to my school’s banding 

system. My school have removed levels at KS3 and replaced them with four bands: 

‘developing’, ‘emerging’, ‘secure’ and ‘mastery’ – suspicious titles in my opinion but 

nevertheless, utilised. Molly often worked between the ‘secure’ and ‘mastery’ 

borderline. While seemingly shy in nature, and reluctant to wholly ‘throw’ herself into 

drama activities, she did appear to show a genuine interest in drama and made a 

strong claim that she felt drama did impact her writing. 

 

2. Oliver* (9) 
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Oliver was a pleasant, though slightly outspoken, student. He lacked confidence in 

his ability and questioned himself, and me, a lot during lessons. In terms of banding, 

he achieved a ‘developing’, going by the school’s assessment criteria. He appeared 

to place value in drama, not as much for the impact on writing, but because it made 

lessons more fun and memorable. Oliver had diagnosed dyslexia and was entitled to 

a scribe or a laptop, for extended writing activities in English, along with other 

subjects.  

 

3. Matthew* (17) 

Matthew appeared to be a reluctant writer and varied in attainment from ‘emerging’ 

to ‘developing’. However, he was eager to learn. Matthew appeared to hold a more 

withheld view in terms of drama being used, acknowledging both its benefits and 

detriments to him personally.  

 

4. Frank* (29) 

Frank was an enthusiastic learner but did struggle with his writing. He usually 

achieved ‘emerging’, sometimes expanding to a ‘developing’. Frank openly admitted 

that he disliked drama, as a separate subject, and within English. He was confident 

at defending this in both the questionnaire and the discussion processes. It must be 

noted that it was not my role, or intention, to change his mind. 

 

*** 

 

Overall, I felt I approached this stage with respect for my data, my participants 

(students and critical friend), my role as a researcher and my role as a teacher. I am 

confident with my data collection methods and despite the mentioned constraints, 

limitations and issues, as well as the extreme changes to the anticipated linear 

structure, I feel the results went on to offer some valuable knowledge and 

understanding. Simons states that: “paradox for me is the point of the case study…to 

live with ambiguity, to challenge certainty, to creatively encounter, is to arrive 

eventually at ‘seeing’ anew” (1996, 237). Hopefully, my data results and analysis 

chapters endeavour to achieve such a feat. 
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Data Results and analysis 

 

As mentioned previously, my main original intention was to examine the writing 

produced after the drama and look for comparisons between these, and the 

students’ earlier pieces of writing. However, it soon became obvious that my 

planning and deliverance of the drama workshop, alongside the students’ reception 

and engagement, was just as crucial to analyse, in terms of its impact on the writing. 

Therefore, I have introduced my data results with a narrative of the drama workshop, 

along with the observations I, and Emma*, made during its facilitation. 

 

Workshop narrative 

 

Overview: During term four, the students were studying the novel ‘Stone Cold’ which 

is based around a homeless teenager. After reading a few chapters, the students 

were asked to write the diary entry of a homeless person. This served as the pre-

drama samples of work. Later, we undertook a whole class drama activity, lasting 

about 30 minutes, which was then followed by a second writing task.  

 

When planning this lesson, I had to take into consideration the students’ welfare in 

terms of: what dialogue my ‘roles’ used; their sense of security in the lesson; the 

level of interaction with the students and ensuring the element of choice was 

embedded. I also wanted to make the lesson engaging and purposeful, by 

embedding sensory aspects and careful transitions between activities. While 

planning my script (appendix 4), I ensured the ‘narrator’ used a range of figurative 

devices: ‘You are as frozen as the Artic’ and varied vocabulary such as ‘isolated’ and 

‘frantic’ to try and encourage access to new terminology through the guise of a role 

other than that of the ‘teacher’. At certain moments, I utilised the Teacher in Role 

(TiR) technique and adopted voices of different characters they met (police, fellow 

homeless people) so I had to consider what voices/dialect/accent they may use.  
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The workshop began in the set-up of the classroom. Chairs and tables were pushed 

to the sides of the room, prior to the students’ arrival.  My intention was to instantly 

allow students’ to infer that this was going to be a different sort of lesson. As they 

arrived, I asked them to keep their bags on them, and to sit on the floor. I also 

handed out homeless signs to them which they had made in an earlier lesson. To 

instantly set a scenario, I had the following image projected on the board with a brief 

instruction.  

 

 

 

 

 

 

 

 

 

 

 

While interest was roused, their focus was not instantly on the task. I was initially met 

with lots of nervous giggling, a sense of excited anticipation and several inquisitive 

questions: ‘what’s happening, Miss?’, ‘what are we doing?’ and ‘why do we need to 

keep our bags?’ There were also suggestions that students were expecting regular 

patterns of the ‘typical’ English lesson with questions such as: ‘shall we get our 

books out?’ and ‘what’s the title?’ This suggests these students associate English 

with writing, as they expect to enter the room and instantly begin the process with a 

title. Some even appeared to be a little uncomfortable that this was not the case, 

possibly because usual routines were not being upheld. 

 

At this point, I sustained the role of their teacher because I sensed they would not 

settle until they had had some clarification as to what was happening and felt happy 

that the context, although different, was still familiar. After an initial explanation that 

books were not needed, and once all were settled, I redirected their attention to the 

image and task, asking them to consider what emotions they might be feeling. The 

use of my phrasing ‘imagine this is you’ rather than ‘this is you’ was very deliberate 

Imagine this is you. 

How are you feeling?  
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as I felt this class would adopt to role play more effectively, if the transition between 

the role of ‘self’ and a homeless person was subtle, especially as this is not an 

experience they have had in English before. As they were halfway through reading 

‘Stone Cold’, the students also had their knowledge of the novel contents to draw 

upon, to gently ease them into the mind set of another.  

 

Answers to the set question of ‘how do you feel?’ were typical, though acceptable, 

short responses: ‘Lonely’, ‘cold’, ‘hungry’, ‘miserable’, ‘desperate’ and ‘angry.’ It was 

when I developed the question to ‘why are you feeling this way?’ that answers 

developed and a couple of students used first person to reply: ‘I think my family have 

treated me badly’ and ‘I don’t have any money so I don’t know what to do.’ Other 

replies, while in third person, were also very indicative of an empathetic nature: 

‘Maybe they feel like the world has turned its back on them.’ 

 

Rather than formally tell them that they were going to take on the role of a homeless 

person, I suggested it to them. To achieve this, I showed them the next image and 

asked them to think of what the person might say.  

 

They replied with ideas such as: ‘please help me’, ‘I haven’t eaten in three days’ and 

‘Please spare some change so I can live.’ I then asked them to discuss what sort of 

responses they might get from people and suggestions were: ‘people would turn 

away in disgust’ or ‘they might pretend not to see you’, ‘they might call you a rude 

name’ or ‘some might help you and give you some food or money’. I wanted them to 

suggest ideas for responses first, so that I when I practically utilised them with TiR, 
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the students were given a sense of empowerment, in that they were seeing their own 

suggestions come to life, through me. I also hoped it would further ease them into 

the role-play by observing me in a role first. 

 

I informed them that I was going to try out their suggestions by moving around them, 

in role as a stranger and if someone chose to try and beg, I would use one of their 

ideas as a reaction. I asked them to think about how it would feel if this were a real 

scenario. At first, students were quiet and did not call out; I maintained the role and 

after thirty seconds, a couple of students began speaking. I reacted in a variety of 

ways, ignoring them, moving deliberately away, handing out real pennies or saying 

things such as ‘get a job’ or ‘sorry, I have no money’ or ‘leave me alone’. I was 

careful to select my responses sensitively, and used a different voice to my usual 

intonation, again to indicate that I was in role. Interestingly, as the time went on, 

more students began participating, using notable character voices and reacting to 

me with expressive facial expressions and gesture. A few appeared reluctant 

however; they still watched others and witnessed my responses with interest. 

 

It was after this point, and after we had discussed what it felt like to experience my 

roles’ different reactions, I guided them into the whole-class activity, explaining that I 

would narrate the scenario for them, and also take on the voice of a range of 

characters. I suggested that they could react and join in, to whatever extent they felt 

comfortable, reminding them of the restricting classroom environment and of health, 

safety and mutual respect.  

 

The script  (appendix 4) shows how I slid between the role of a narrator, describing 

the story line and explaining what they were seeing/doing/hearing/feeling and the 

voice of other characters such as strangers, homeless people and police. I always 

ensured that I introduced any character, through the narrator’s voice first: ‘Suddenly, 

a tall, stern looking policeman walks up to you and says…’ to prepare them for my 

change in role. Initially, I picked up from the last activity and asked them to imagine 

they were sitting on the streets of London. In role as the police, or shop keepers, I 

asked them to move on at several different times; they were required to bring their 

school bags with them to, to symbolise their packs.  
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It got more intriguing when I put up the next slide, which was accompanied with the 

sound of heavy rain.  

 

 

 

 

 

 

 

 

 

 

 

 

The narrator informed them that they were hunting for shelter and lots of students 

immediately placed themselves beneath tables and chairs, or took their blazers off 

and held them above their heads. There was a lot of giggling and talking, even 

though the narrator had said they were alone, but students really seemed to respond 

to the sound effects, especially when they indicated the rain was getting worse and 

turning into a storm. During this, I kept walking around them, introducing different 

characters’ voices and then using TiR to verbalise/physicalise them. Whenever they 

were moved, they rushed to another spot to try and avoid the rain. I did have to step 

out of role a few times, to remind them to move sensibly as, at this point, all students 

were joining in, and although several were laughing, they were also responding to 

the narrator’s description of events. When a homeless person shouted at them, they 

seemed generally terrified of this voice, backing away and whispering to each other 

– I ensured aggressive voices were not directed at any individual student but at the 

entire class, so no one would feel uncomfortably singled out. 

 

During the sequence when different people moved them on in very quick succession, 

I heard phrases and mutterings such as: ‘oh for goodness sake’ and ‘what again?’ I 

hoped that this was a suggestion of students beginning to empathise with the 

frustration that the protagonist Link, or indeed any homeless person, may be feeling 

and during the moment when a homeless teenager stole their money, some students 
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even shouted back, with phrases such as: ‘That’s out of order’ or ‘totally unfair’. 

Those who chose not to voice a reply, tended to show their annoyance by their 

implied gestures or expressions. 

 

As the role play drew to a close, the final picture was put up. 

 

This, and the switching off of the lights, instantly got them talking; while they were 

not speaking in role, they were talking about how eerie it looked and how someone 

must have felt to be there alone. The narrator told them they were laying on a park 

bench, trying to sleep. This proved interesting as many students propped themselves 

up against walls, with some making the decision to actually lie down on the floor. 

Night time sound effects were playing in the background, containing sounds such as 

animal noises, footsteps and distant traffic. The role play ended with a loud crash (a 

bin falling over) although they were not informed of this. Due to the quiet sounds 

played before, many students jumped at that juxtaposed moment. The narrator 

ended the role play with the ambiguous, rhetorical question, ‘What was that?’  

 

The finality of the question, and the turning back on of the classroom lights, seemed 

to symbolise to the students that the role play had come to a natural end and this 

instantly prompted an in-depth discussion into the origins of the noise and who or 

what caused it. Therefore, they pulled themselves out of the role play and back into 

the school classroom without me needing to encourage a transition. They naturally 

embarked on an in-depth discussion regarding the experience, which I encouraged 

with questions, before asking students to sit down and write a second diary entry of a 

homeless person. Some choose to stay sitting on the floor, saying that it helped 
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them to think more like the homeless person, while others wanted to sit back at a 

desk around the room, presumably for comfort and to return to the usual routine of 

writing. I allowed students to choose what worked for them. 

 

What was extremely significant was that there was instant silence. This was unusual 

for this class; the beginning of writing tasks usually results in irritable comments 

before students settle into the writing. In this instance, all students seemed quite 

content to sit and work on their writing and I noticed the pace of the writing was 

much quicker than usual. There was about 15 minutes of continuous writing before 

students began to talk quietly amongst themselves, although many were asking each 

other about their written work. Many had written a lot more than they usually do, and 

while I appreciate that quantity does not indicate quality, the difference in the length 

of their written work is something of importance for several individuals in the study. 

 

*** 

 

This activity took place prior to the questionnaire and class discussion, but its 

preceding occurrence gave students a wider awareness of how drama can be used 

in English, so they had something with stronger foundations to refer to in their 

questionnaires and class discussions. 

 

Written samples 

I now introduce writing from my four selected students whose work suggested results 

of particular interest. The pre-drama writing can be seen in the appendices (9-12) but 

sections of the post-drama writing are embedded into this analysis. While my 

attention was primarily on their writing, to examine the contents and quality produced 

in comparison to earlier pieces, it was at this point that I also found myself 

considering their participation in the actual drama and writing process too. It is 

important to remind the reader that this analysis is a matter of interpretation and my 

direct involvement with the construction and production of the data, and the 

participants, will be an influencing factor.  

 

It seemed logical to begin by using my school’s year 8 writing assessment criteria 

(appendix 5) to see where the students’ work would place before and after drama 
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had taken place  if only the set criteria is applied. With English being a subjective 

subject, a lot of marking comes down to personal discretion and underlying 

knowledge of each student, which does mean these results are not wholly reliable 

and can only be classified as opinion.  

 

 

 

 

 

 

 

 

  

 

 

 

 

 

I then used the same scale to position where the second pieces of written work 

would place. 
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Molly Oliver 
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Writing after drama 
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Developing Secure Mastery 

Molly Oliver 
Matthew 

Frank 
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These results suggest, according to the KS3 marking criteria, drama made different 

levels of impact on each individual’s writing when judging the writing only with these 

assessment standards. The most progress was evident in Oliver’s work, then 

Molly’s, then Matthew’s and Frank’s.  

 

However, I have since found the assessment criteria to be somewhat restrictive; 

measures of progress such as ‘vocabulary is expanding’ and the fact that work may 

be ‘appropriately paragraphed’, while important, are rather generic and impersonal. 

Therefore, the descriptors are not the only means of assessing learning and 

progress. These additional, but no less important, findings will be further discussed 

now, embedding both mine and Emma’s* considerations. For the purpose of 

remaining un-biased, Emma* was not made aware which work was written before 

drama took place and which followed drama. 

 

Molly 

We began with Molly’s work (appendix 9). Speaking as her teacher, her first piece 

shows Molly’s usual creative imagination and wide-reading abilities. She always 

uses a lovely range of language that is suitable for the task. For example, she 

originally opened with an emotive statement: ‘I feel invisible right now.’ However in 

my opinion as a researcher, while her pre-drama work demonstrates a strong 

attempt to sympathise with her character’s predicament, it does not show a real 

sense of understanding regarding how they might be feeling or convey true 

commitment to the role, in the way that her second piece does:  
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Here, Molly utilises imagery and vocabulary that, presumably, she pulled across from 

the drama. However, she hasn’t just mimicked what she heard; she appears to have 

carefully considered the placement of her language, to allow her to vividly portray her 

character’s predicament. Molly’s powerful use of opening with an alliterative triple: 

‘dehydrated, desperate and depressed’ suggests a powerful attachment to her role, 

and this is followed with some vibrant language that strongly evokes an emotional 

response: ‘I feel like a chained up, neglected dog’. Her use of a rhetorical question to 

conclude a paragraph further suggests her character’s sense of irritation.  
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In addition to this, there is later indication that she has listened and replicated the 

way I used prosodics to voice the narration and this is something Emma* and I were 

both in agreement of.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

During the drama piece, I varied between lengthy, fast-paced sentences (to portray 

frustration) and short, slowly-spoken sentences (to build up suspense and highlight 

fear). This varied pace is also suggested in Molly’s work from her variation in 

sentence structure from complex sentences: ‘Everywhere I turn, I am always…’ to 

short, simple sentences: ‘I lay there. Silent. Still.’  
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While sentence structure is mentioned in the assessment criteria, I feel that students 

can sometimes resort to using a variation of lengths, just to tick the ‘secure’ box. In 

this instance, Molly has thoughtfully used variation for several reasons: generating 

atmosphere, reflecting her role’s emotions and experiences and to manipulate the 

pace of the reader so they are prompted to share in the building of suspense and 

fear. It may be that the drama helped Molly to appreciate why using sentence 

variation can be so important, rather her just applying it, to achieve a higher grade. It 

would appear that the drama has influenced both her vocabulary choices and her 

sentence variation and whether this is on a conscious or sub-conscious level, it has 

impacted the quality of her work.  

 

I also felt that the character’s voice was better communicated after the drama, 

possibly because Molly no longer had to sympathise with the role; she had some 

slight means in which to subtly start to empathise instead. To some extent, Emma* 

agreed with this: “One extract reads like someone pretending to be homeless 

whereas in the other, I could believe it was written by someone who was homeless” 

(Emma, 2016). However, Emma* said it was easy to determine which piece of 

writing was which: “The one I believe took place after drama very much follows the 

events that took place in the drama activity. To this extent, I question whether it loses 

potential for originality. The attempt at the inclusion of the personal background story 

of the mum diagnosed with cancer shown within the previous writing, has been 

omitted from the second attempt. So in that sense, while the drama has undoubtedly 

developed vocabulary, imagery and sentence variety, has it in turn removed some 

degree of personalisation that usually ensures writing is unique to each child? 

 

The concept was interesting, and one that I agree Molly’s work could be claimed to 

support. Molly is an astute student who listens carefully to instruction and applies 

what she hears, to her work. While she was not the most expressive student during 

the actual workshop, I believe she utilised aspects of the drama lesson, to further 

challenge her writing abilities.  
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Oliver 

In his questionnaire and group discussion, Oliver promoted drama on its grounds for 

memorability, focus and installing self-confidence: ‘if you believe in yourself then you 

are gonna do better’ (appendix 8). During the drama workshop, Oliver was actively, 

and expressively, involved throughout, often motivating the rest of the class into 

taking bolder levels of participation. While a confident performer, Oliver was not 

usually a confident writer so I was interested to see if there was any evidence that 

conveyed a change in attitude, towards his writing.  
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When analysing his second piece for evidence of confidence, the first thing to 

comment on is that it is handwritten. Oliver is entitled to a scribe or a laptop for 

extended pieces of writing. While he opted to use a laptop for his pre-drama work, he 

chose not to use one for the second piece, despite one being offered. When I 

questioned him about this, Oliver replied: ‘It takes too long to load.’ This suggests 

that Oliver wanted to immediately get his ideas down and possibly felt a laptop would 

hinder his creativity. While he has struggled with presentation at times and his 

punctuation and grammar is not always accurate, he expresses confidence in his 

writing ability to complete this task without the use of IT. This alone demonstrates 

that the drama may have already developed his confidence at this early stage of the 

writing process. This is personal progress which is not recorded on the assessment 

criteria but should be credited nonetheless.  

 

Furthermore, I can see evidence of Oliver’s written development through some of the 

phrases he draws upon: ‘Yesterday was cruel to me’ and ‘they just kick you back 

down to where you belong’. Oliver has utilised examples of personification and 

metaphor; these are forms of imagery he has created of his own accord, which is a 

skill that is lacking in the writing he produced before drama: ‘Ahhh this could be the 

best thing I’ve done or the worst thing’ (appendix 10). Initially, Oliver does show 

attempts to engage with his character’s emotions and tune into the sense of 

desperation they might be feeling, however this was not always successfully 

conveyed in a suitable manner. For example, the use of the colloquial phrase ‘Im 

screwed’. This might suggest that he was unsure of more appropriate words to use 

in its place, which would convey the same idea of desperation. His second piece of 

writing uses the phrase: ‘I am already feeling suicidal’ which, while drastic, suits the 

voice of the character and utilises language that is far more suitable than his earlier 

attempt. This would suggest that the drama has provided a newfound ability in his 

writing, though Emma* had another justification.  

 

“It is important to remember that he probably already had the ability to generate 

imagery and vocabulary such as this before. It is only now that he has decided to call 

upon that ability and trust his ideas. While the drama may not have improved his 

capability, it certainly has had some positive effect in that it encouraged Oliver to use 

terms that he was not confident to use beforehand” (Emma, 2016). 
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In addition to this, there is some evidence that Oliver has experimented writing in the 

voice of his character, using non-standard English dialect and grammar, though 

Emma suggests it may be an error due to his later correct use of the possessive 

pronoun: 

 

 

 

 

 

 

 

 

 

 

When we were reading the novel aloud, we often gave accents to the characters’ 

voices and changing ‘my’ to ‘me’ was one of the ways in which this was achieved, to 

symbolise a possible lack of education or a lower status. Whether this can be 

inferred as a genuine mistake, or whether Oliver unintentionally wrote ‘me’ to 

express a characters’ voice, is unclear but could it not be argued that he was still 

writing in a role that was suitable to the context of his character? 

 

Finally, I noticed Oliver had included several moments that were similar to the events 

of the drama, such as the interaction with the police and the passing parents/children 

and I noticed how he had integrated some of the voices he heard in the different 

moments of TiR, such as a mother saying: ‘Don’t end up like that grubby thing”. 

However, I noted how he had not just repeated the voices and roles he heard me 

adopt; he expanded and altered them. He claims, through speech, that a passer-by 

told his character to ‘go and die that will make yourself usefull!’  
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Even in role, that is not a phrase I feel a teacher can use in the classroom and would 

be highly unprofessional and immoral. Oliver has modified what he heard in my 

scripted version, and altered it to a voice he believes is more suitable, and realistic, 

to the character. This is where I feel Emma’s* earlier argument of drama removing 

originality from a piece of writing could be argued because, here, it seems to have 

inspired it rather than detract it. Emma* agreed with this observation: 

 

“We see Oliver being brave enough to adapt what he has heard to really intensify the 

protagonist’s experience; a testament to his ability and to drama in this case, if it was 

the drama that gave him the ammunition to do this” (Emma, 2016).   

 

Matthew 

Matthew’s post-drama work was interesting for different reasons, mainly for his 

affective progress. However, I will first mention that, while his use of vocabulary and 

techniques are not that established, there are attempts, circled below. Matthew later 

told me that ‘whilst I was holding off ? intic night’ was supposed to say: ‘whilst I was 

holding off the artic night’ which is an excellent phrase for Matthew to put together, 

embedding both advanced vocabulary and metaphorical language.  
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What makes Matthew’s work especially interesting is the evidence of his developing 

affective, rather than cognitive, capability. In his earlier writing, Matthew appears to 

resort to using an extended list, describing the linear narrative of events his 

character experienced, but including little about their thoughts and feelings. In the 

questionnaire, Matthew quoted: “sometimes you can’t think” (appendix 7) when 

asked for how easy he finds creative writing. This may mean he finds it difficult to 

think how a character might. His second attempt however, does not just describe the 

events; it attempts to personalise them. 
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One way in which he does this is through embedding his character’s voice in speech 

marks: ‘Im a person too!” Matthew shows a degree of empathy for his character and 

sadness for those who are treated in this manner. By having the character speak out 

loud, he may have wanted his character to verbally stand up for himself. This could 

be further enhanced through his use of a repetitive list, to emphasise the difficulties 

his character faces, and his inclusion of simple sentences ‘I couldn’t’ followed with ‘it 

was insurfferable’. Although this is not cohesive, or accurately spelt, it does further 

suggests a real sense of the character’s confusion and Matthew’s own capability at 
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portraying the voice of a frightened, confused child. The fact he also included the 

idea of his character spending time at the job centre, looking for work, also invites his 

readers to appreciate that this a character who is undeserving of his current  

predicament. Matthew shows that he values the notion of working, possibly a 

reflection of his own upbringing and morals, and wants to respect his character by 

suggesting that he is trying to transform his life. 

 

Overall, I feel this offers an insight into Matthew’s developing affective knowledge, 

and drama’s ability to help him tap into this and then express it in writing. Matthew 

would appear to agree, stating in his discussion: “drama does help because it lets 

you imagine what it feels like. If you know what it feels like or what it’s like around 

you, you can describe it better” (appendix 8). His second piece of writing is certainly 

more influenced by characters’ emotions, attitudes and values, rather than 

dominated by their actions so it is possible that the drama helped Matthew to 

imagine and feel. Even if this does not evoke progress as the criteria calls for, it does 

allow a sense of personalisation and flair, a form of progress that I feel Matthew 

should be made aware of, and permitted to celebrate.  

 

Frank 

I approached this written piece with some degree of trepidation; Frank is a student 

who does not see much value in drama: “I just don’t find drama enjoyable…I don’t 

see the point of it in English” (appendix 8).  

 

Frank’s pre-drama work was typed; this was because the writing task was completed 

for homework, as he was absent for a lesson. This is indicative of his attitude 

towards learning as he always wants to ensure he is caught up on work. Frank 

approaches every single written task with enthusiasm and does not waste any time 

with idol talk; when it came to the workshop, this enthusiasm did not follow through 

with the drama. Although he joined in without protest, he was very passive in the 

activities, minimising his participation both vocally and physically. While it did not 

appear to make him uncomfortable, he also did not seem to enjoy it in the way that 

others seemed to. This is supported by his views expressed in the questionnaire: 

“They [English and drama] are two separate lessons and English is more important 

to learn” (appendix 7).  
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Unlike other students, Frank has not used much from the workshop within the 

contents of his writing. He did acknowledge this in his discussions too: “I didn’t really 

use much from the drama activity I don’t think” (appendix 8). He uses a lot of 

information directly from the novel instead, such as the meeting of Ginger and the 

sharing of chocolate, which does show his understanding of the novel. I especially 

liked his used of the following phrase, which demonstrates his appreciation of 

Ginger’s importance to Link and how their meeting was a turning point in his life: 

 

 

 

In spite of being heavily influenced by the novel, a plethora of evidence suggests a 

sense of originality too. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Frank describes another homeless person with an effective triple – progress on his 

part - and embeds some vocabulary from the drama (underlined in red) but he shows 
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his creativity by inventing his own examples of experiences his character went 

through, such as being urinated on and eating cat food (underlined in purple). Again, 

these are ideas that - as a teacher - I would not incorporate into my TiR script, due to 

the risk of making students feel uncomfortable. Frank has clearly made the decision 

that the experiences he heard in the drama piece were not enough to put across the 

horrific conditions he felt his character went through. In this sense, the drama has 

inspired him to develop his own original ideas. Sadly, based on the criteria, this is not 

something marks can be awarded for alone, although it does demonstrate excellent 

creativity. 

 

What really stood out was his obvious awareness of the assessment criteria and this 

was both heart breaking and inspiring: 

 

Frank is clearly aware that he has spelt ‘restuarent’ incorrectly and uses his 

character’s voice to justify this, by making it a part of the story: ‘it seemed to me it 

was spelt wrong’. It would appear that Frank hoped that by justifying the spelling, he 

would not lose any marks for it (as indicated by the criteria). In addition to this, Frank 

also realises he has written in capital letters – which the school tries to discourage– 

so he justifies this too: ‘I dont know why it was in such huge writing with caps.’ It is 

clear that, having written the name of the restaurant, Frank has noticed his mistakes 

and ‘corrected’ them in an extremely creative way. Emma* agreed, saying she felt 

proud of this accomplishment and it could show he is adaptable, malleable and 

innovative in his writing skills. It is clear that Frank knows what he wanted to focus 

on and the drama events were not his priority: the assessment criteria was.  

 

This leads on to the final aspect I noticed regarding Frank’s work. His clear interest 

in facts, figures, statistics and numbers is apparent, as his diary entry is structured 

around these, instead of description of emotions and feelings. This includes the 

names of restaurants, times and prices of food:  
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The inclusion of data and facts suggest this information is what is important to Frank, 

not a lengthy, figurative description of emotions. It is also evident in his first piece of 

writing too. Frank suggests that his character values time and money, over similes 

and metaphors which, in my opinion, is probably highly likely given the 

circumstances. This adds a real sense of sensitivity, empathy and realism. 

Therefore, it is a shame that the criteria calls for techniques, when, in Frank’s 

opinion, these are irrelevant to his character and his context. In this sense, while the 

drama activity itself may not have hugely influenced his writing in terms of content, it 

may have given Frank a feeling of control and ownership. 

 

*** 

 

The analysis of this data, while limited and subjective, suggests that drama is a very 

personal experience for students and that its implementation will have individual 

results in relation to writing. We have seen evidence of drama encouraging students 

to: use more advanced vocabulary; embed a wider range of language techniques; 

experiment with pace through sentence structures; increase confidence; expand 

affective ability and motivate ownership and creativity. While all of the above were 

not evident for every child, it does appear that each student personally used the 

drama, either directly, or indirectly, to make personal progress. A small percentage 

of this progress is visible to the school through the assessment criteria and sadly, 
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this is often the only progress that students and parents are made aware of with 

regards to writing skills. 

 

Therefore, this analysis has suggested that the majority of the progress is visible 

only to the teacher that knows them, not just as statistics on a spreadsheet, but as 

individuals who have separate interests, motivations and, even more so to the 

teacher/researcher who is willing to spend time and effort looking for this ‘invisible’ 

progress. 

 

Questionnaire results analysis (appendix 5): 

The questionnaire followed the drama workshop and writing task, so students would 

have a wider range of knowledge and understanding to draw on. With regards to the 

quantitative results produced, I decided the clearest means to present the data was 

through bar charts. This was so the frequency of votes could be easily viewed and 

also allows for easy comparison between how boys and girls voted. When 

determining a percentage, I decided to take 7 (or above) out of 10 as a positive 

percent amount as 7 tended to be the average score awarded. I also noted down a 

selection of students’ qualitative responses that were of particular interest. These 

statements were intended to reflect the range of quantitative answers shown in the 

charts and/or were thought-provoking statements that I used to approach the 

discussion stages later.  

 

This act of ‘dissecting’ and visually reproducing the data allowed me to become more 

familiar with the range of responses, in terms of their reliability, strengths, 

questionability and limitations. The presentation of the questionnaire data results can 

be seen in appendix 7 and are further discussed in the next chapter. 

 

Group discussion results: 

While thought-provoking, the questionnaire answers alone clearly did not offer 

conclusive proof or disproof of drama impacting writing, and only offered some 

surface opinions on the two subjects, and their possible relationship. The discussion 

stage allowed me to probe further into these opinions, and see if I could further gain 

any insight into why students’ felt the way they did regarding drama in the English 

classroom.  
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Transcribing each discussion allowed me to appreciate the data’s depth and variety. 

To break this down further, I read through the transcripts and split the comments into 

groups using colour coding, to determine whether there were any patterns in the 

responses. This method is biased in that I have grouped them by my opinion; it could 

be argued that some comments could/should be placed in other categories, or more 

than one. Also, some comments were too vague or general to categorise and have 

therefore not been allocated a group. However, for the purpose of my study it was an 

effective means to clearly break down the large amount of data I had collated. I 

counted the quantity of statements that related to each feature. Figure 3 shows these 

findings, based on the data from appendices 8.  

 

FEATURE QUANTITY OF 

RELATED 

STATEMENTS (In each 

discussion and then in 

total) 

 Red: comments relating to drama as a source 

of fun 

2, 3, 1, 1, 1 = 8 

 Orange: comments relating to the physicality of 

drama 

0, 3, 1, 0, 1 = 5 

 Pink: comments relating to drama as a means 

of understanding characters’ feelings/emotions 

(developing affective learning) 

9, 7, 2, 2, 5 = 25 

 Yellow: comments relating to drama in relation 

to student motivation/focus/confidence 

6, 5, 3, 1 =15 

 Purple: Comments relating to examples of 

how/where drama has been used to support 

writing 

1, 1, 9, 5, 3 = 19 

 Green: Comments relating to drama’s academic 

limitations in English 

1, 1, 2, 3, 0 = 7 

 Blue: Comments relating to drama’s limitations 

(personal opinions) 

3, 2, 4, 4, 3 = 16 
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This choice of presentation is particularly helpful because it highlights how more 

statements centred on the development of affective learning, than any other group, 

and drama was praised for aiding this (25 comments). This is congruent with the 

findings from my literature review which suggests this is a fundamental aspect 

involved in the writing process. Students may not be aware of what the term 

‘affective learning’ means, but it seems that they are aware of how helpful drama can 

be to aiding empathic understanding, which they can then integrate into their writing. 

Interestingly, the lowest quantity of comments made were those in relation to 

drama’s academic limitations in English (7). Does this suggest that my students see 

drama as valuable for their writing? While a larger number of comments were made 

regarding drama’s general limitations (16), these tended to be focused on 

preconceptions or opinions of the general subject itself: “I didn’t really think any were 

drama apart from acting out cause that’s what we do in drama.” Again, this is further 

discussed in the following chapter. 
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Analysis and Discussion 

 

At this point, I will return to each of my aims outlined in my introduction, and discuss 

them in relation to my findings. To ensure an in-depth analyse is performed and to 

make sense of what has emerged in my study, I will also be drawing on findings and 

research from my literature review. I will reemphasise to the reader that this is by no 

means an exhaustive research project and that my analysis will not reflect a holistic 

study in the field of drama within English. Any conclusions that I reach, are reached 

with my study’s aforementioned limitations in mind.  

 

1. What are the difficulties for students when approaching/undertaking 

the process of writing? 

To begin this discussion, I will draw attention back to my model based on the 

theories of Britton (1975). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

It could be easy to assume that the main struggle with writing is the actual act of 

putting pen to paper and writing: i.e. the production stage. However, my findings 

suggest that, for the most part, the actual problems originate in the conception stage, 

where memory, affective knowledge and the ability to choose, can cause restrictions. 

Baldwin (2012) also considers factors that affect writing in the classroom and offers 

Conception 

Incubation 

Production 

- Affective capability 

- Individuality 

- Experiences 

 

 

- Memory recall 

- Choice application 

 

- Writing  

Teacher/resource influence and stimulation 

- Collaboration 
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justifications such as: “they don’t have enough ideas or confidence”, “see themselves 

as failures at writing”, “need support and encouragement” or do not have the 

attention span to sit still and work for long periods of times (12). All of the above 

suggest difficulties that occur before the writing begins. When my research group 

were asked whether they found creative writing easy, the results were unexpected: 

 

A few students claimed they do struggle with justifications such as: “Sometimes you 

can’t think” and “I have to get into it to get ideas” (appendix 7). This would suggest 

that some do struggle to engage affectively with the piece of writing or have 

difficulties in initially reaching ideas before the writing starts. However, I feel it is 

helpful to look for what is not in the results, as well as what is there. Not one student 

referred to the actual process of writing itself such handwriting difficulties, hand 

aches, presentation issues, an aversion towards lengthy writing or a general dislike 

of the process. So, is it a case that the writing is not really the problem; is it what 

comes before that makes the difference? 

 

The majority (16/23) selected seven or above out of 10, in terms of agreement with 

the above statement. However, what was interesting was that these students often 

gave an optional comment that explained why they found it easy: “By doing practical 

I have a good imagination”, “it’s easier when you can imagine” and “when I did the 

homeless activity it made me have more of an idea of what it is like to be homeless”. 

Since they completed this questionnaire a week after they had undertaken the 

workshop, several appeared to have linked the question back to that exercise. So 

could this be an example of children: “who thrive when writing in drama situations 
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and wither when writing in traditional English lessons” (Baldwin, 2012, 13)? Again, 

not one student referred to any ‘standard’ writing task, in the ‘typical’ classroom 

setting, without a drama prelude. This is interesting given the way they entered the 

classroom, almost seeking the conventional desk-book-title pattern they are used to, 

yet when it came to the writing, many were happy to stay seated on the floor. With 

hindsight, it would have been productive for me to have asked them the same 

question before the workshop was run, to explore whether their responses would 

have been any different, as it is likely they were judging their writing experience on 

the latest example, rather than past writing experiences in school.  

 

2. What does post-drama writing look like? 

 

With regards to appearance, the product is not the only important aspect; the 

process is just as viable. Franks mentions: “The arrangement of the room is a 

resource that maximizes the potential to engage in group work” (2003, 161).  

However, my study saw an additional effect to this. As mentioned before, several 

students opted to remain seated on the floor for the writing task, despite this 

breaking the conventional routines. They seemed to draw on the physical 

rearrangement of the classroom and utilise this when writing in role; it was 

something I had not foreseen and something they asked specifically if they were 

allowed to do.  

 

Regarding what my students would be like at the start of a writing task, post-drama, I 

asked in my literature review: ‘will the groans be replaced with a different reaction? 

Will they approach the task with a different attitude?’ I found the answer, for both 

questions, to be a self-assured yes. There were no groans, only an excitable 

discourse followed by a seemingly, satisfied silence, and then excitable whispers of 

sharing work. There were no indications of annoyance or irritation; all pens appeared 

to fly across the page in a never-before seen, enthusiastic pace. So in that respect, 

post-drama writing, during the conception and incubation phase, looked very 

different and was much more pleasing for both students and teacher.  
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As discussed previously, it does appear that the production phase also shows a 

difference between writing that has taken place after drama, to writing that takes 

place before and the correlation between the two does seem to be positive. 

However, it is much harder to distinguish any common threads of improvement, or to 

measure the level of progression that drama affords. The studied novel, ‘Stone Cold’ 

does have strong implications here too, as it easily lends itself to be explored via 

drama. When defending its worthiness of study, Douthwaite suggests the text: 

“fosters empathy, explores the issue of social justice…encourages a consideration of 

responsibility” (2015), among numerous other benefits. Molly, Frank, Matthew and 

Oliver have each taken the drama, along with their understanding of the topical 

issues explored in the text, and used them to express their ideas in different ways, 

within their writing 

 

One thing that can be noted is that the post-drama writing looks longer. In their own 

study, M.J. McNaughton (1997) found that over a quarter of ‘drama’ students (out of 

20) approached their writing tasks more efficiently, and also they wrote nearly 25% 

more than those who were involved in discussion groups, rather than drama. While 

my results offer a similar conclusion, I cannot help but think that McNaughton’s study 

is limited as the two groups (drama and discussion) were made up of two different 

classes. Therefore, the reliability of these results is restricted. This was something I 

was keen to avoid in my own study, by minimising my research to just one case 

study class and only comparing students’ work, to their own earlier writing. Whether 

students wrote more because they had more to say, they felt more comfortable or 

confident, they were more emotionally invested or for some other reason, is hard to 

determine but I would suggest that the quantity written, while not necessarily a 

reflection of quality, is some form of reflection of their enthusiasm.  

 

Overall, all that can be confidently claimed is that post-drama writing emphasises the 

pre-existing uniqueness of each individual’s writing. Maybe it looks more 

personalised in that it shows how different students apply drama, and manipulate it 

to their own benefit, some very directly and others more implicitly.  

 

3. How do my students feel about drama and do they believe it has any 

impact on their written work?  



55 

 

 

“It didn’t feel like normal writing cause I had tonnes of ideas with what to include.” 

 

“Instead of trying to imagine from the book it sort of put us in the situation so we 

could see how Link felt about it.” 

 

“Living inside the story can change your mind and make you see things you hadn’t 

seen before.” 

 

“It’s easier to write when you think of yourself as not a student. I found it easier to 

write the diary entry, when I was sitting on the floor and pretending it was London.” 

 

“You step into their shoes and can imagine what they think and feel. I felt sorry for 

Link when we read the story but I didn’t really think about what it must really be like 

for him.” 

 

If the above statements, each spoken from a different child in the group discussions, 

are to be taken seriously, it would be hard to argue that most students feel there is 

something about drama that positively influences their writing. The fact that after the 

drama activity, all students were willing to sit, focus and write silently– something 

they usually have difficulty with – suggests the drama process allowed them to tap 

into a form of emphatic understanding or encouraged them to extend both the role 

and the experience, onto paper as Barrs (1987) claims. 

 

Neelands et al (1993) examines how drama can positively impact teenagers’ 

attitudes towards writing and therefore raise its status and reputation among 

secondary school students. Attitude is an aspect raised by several other 

researchers, including A. Bayraktar (2012). This research was helpful as it prompted 

me to consider what my students’ preconceptions and attitudes towards drama might 

be. Drama in my school, as a KS3, KS4 and KS5 individual subject, is generally 

highly regarded by both genders. The department plays a large role in whole-school 

extra-curricular activities and is widely respected. Whilst not every child in my school 

shares this enthusiastic view, a vast majority do, as does the school’s senior 

leadership team. In light of this, my evidence suggests that the relationship Neelands 
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expresses could be reversed; if drama has a good reputation within the school 

already, maybe this will raise its status and respectability when it is used within other 

subjects. If I had carried out my study within a context where drama was not 

endorsed as much, it is fair to assume that my results would have been different.   

 

Appendix 7 shows that of the twenty-three participants, 18 (78%) selected 7 (or 

above) out of 10 when answering, ‘drama is an important part of our learning’.  

Positive justifications for answers were extremely varied, with some taking it to mean 

drama as a subject in its own right, and others merging it with other subjects: “It puts 

you in situations and also gives you new feelings towards it and a different 

perspective”, “drama is more fun therefore I remember more of the lesson”. There 

was also some evidence that some students were unsure on their opinions of drama 

as subject in its own right and a couple seemed to personally dislike the subject: “It 

would only be important if you wanted to be an actor” and “It [drama] won’t really do 

anything and won’t help us with our future.” Despite drama’s positive stance in the 

school, this variation reflects the wide range of diversity and interests seen within my 

case study class and I would suspect this to be typical of any classroom. It was also 

interesting to get an idea of what my students thought drama activities were. Baldwin 

states: “drama to most children is synonymous with performance, with a product 

rather than a process” (2004, 9) and while this is somewhat supported by the 

answers to Q6, there is also evidence students had varying ideas and 

preconceptions about drama, as every box was selected by at least one student, at 

least once.  
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Upon looking through the data, one can make the assumption that the students have 

a positive reaction towards drama; the majority (78%) view its presence in English as 

a positive, additional feature; 82% said they would like drama to sometimes be used 

in English and 74% said they felt drama activities could help to improve their writing, 

although two boys did not realise there were two pages to the questionnaire and 

failed to answer this question as a result, meaning this figure is not wholly accurate.  

 

What I found particularly interesting was how, despite much secondary reading 

suggesting boys respond well to drama, the range of responses between the 

seventeen boys, was much greater than the range of results from the girls. 

Admittedly, there are fewer girls making up this case study (6 compared to 17), 

meaning the variables are unbalanced. Yet the literature around boys and drama 

suggests that the particular range of answers, on behalf of the boys, might be of 
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Q6) Which of these do you think are examples of drama 
activities?  

Girls (6) Boys (17)



58 

 

interest. Senn states: “boys need to jumpstart their brains with an increased dose of 

sensory or physical stimulation” (2012, 217) while McGuinn refers to drama as “the 

ideal medium for the exploration of English–as-verb” (2014, 39), which I infer to 

mean the ‘doing’ and ‘active’ side of English. There was some support for this, with 

student 16 saying: “You put the pens down which helps me more” and student 21 

claiming: “getting moving is better.” Yet, based on the results from my survey, there 

was also some contest as well, with student 30 making the insightful claim: “It 

depends on if you like drama because if you like it then you will enjoy it and do well 

but if you prefer to do writing, you could do well on it alone” and, student 29 who 

seemingly acknowledges its limitations by later claiming: “You can learn by not doing 

drama too”. This is indicative of the fact that, once again, it is a subjective matter, 

one that Bearne’s reminds us of: “whilst opportunities for speaking and listening, 

including drama, are recognised as useful in promoting increased confidence and 

fluency in literacy, there are dangers in over-generalising...” (2005; 20). As with all 

studies on boys’ engagement with English and writing, it is too easy to make 

assumptions that all boys will respond in a specific way. My research is suggestive of 

this and reminds me that the focus of this study must remain on individuals making 

progress in their writing, rather than boys.  

 

 

4. Do my findings support or oppose my theory that drama can benefit 

writing? 

 

It would seem that my findings do correspond with much of my research, and appear 

supportive of drama improving writing skills. My literature review invited me to 

consider the views of drama that different researchers and theorists upheld such as 

an adult –needs view, a cross-curricular view and an independent view (Davison; 

2009). Both Emma* and I noted that most of the responses in the questionnaires and 

the discussions, leant more towards affective learning, rather than the academic 

learning that is stereotypical of the English classroom. Read, among numerous 

others, did suggest that this is one of the positive effects of Drama: “stories and 

drama help children to make sense of their own behaviour and others, and to 

develop aspects of emotional intelligence, such as empathy” (2008, 6). To me, if this 

alone makes a difference to a child’s writing, then I would deem drama to be a 
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success.  However Emma* questioned whether drama, used in English, should have 

more impact than this alone. Can drama only be regarded as ‘beneficial’, if it 

develops skills that are quintessentially, ‘English’?  

 

To relate back to this, she noted student 29’s response to the statement: ‘drama 

should sometimes be used in the English classroom.’ The boy stated: “they are two 

separate lessons and English is more important to learn”. Emma* questioned my 

thoughts on this and asked what I viewed as being an important aspect of English 

learning? It took a while to develop an honest reply but ultimately, I feel English is a 

deeply personal subject, distinct to each student. I think it should encourage students 

to grow in confidence, creativity, self-appreciation and responsibility, through the 

mediums of literature. 

 

Emma’s* own evaluation of English was very different: 

 

“I think English should help to prepare students for all the strains and expectations of 

life, like complex and variant skills in reading and writing. No other subject places as 

much emphasis on such simple requirements such as spelling, handwriting, 

grammar and paragraph use. English is the only chance they have to do this.” 

 

In light of my literature review that discussed the role of drama, we then considered 

our diverse views on the role of English, and thought about how this might impact 

opinions of drama. Looking at the Cox Report (1989), released by the Department of 

Education and Science, it would seem that I take on “a personal growth view [that] 

emphasises the relationship between language and learning in the individual child” 

(1989) whereas Emma* primarily encompasses: “an adult needs view [that] 

emphasises the responsibility of the teacher to prepare children for the language 

demands of adult life.” Interestingly, in 2009 Moss claimed there was: “a resurgence 

of enthusiasm for the personal growth view of English under the banners of creativity 

and enjoyment” (13). If my teacher training took place during a time when this view 

of English was taking precedence, it may influence the way in which I approach 

English (and drama within English). Emma*, who has over twenty-five years teaching 

experience, may have trained and developed in her career with different ideals and 

viewpoints, ultimately suggesting that we may see different forms of success – or 
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irrelevancy – of drama. While she did not deny the progress made, she saw less 

evidence that students were acknowledging how their spelling, punctuation or 

grammar was improving, or how their reading or spoken language was developing 

through the drama, and therefore took a more reserved view. Student 21 also 

supports Emma’s* theory in this instance: “Say if you couldn’t do similes or 

adjectives, it [drama] wouldn’t really help you.” 

 

This invited me to consider whether student 29, and possibly 21, shared a similar 

ideal of what English should do, as Emma*, whereas other students such as student 

2 share my view: “It’s a good way to express feelings.” This form of analysis allowed 

me to consider how students, not just teachers, probably have their own 

interpretations of what English could - or should - offer them, and this will ultimately 

be reflected in their answers. It did, however, confirm my initial conclusion that 

“English is a deeply personal subject” and therefore the successful inclusion of 

drama within English to improve writing skills, is likely to be personal too.  

 

I would argue that my findings do suggest that drama develops these ‘adult-needs’ 

English skills to some extent. For example, I will refer back to Barrs claim: “[there is] 

indication of awareness of how punctuation can control the reader and manipulate 

their experience” (1987, 9). Molly’s work, and to some degree Oliver’s work, are 

indicative of a student playing with punctuation within their writing. These were 

decisions they made, to control the pace of the reader and develop tension in the 

context of the writing. To further support my argument, I discussed earlier what 

Cremin (2006) saw in her own examples of post-drama writing: “powerful language 

choices…the inclusion of details…an emotionally engaging voice” (8). In my own 

research, I would argue that each student has used a more creative range of 

language choices, via figurative descriptions and a more convincing, personal voice 

through a wider variety of advanced vocabulary and emotive language. Even Frank’s 

focus on times, facts and dates supports Cremin’s suggestion of including more 

details. Furthermore, I acknowledged the claims of both McMaster (1998) and Sun 

(2003) who suggested that drama activities can memorably embed vocabulary, 

along with a comprehensive understanding of it, into a child’s mind. I feel that there 

is sufficient evidence in the samples from my class, to support this. It is important to 

note that many of my students also recognised this, as evidenced in their 
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questionnaires and discussion responses. If the students are independently making 

such connections for themselves, alongside the teacher/researcher, the results hold 

extra credit and validity.  

 

In short therefore, I would claim that my results, while by no means conclusive, do 

suggest that drama benefits writing from many different angles, both in terms of 

affective knowledge and traditional “academic” knowledge, which are both forms of 

progress and while this progress may not always be tangibly measured (O'Hara; 

1984) in accordance with the National Curriculum or a school’s assessment criteria, 

it is indisputably present and significant. 

 

 

5. How might my findings impact my own teaching? Do my findings 

suggest that English (or other subject area) teachers should make changes 

when approaching writing tasks? 

 

My reading and research lead me to the conclusion that there are numerous benefits 

to utilising drama as a cross-curricular subject. Patrice Baldwin and Rob John (2012) 

support the theory that drama, when married with English, can promote writing that is 

rich and varied. They state that: “schools need to focus first and foremost on how 

children learn and how they learn to write well, rather than keeping their primary 

focus on inspections and tests” (3) and I feel there is some element of truth to this. 

Certainly, from experiences in my own school, there is a strong emphasis placed on 

assessment results and the product - not the process – is deemed more valuable. 

This is unlikely to be the teachers’ own fault as they are governed by their school’s 

assessment policies. However, the irony is students are surely less likely to create 

‘good’ writing, when they are writing under the stress of knowing these results will 

end up on a report, or will influence what set they will be in next term. Baldwin claims 

that the presence of drama can allow children to “care and feel and see themselves 

as writing ‘for the drama’…the writing spotlight is on the drama rather than the child 

and so they feel less exposed as they write. The drama is acting as a Trojan horse 

with the writing embedded within it” (17). She later goes on to claim that it: “provides 

an emotionally engaging and ‘real’ purpose for the writing” (65). For the purpose of 
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my study, and as it is within my own specialist field, I focused on drama’s use within 

English but that does not necessarily mean it is restricted to English alone. I do 

believe the same can be claimed of any other subject too, although I appreciate I am 

unqualified to make the claim and do not have the evidence to support it.  

 

Ashton-Hay touches upon the need for learning to be enjoyable: “drama is a useful 

energizer in the classroom where students become active, have fun and enjoy their 

learning experience” (2005) and I would expect that any teacher, of any subject, 

would hope that students enjoy their learning experience. Therefore, when it comes 

to approaching an extended writing task – whether creative or factual – I would also 

expect that many students would be grateful if their teachers offered new 

opportunities as a way into the writing, to encourage them to hone thinking skills, 

increase comprehension, bring the written word to life and have fun (Yaffe; 1989).  

 

Why then, is drama not utilised more? Mcguinn’s work suggests that drama could be 

covertly thought of as somewhat threatening to English (and therefore maybe other 

subjects too) because of its wide contributions and offerings to the classroom. Are 

teachers fearful that the inclusion of drama will shift focus away from their subject 

matter, and the contents of the curriculum? Do teachers fear that if they embed 

drama, they will face a fight to uphold their subject’s individuality? If so, maybe this is 

something schools should help departments, or teachers, to overcome. “It seems 

that affective aspects of learning and development are all too easily overlooked or 

relegated to a position of limited relevance” (Franks, 1997). Maybe this is a 

something that needs to be considered in greater depth, when it comes to planning 

lessons and marking assessments, something else Franks refers to: “there are 

questions to be asked about how the culture of schooling…has reciprocal effects on 

development and learning.” It is my view that, while drama activities should not 

impede or dominate another subject, they could, as O’Hara has suggested, 

complement one. In the case of English, my research suggests this would be a 

beneficial change on behalf of the students, and teachers.  

 

It is worth stating, as Emma* suggested in discussions, that simply ‘doing drama’ for 

the sake of it, is not enough to ensure positive outcomes or value. As outlined in my 

earlier narrative, careful decisions and preparations need to be made, which Anton 
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Franks helpfully breaks down into categories: “frame, conceptual boundaries and 

patterns of action” (2003, 155). The specific nature of the drama needs to embed 

characteristics suitable to the makeup of the class. I felt aspects such as: the script; 

the use of sound and visuals; props and the carefully selected shifts between role 

and self, both for teacher and students, would all be effective means of allowing my 

students to draw on multi-modal ways of representing new experiences and to “bring 

into focus the physical meaning-making action” (2003) by letting them embody a 

range of multi-sensory responses that may be suitable to the writing task that 

followed. Overall, my results suggest that when I spent a bit of time planning and 

considering the process, rather than just the product, my students reaped the 

rewards in terms of engagement and progress, a sentiment that Brooks seems to 

share: “It has been shown consistently that the motivation of teachers and the quality 

of the teaching that takes place in classrooms have a direct impact on pupil 

performance (2012, 29). In conclusion, maybe KS3 teachers should be supported to 

overcome any apprehension when it comes to drama, and experiment with utilising it 

the lead up to writing. It may, or may not, be useful for an individual class, or even an 

individual student, but surely for the sake of all students it is worth exploring?  

 

*** 

 

Hindsight allowed me to create a sixth, previously overlooked, question which I 

address now:  

 

6) How has my research process and findings changed my initial conceptions?  

 

While I always appreciated that drama could make a positive change, this study has 

further rooted my understanding as to how and why. On a much deeper level, I have 

learned how to identify and appreciate different forms of unique and individual 

progress, even when this progress is not mentioned in the prescribed assessment 

criteria. It has helped me to begin to celebrate progress that would have otherwise 

gone unnoticed. The value of this, not just to my students but to my own teaching 

ability, cannot be understated.  
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Another observation I have made is how different drama looks, within the English 

classroom, to how it looks elsewhere in the school. I have embedded numerous 

drama activities in the classroom in the past and as a result, I initially assumed most 

students enjoyed it for the element of fun it encompasses. However, this study has 

highlighted another fundamental difference: students appear to be more relaxed 

participating in drama within English. This may be because they do not feel they are 

expected to uphold a role for any duration of time, or to undertake a role they do not 

feel comfortable with. They were entirely able to govern the extent to which they 

wanted to use their expressions/gestures/voices/space/ to embody their role and 

they felt safe enough to fall in and out of role, evidenced by the giggling and 

whispering, though were still able to access the fundamental narrative and 

participate in their own way. They were also aware that this drama was not made to 

be shared with others; this was a personal piece where they were both the actors, 

giving it life and substance, and the audience, learning about new understandings of 

situations, ideas, experiences outside their own immediate ones. They also faced 

challenges that potentially changed the way they interpreted their own experiences 

too, evidenced by the discussions they had afterwards, where many expressed how 

their views of homelessness, while not dramatically different, had been altered to 

some extent.  

 

In addition, I have learned to trust, not only in the potential of drama’s impact on 

lesson process and on writing, but in my potential to plan lessons effectively. While 

statements such as: “It [drama] acts as a release of phantasy and also as a means 

of grasping reality” (McGuinn: 2014, 22) may be accurate, I appreciate now that 

drama alone is not enough. An effective lesson needs to be cautiously planned and 

implemented by the teacher, using their prior knowledge and understanding of each 

student, whilst ensuring their participation is encouraged and valued: “Activities with 

the greatest educational value are very often not teacher-led but teacher-facilitated” 

(Elliot; 2012, 68). I feel drama is an effective way of achieving this, not just for 

progress in writing, but with regards to all forms of learning.  While I do not claim that 

I am an undisputed expert, I do now acknowledge that I am a practising professional 

who has achieved my own form of progress and it is an aspect I aspire to continue 

exploring and developing in my future teaching pedagogy.  
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In short, the project has not only developed my ability as an academic researcher 

who further understands drama’s potential to impact writing in English, it has further 

reinforced my passion for developing engaging and stimulating ways into writing 

tasks, in an effort to further my teaching ability and enhance the learning experience 

of my students.  
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Conclusion  

 

My concluding chapter will serve as an evaluation of my research process, and offer 

critical judgement in terms of its outcomes. I am confident to claim my study has 

been a fruitful experience and has allowed me to consider its implications on a 

personal, subject and whole-school level. However, it is important to acknowledge 

where I was challenged with limitations, what changes would have offered greater 

benefit and ultimately where there is scope to develop the research further.  

 

Evaluation of the process 

I took the earliest opportunity in the methodology chapter to refer to concerns 

regarding my biasness towards drama; I also explained how I would use a critical 

friend in my study to try and overcome this. While I would not alter this approach as 

Emma’s* participation was wholly insightful, I feel her purpose and role changed as 

the process developed. I initially intended Emma* to focus on the writing products 

and challenge my thoughts on how the drama had impacted the writing, possibly 

opposing/refuting my ideas. While this did happen, I found the critical input that I 

valued the most was the focus she put on my teaching. Kember (1997) states that 

the primary role of the critical friend is to serve as: “an agent for teacher 

development, rather than to facilitate the progress of the research” (464) and this 

was ultimately what I found happened when interacting in professional dialogue with 

Emma*. She shifted our conversations from a sole focus on the written work, to a 

focus on my own beliefs, planning and facilitation. Her concluding statement was that 

it was not really the drama that had made the changes to the writing - it was the way 

I had implemented it.  

 

With regards to my data collection, I am content that my selected methods 

(questionnaires, group discussions and sample work) were well-suited to my study 

and were designed to triangulate my results to offer increased reliability. I especially 

feel that the presentation of the drama narrative was a useful inclusion. In that 

respect, I would reuse them. However I do feel that an initial student questionnaire, 

before drama was used, would have allowed me to gain a clearer, more honest, 

insight into students’ preconceptions regarding writing. It would also have been 
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helpful to have had one-to-one conversations with the four students whose work I 

included in the results, to really refine some of their choices and deepen my levels of 

analysis.  

 

If the time-constraints had been less restrictive, I would have liked to have invited 

fellow English colleagues, or even those from other curriculum areas, to have 

participated in a questionnaire, to capture other professional perspectives on drama 

being used as a predecessor to writing. I acknowledge however, that this would have 

widened the content of my study and may have drawn focus away from an analysis 

of the writing process.  

 

To what extent are my findings generalisable to other contexts?  

My study was conducted with one class and involved twenty-three participants, a tiny 

percentage of all students nationwide. In this sense, it is limited only to the context of 

my classroom – with this specific class, with these specific individuals. No other 

classroom across the country will exactly replicate the results I have produced and it 

is unlikely that any other teacher will fully agree with the analysis I have provided. 

However, I do feel that some of my results can be generalised to contexts beyond 

that of my classroom, my department and even my school. 

 

Writing is not English’s ‘problem’ alone: every teacher shares this burden. All schools 

across the United Kingdom are required to have a whole-school literacy policy, in 

which writing skills are expected to be developed and promoted across every 

subject, by every teacher. I am aware that many teachers in my school struggle to 

implement strategies that motivate students to write, whether fictional or not. They 

are constantly pressured into looking for new interventions to put in place. While not 

all may be comfortable with the idea of drama carried out in the manner that I used 

for this study, the varied outcomes shared are applicable, and would be welcomed, 

in all subject areas. Therefore some, if not all, should find my results relevant to their 

own teaching.  

 

Limitations and potential for further research  

With regards to drama’s role and impact within secondary-school English writing, this 

study offers the tip of, what could be deemed, a vast iceberg. It is an area that offers 
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no tangible answers, partly due to the diverse functions of drama, partly due to the 

uniqueness of each child/class, in each classroom, partly due to the direct impact of 

the teacher’s preferences and partly due to the complexities of the writing process, 

not to mention the ever-changing curriculum requirements. It is also highly subjective 

in that the results are predominantly factored around my own ideas, shaped by my 

own experiences. Others will undoubtedly reach their own conclusions.  

 

Within the realms of English, one might want to further examine whether drama can 

impact a range of genres, such as non-fiction pieces. Beyond English, it invites 

further study into how drama may be utilised before extended writing tasks are 

introduced. For example describing the ‘rate of reaction’ in science or justifying the 

need for a sea wall in geography. At a whole-school level, it also invites further 

research into whether drama’s value and worth to students increases/decreases 

along with their age or ability.  

 

This area of study will always evoke questions at a much quicker rate than the 

revelation of answers and ultimately will be continually developed as each new piece 

of research arrives. I have endeavoured to offer a more focused judgement of how 

and why drama has impacted writing, than I have previously read before, yet the 

detail focuses on just four, individual students’ work – again a huge limitation when 

we consider the thousands of secondary school children in the country.   

 

Final comments: 

The range of effects of drama on students’ writing has been illuminating, though they 

were expected to some degree. What was unforeseen, and what I would like to 

emphasise, is how this research has made me look at and read their work differently. 

It has ultimately shifted my views on the entire process of writing, chiefly how only 

acknowledging the final product is inept. It is clear how all elements of the writing 

process, including collaborative activities and/or discussions, play a part in what is 

produced. In this respect, I want to develop my own practise to ensure I take this into 

consideration. The main implications for this are regarding planning and 

assessments; perhaps myself, and other teachers, need to ensure that we are 

encouraging progress on a range of scales, not just looking for ‘measurable 

outcomes’ on the assessment criteria. Students deserve recognition and celebration 
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for their own, unique achievements too, and therefore require us to give them means 

and methods to access them.  

 

I will conclude by considering how I feel my study contributes to the large, yet 

imperceptible, field of drama impacting writing. I have endeavoured to communicate 

that my research is by no means a form of conclusive proof, and that my results are 

highly unlikely to mirror the same study being carried out with other students, in other 

classrooms, in other schools. There are too many variables, and it is too small a 

study. However, I do feel it offers more of a focused, tangible, study compared to 

what some other literature provides. While I found an abundance of literature that 

offered lots of ideas for what drama should or could do, and lots of justifications for 

how it made a difference to writing, I found few examples of this as evidence, and 

little actual analysis or evaluation of samples. It seems to me as though it is an 

easier option to describe all the benefits of drama, rather than physically examine 

them in direct relation to examples of students’ written work; this is a gap I have 

sought to close, even if it is only achieved in a limited way.  

 

Since the completion of my study, I have ran a whole-school CPD (continuous 

professional development) session, to share my study and findings with my 

colleagues. My work was received with curiosity and interest in the application of 

drama before writing, and many left claiming they were considering new ways to 

‘ease’ students into extended writing tasks. Ultimately, this is my hope: that they, and 

other teachers of secondary school level, will find something of value in my methods 

and results, and will feel encouraged to explore the utilisation of drama within their 

own teaching, in a bid to develop and improve writing opportunities for their students.  
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Appendix 1 
Parental consent and student opt-in letter 

 

Dear Parent or Guardian, 

 

My name is Miss Cornwell and I am your son/daughter’s English teacher for the current 

academic year. I am writing to request your permission to allow your son/daughter to be 

involved in a research project I am carrying out this year, as part of my Masters of Teaching 

degree at the Institute of Education, London.  The class has been briefed on this already and 

your child has expressed an interest in participating. 

 

My research will lead to a dissertation that explores whether or not drama activities have an 

impact on extended, creative writing skills in KS3 English. For the purpose of this study, I 

use the term ‘drama activities’ to refer to a practical exploration of literary texts. Drama 

activities can vary from role-play scenarios, to hot-seating, to interacting with props/costumes 

or sound, to writing in role as a character. They can be short ten minute activities, or may last 

longer. It does not mean students are preparing something for presentation to an audience, as 

they might be in actual drama lessons.  

 
Previous researchers have made a start in looking at the connections between drama and 
creative writing, particularly in relation to increasing confidence, creativity and emphasis 
with characters within a literary text; this is of particular significance to our class as we are 
studying a class novel and a play, during the next two terms. It is important to note that your 

child’s English lessons will not be in anyway affected because of this project. We will still be 

completing the same units of work over the rest of the year and assessments will still be 

undertaken and marked in the same manner, using the English department’s KS3 marking 

criteria.  
 

The process of my study includes collecting questionnaires on students’ opinions of drama 

and their opinions of it being used in the English classroom, to support their progress in 

English. I will be running short, audio-recorded interviews/group discussions, and comparing 

examples of your child’s written work, before and after drama activities have been 

implemented, to see if there is any development or change in creative writing skills. 

 

Please note that your daughter/son’s participation is completely voluntary and your (or their) 

consent may be withdrawn at any stage of the research, even if you consent at the start. This 

applies until my project deadline, 1
st
 September 2016. A withdrawal of consent will mean 

any evidence/research based on that student will be entirely withdrawn from my study and, 

where possible, destroyed. If you do not want your child to be involved in the project, please 

complete and return the form below, by the 15
th

 March. If you do not return the form, I will 

assume that your child can be involved in the research project. I will be commencing my 

research, on the aforementioned date. However, should the form be returned to me after this 

date, I will automatically discard all gathered evidence/information provided by your child. 

 

In my dissertation, some of their work may be visible and discussed, along with the answers 

to their questionnaires and their responses to the interviews. However, it will all be made 

anonymous and your child will never be referred to by either their first, or second, name. 

Likewise, the school and class (8W3) will also remain anonymous. However, for the sake of 

the project, my name will be disclosed, as will the fact I am undertaking this study with year 

8 students.  
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All my findings will be available in a summary once the research is complete. This summary 

will be accessible to any student and parents who are interested. This research may be used to 

help support the school’s policies on extended writing and promoting literacy skills. Should 

you wish to see any of the collected data or evidence of findings for your child only, please 

do not hesitate to ask. 

 

If you would like any further information, at any point during my research project, you can 

contact me on 01702 202571 (ask for Miss Cornwell) or email me at 

ncornwell@greenswardacademy.org. 

 

Many thanks for your time and support. 

 

Kind regards, 

 

 

 

Miss Cornwell 

 

Teacher of English 

 

 

 

 

Please complete and return this slip to Miss Cornwell by 15
th

 March 2016, if you do 

NOT want your son/daughter to participate in this research project. Evidence will be 

collected as of this date. Should you withdraw consent after this date, please return the 

form at your earliest convenience, and all evidence provided by your child will be 

withdrawn.  

 

Name of student:    Tutor group: 

 

I do NOT want my son/daughter to be involved in this research project about how drama 

activities could be used to develop extended, creative writing skills. 

 

Print name: ___________________ 

Signature: _____________________     Date: _____________ 

 

 

Please note: If this form is not returned, I will assume you are happy for your 

son/daughter to participate in this research project and that permission has been given.  

 

 

 

Student consent: 

 
‘How might drama activities support pupils’ extended creative writing?’ 

Please complete and return this slip to Miss Cornwell by 15
th

 March 2016, if you are 

happy to be involved in the aforementioned research project. Evidence will be collected 

as of this date. Should you withdraw consent after this date, please inform Miss 

mailto:ncornwell@greenswardacademy.org
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Cornwell at your earliest convenience, and all evidence provided by you, will be 

withdrawn.  

 

Name of student:    Tutor group: 

 

I am happy to be involved in this research project about how drama activities could be used 

to develop extended, creative writing skills and give permission to take part. 

 

Print name: ___________________ 

Signature: _____________________     Date: _____________ 
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Appendix 2 
Critical-friend consent and opt-in letter 

 

 

Dear colleague, 

 

My name is Natasha Cornwell and I work for Greensward Academy in Hockley, in the 

English Department. 

 

I am writing to request your permission to participate in a research project I am carrying out 

this year, as part of my Masters of Teaching degree at the Institute of Education, London. My 

research will lead to a dissertation that explores whether or not drama activities have an 

impact on extended, creative writing skills in KS3 English. As a direct result of teaching both 

English and drama, I have noticed that the extended, creative writing tasks that have taking 

place after (or during) drama activities, have consequentially been more advanced technically 

and incorporate a wider range of literacy skills (imagery, sensory language, sophisticated 

vocabulary e.g.) so I would like to examine this further by conducting a research project with 

my 8W3 English class, over the course of the next two school terms.  

 

I am very aware that I hold a strong degree of favouritism towards drama; I automatically 

look for the positive impacts it has on writing and therefore ultimately expect to find them. It 

may be the case that I am choosing to disregard examples where such activities are not 

actually influencing students’ writing in any manner, or possibly even instances where the 

drama is hindering their writing progress, rather than promoting it 

 

To try and overcome bias opinions and influences, and due to your extensive subject 

knowledge and experience in teaching English, I would like to invite you to act as my 

research study collaborator. This will involve you examining pieces of written work produced 

both before and after drama, and giving your comparative comments regarding them, via 

fortnightly conversations with me. You will not be informed as to what work is pre-drama 

and what work is post-drama, nor will you be told the names of the students’ work you are 

looking at. If we could also arrange a suitable time for you to observe the class, during a 

drama activity that precedes an extended writing task (so you can comment on how you 

perceive engagement) it would be of extreme benefit to my research. Please note: our 

discussions may be audio-recorded so I can create transcripts to refer to in my dissertation. 

These transcripts will be shared with you beforehand, so you can make any amendments you 

feel are necessary.  

 

In my dissertation, some of the students work may be visible and discussed, along your 

comments and findings. While your role as a fellow English colleague will be shared, 

anything you provide will be completely anonymous and at no point will you be referred to 

by either your first, or second, name. This is also the case for the school and all students’ 

whose parents have given voluntary informed consent to partake in the study. However, for 

the sake of the project, my name will be disclosed. 

 

All my findings will be available in a summary once the research is complete. This summary 

will be accessible to any student and parents who are interested, and also to you. This 

research may be used to help support the school’s policies on extended writing and 

promoting literacy skills. If you are happy to be involved in this project, please complete and 

return the form below, by the 15
th

 March. I would also ask that you sign to say that you will 
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not share any information/data/written work with others, outside of this project, to protect the 

anonymity of all students involved. Should you wish to remove yourself from the process at 

any given point in time, please hand me written confirmation and I will automatically discard 

all gathered evidence/information provided by you. Your participation is completely 

voluntary and your consent may be withdrawn at any stage of the research, even if you 

consent at the start. This applies until my project deadline, 1
st
 September 2016. A withdrawal 

of consent will mean any comments or findings that you share with me, will be entirely 

withdrawn from my study and, where possible, destroyed.  

 

If you would like any further information, at any point during my research project, you can 

contact me on 01702 202571 (ask for Miss Cornwell) or email me at 

ncornwell@greenswardacademy.org. 

 

Many thanks for your time and support. 

 

Kind regards, 

 

 

 

Miss Natasha Cornwell 

 

Teacher of English 

 

 

Please complete and return this slip to Natasha Cornwell by 15
th

 March 2016, if you DO 

want to participate in this research project. Evidence will be collected as of this date. 

Should you withdraw consent after this date, please provide me with written 

confirmation and all evidence/input provided by you will be withdrawn.  

 

I am happy to act as a research study collaborator in this research project about how drama 

activities could be used to develop extended, creative writing skills. 

 

I also agree and consent to ensuring that the anonymity of all students involved in the study is 

endorsed at all times, both during and after the research study. 

 

Print name: ___________________ 

Signature: _____________________     Date: _____________ 

 

 
 
 
 
 
 
 
 
 
 
 
 

mailto:ncornwell@greenswardacademy.org
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Appendix 3: 

Research Timeline 

(All dates refer to 2016) 

 

21
st
 March – 18

th
 April: Reading of ‘Stone Cold’ by Robert Swindells and completion 

of usual SoW. Completion of pre-drama written work: ‘Diary of a 

Homeless Person’ took place during this time period (left unanalysed 

at this point).  

 

19
th

April:  Completion of drama workshop (observed by Emma Green*) 

Post-drama written work: ‘Diary of a Homeless Person’ (left 

unanalysed at this point).  

 

20
th

 April: Discussion with Emma Green regarding drama workshop 

 

25
th

 April:  Questionnaires 

 

3
rd

 May: Focus group discussions 

 

4
th

 May – 20
th

 May: Analyse of all data collection, including in-depth analyse of students 

work. 

Interval discussions regarding data results with Emma Green.* 
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Appendix 4 
TiR drama activity script 

 

Narrator: spoken in own voice (though pace and volume varied) 

TiR: Spoken through varied voices/accents/dialects 

 

Narrator: You have been in London for three days now. The only possessions you 

have with you are an apple core, a chocolate bar, an old cigarette box which you 

store any money in - you currently have £1.53 – and a small sleeping bag. You carry 

these items round in a backpack. You know that if you lose it, you will be in serious 

trouble. It is January and the air is bitterly bleak. You are as frozen as the artic and 

are anxious for what the future may bring. You know that it is time to beg for money 

again so you position yourself in a busy street and wait for any passers-by, 

sometimes asking for help. 

 

TiR: (Perform a range of reactions: ignoring, offering help, walking right away, telling 

them to sort their lives out etc.) 

 

Narrator: One particularly pleasant looking lady walks by with a young child but 

when you dare to ask her for help, she says: 

 

TiR: Don’t look at them. Don’t touch them. Don’t go near them. You don’t want to 

end up like that do you? Make sure you are sensible and make the right choices and 

you won’t have to.  

 

Narrator: After an hour of frantic begging, a police man arrives and says: 

 

TiR: I’m sorry. We’ve had a complaint from the business owner. You cannot stay 

here. You’ll have to move on. 

 

Narrator: You desperately try to find another suitable place to ask for money. No 

place looks friendly. Everywhere you turn, you are met with stares and glares from 

those around you. After finally settling down, you feel a slight drip of water. Then 

another. Then another. Suddenly, the heavens open and, like water bursting from a 
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dam, the rain hammers down on top of you. You have no coat. No umbrella. Rapidly, 

you dash for the nearest shelter you can find, an empty doorway to a house, with a 

porch roof jutting out. You sit there, shivering from the bitter, ugly cold. Just as you 

think you are safe, you hear the loud, growling sound of another homeless kid. 

 

TiR: GET OUTTA MY SPOT. GO. GO. THIS IZ MY PLACE.  

 

Narrator: As fast as flash of lighting, you move. The boy looks terrifying and you 

don’t want to get in his way. Before he goes, he sees you are wearing a watch. The 

watch that was given to you by your mum. It’s the last thing of any real value that you 

own.  

 

TiR: Nice. I’ll ave that. Giz it to me. NOW! 

 

Narrator: The despicable, abhorrent boy grabs your wrist and roughly removes the 

watch. As you run away, you hear him laughing wildly behind you. 

 

TiR: HAHAHAHAHAHA 

 

Narrator: As millions of needles of rain splash your face, you feel the tears start to 

arrive. You are inconsolable. Devastated. What are you to do now? It is at this point 

you notice that you can hear a low rumble of thunder. A storm is growing. You must 

get out of the rain. Miserably, you wonder down an alley way and find some rubbish. 

You quickly make a little den from the rubbish, to protect you from the rain. As you sit 

there, waiting, you have never felt so forlorn or isolated in your life. To try and cheer 

yourself up, you take out your ‘money box’, the old cigarette packet. You count how 

much money you made from your begging session earlier…53p. How can that be 

all? Gloomily, you hear footsteps appear and then a kindly voice that says… 

 

TiR: Your poor thing. You are soaking. Why are you out here? Here. Take this. I 

wish I could do more for you.  
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Narrator: A £10 note is pushed into your hands. You can hardly express your 

gratitude enough. You are elated! It doesn’t last long…another set of footsteps 

arrive. Suddenly, a tall, stern looking policewoman walks up to you and says 

 

Tir: Sorry Sir. It’s not hygienic to be sitting in this rubbish. Move along please. Try 

the hostel down the road. 

 

Narrator: The police woman walks on without so much as looking back. You know 

the hostel will be full. It always is. There is no point trying there. Quickly, you rush out 

into the rain, shivering from the frosty bite of the rain and wind, and into yet another 

doorway where a deep voice quickly grumbles: 

 

TiR: On ya bike newby. Shoo. 

 

Narrator: You rush to the next nearest doorway but see that it is already 

occupied…so you decide to move on yet again. At this point, you are drenched from 

head to foot. Finally, you find a suitable place to sit and catch your breath. You put 

your hands in your pocket to try and warm your hands up…and find that you 

precious £10 note is missing. You glance around frantically, looking for where it 

might have falling out. Another homeless boy is standing nearby. He grins at you and 

says… 

 

TiR: Looking for this? Tough luck. Mine now so cheers mate. 

 

Narrator: He runs away into the mist of the rain and disappears with your money. 

You are livid. You feel the anger boiling in your blood like fire. That was your money. 

How dare they take it? But…what else can you do? Just as you are about to break 

down into tears, you hear yet another voice. You don’t even need to look up to know 

it’s the police. 

 

TiR: Sorry. On your way please. 

 

Narrator: You know there is no point in arguing. And no point in telling them about 

your money or watch. They wouldn’t care. You move on without a word. You finally 
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locate an empty spot and settle down. It’s a few hours of shaking and shivering 

before the storm finally passes and you venture back onto the streets. There aren’t 

many people around now. As you pass a few, you decide to see if anyone will offer 

you any money.  

 

TiR: (Perform a range of reactions: ignoring, offering help, walking right away, telling 

them to sort their lives out etc.) 

 

Narrator: Finally, you place yourself on a park bench. It must be late. Nearly 

midnight maybe? Though you now have no way of knowing. It’s dark and frosty. You 

can see your warm breath as it flies into the air. You lie, looking up to the sky. You 

are desperately tired and sleep will not come to you. So instead, all you can do is 

listen to the sounds of the night. You are nervous. They seem so frightening and 

intimidating, out here all alone. You have never heard an animal that sounds like 

that. What if someone is watching you? There are footsteps in the distance. Are they 

coming closer? … What was that? 
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Appendix 5 

Term 4: Year 8 Writing Assessment Criteria 

 

 

 

 

 

 

 

 

- 
Emerging 

+ 

 Vocabulary is basic 

 Sentences are repetitive but mostly accurate 

 Writing may not always suit the style and purpose 

 Punctuation and paragraphing is attempted but often 
incorrect 

 Grammar can obscure meaning 

 Homophones are regularly incorrect 

 Overall writing is basic 
 

- 
Developing 

+ 

 There is an attempt at a widening range of vocabulary 

 The writing has attempted to hit the purpose 

 There is some variety of sentence structures, but there is still 
repetition of sentence structures at times 

 SPAG errors are infrequent 

 Paragraphs are used, although not always effectively. 
 

- 
Secure 

+ 

 Techniques are used with increasing consistency throughout 
the work 

 Vocabulary is expanding 

 A variety of sentence structures with accurate basic 
punctuation especially with regard to the use of commas. 

 Spelling errors are more frequent in ambitious vocabulary 

 Grammar is accurate. 

 Writing is fluent, suitable for the task 

 Appropriately paragraphed. 
.  

- 
Mastery 

+ 

 Ambitious vocabulary is used throughout 

 SPaG is used to manipulate the reader throughout 

 A full variety of sentence structures are used for effect 

 Content, audience and purpose are entirely suited to the 
writing 

 Structure is used to manipulate the reader. 
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Appendix 6 

Questionnaire: year 8 

 

On a scale of 1 -10 (1 = strongly disagree, 10 = strongly agree), answer the following 

statements: 

 
1) “I think drama/drama activities are an important part of our learning.” 

 

1     2     3     4     5     6     7     8     9     10 

 

Explain why you circled this number: 

 

 

 
2) “I enjoy completing drama activities in the English classroom.”  

 

1     2     3     4     5     6     7     8     9     10 

 

Explain why you circled this number: 

 

 

 
3) “I think drama activities should sometimes be used in English lessons.” 

 

1     2     3     4     5     6     7     8     9     10 

 

Explain why you circled this number: 

 

 
4) “I find creative writing (e.g. story writing) easy.”  

 

1     2     3     4     5     6     7     8     9     10 

 

Explain why you circled this number: 

 

 
5) “I think drama activities can help our creative writing improve in English lessons.” 

 

1     2     3     4     5     6     7     8     9     10 

 

Explain why you circled this number: 
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6) Which of these do you think are examples of drama activities? Colour the boxes.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

7) If you had a go at some of the above activities before completing a piece of creative 

writing, do you think it would help make your writing better? Please circle: 

 

 

YES   NOT SURE  NO 

 

 

Explain your choice: 

 

 

Name:  

Your answers will be used to construct a discussion with myself and some of your peers. If 

you do not wish to be a part of the discussion, you may choose not to leave your name. 

 

Thank you for your answers. 

 
 
 
 
 
 
 
 
 

Writing in role as a 

character e.g. diary 

entries/letters/stories 

Listening to /working 

with pieces of 

music/sound effects 

Hot seating/interviewing 

characters 

Acting in role as someone 

else 

The teacher acting in role 

as someone else 

Undertaking a class 

investigation (e.g. what 

happened to Ginger?) 

Creating a performance to 

present to an audience 
Speaking and listening 

activities  

Pretending you are 

somewhere other than the 

classroom e.g. a crime 

scene or a forest 

Creating still 

images/freeze 

frames/photographs 

Using stimuli in lessons: 

e.g. examining a bag 

containing a character’s 

possessions or reading a 

character’s diary entry 

Role on the wall: writing 

all our ideas of what a 

character may be like, on 

the board (as we did with 

‘Ginger’) 

Good angel vs. bad angel OR 

Conscience alley: where half 

the class tries to tempt a 

character to do something 

good, and the other half tempt 

them to do something bad.  

Listening to/working 

with pieces of 

music/costume/props Working with costumes 

and/or props 

Writing scripts between 

different characters  

Exploring what happens 

to a character 

before/after a story Reading a play script 

Giving each character a 

unique voice when 

reading a story out loud 
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Appendix 7 
Results from questionnaire 

 

 
1: It helps us get a good understanding 
2: It lets us experience the pain 
7: It builds up confidence 
9: Drama is more fun therefore I remember more of the lesson 
13: I enjoy it but if you do it too much, you lose the aspect of English and drama based work 
16: It would only be important if you wanted to be an actor” 
19: It puts you in situations and also gives you new feelings towards it and a different perspective 
21: You can learn by not doing drama 
24: It shows you what it’s like in their shoes 
25: If we use drama we understand how the characters feel 
26: It gets us moving around 
28: You would need to learn other things as well. 
29: It won’t really do anything and won’t help us with our future 
30: It isn’t unless you want to be an actor 

0

1

2

3

4

5

6

7

1 Strongly
disagree

2 3 4 5 Neither
agree or
disagree

6 7 8 9 10 Strongly
agree

Q1) “I think drama/drama activities are an 
important part of our learning.” 

 

Boys (17) Girls (6)
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2: It’s a good way to learn while having fun 
4: More realistic (using tables for shelter) 
7: Sometimes it isn’t the same as drama drama 
13: It’s a different way to learn 
14: It’s sometimes tight and we have to move tables 
16: You put the pens down which helps me more 
21: Getting moving is better 
27: I like additional drama classes 
28: It’s better to do than others things 
29: I find them pretty boring 
30: I always remember 

 

 
2: It’s a good way to express feelings 
4: practical helps you learn more 
5: It helps people write better pieces of work 
9: It makes me want to pay 110% attention 

0

1

2

3

4

5

6

7

1 Strongly
disagree

2 3 4 5 Neither
agree or
disagree

6 7 8 9 10 Strongly
agree

Q2) “I enjoy completing drama activities in the English 
classroom.” 

Boys (17) Girls (6)

0

1

2

3

4

5

6

1 Strongly
disagree

2 3 4 5 Neither
agree or
disagree

6 7 8 9 10 Strongly
agree

Q3) “I think drama activities should sometimes 
be used in English lessons.” 

Boys (17) Girls (6)
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13: It’s a good way to learn but not for revising 
14: We get to relive the story 
17: It depends what the topic is 
24: It helps to think about what situation they are in 
25: If there are not drama activities we won’t understand how the character feels 
27: I wouldn’t want it every lesson but most of the time 
29: They are two separate lessons and English is more important to learn 
30: It can make more sense when acting out something 

 
 
 
 
 
 
 

 
 
1: I like to put my own twist on stories 
4: By doing practical I have a good imagination 
5: When I did the homeless activity it made me have more of an idea of what it is like to be homeless. 
14: I have to get into it to get ideas 
16: It’s easier when you can imagine 
17: Sometimes you can’t think 
18: Creating stories is easy. It’s the techniques that are annoying. 
29: It’s very easy to me 

 
 

0

1

2

3

4

5

6

7

1 Strongly
disagree

2 3 4 5 Neither
agree or
disagree

6 7 8 9 10 Strongly
agree

Q4) “I find creative writing (e.g. story writing) 
easy.”  

Boys (17) Girls (6)
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1: It makes us think more about working 
2: We can now describe our feelings for different parts 
4: It gives you ideas 
5: I remember more things of how we acted the topic out and how I felt 
9: We would focus more on what we were doing 
12: It gives us an idea what it’s like to be in that situations to give us some more ideas 
13: It lets you think outside the box and opens up your mind and is more fun 
14: I can brainstorm from it and it’s helpful a lot 
16: You feel like the characters 
18: More story features 
19: It gives us more feeling on the view we are doing it from. 
21: Say if you couldn’t do similes or adjectives, it wouldn’t really help you. 
24: It shows what it’s like there so it gives you more words to describe it 
26: It helps knowing what it was like to be in certain situations in life 
27: Drama based skills are normally creative as well as creative writing so I think the more drama we 
do the more I think that I will do well in creative writing. 
29: It can help with our creative ideas of how you will plan the story but it is completely useless for the 
rest of the subject. 
30: When we were pretending to be homeless we knew what it would be like for real homeless people 
and we can describe this in our assessment. 

 

0
 

0
 

1
 

1
 

0
 

0
 

1
 

7
 

4
 

3
 

0
 

0
 

0
 

0
 

0
 

0
 

1
 

4
 

0
 

1
 

Q5) “I THINK DRAMA ACTIVITIES CAN HELP 
OUR CREATIVE WRITING IMPROVE IN ENGLISH 

LESSONS.”  

Boys (17) Girls (6)
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Students had varying ideas and preconceptions on what drama activities were. 
Every box was selected by a student at least once. 
 

0 5 10 15 20

Writing in role as a character e.g. diary…

Listening to /working with pieces of music/sound…

Hot seating/interviewing characters

The teacher acting in role as someone else

Acting in role as someone else

Undertaking a class investigation (e.g. what…

Creating a performance to present to an audience

Speaking and listening activities

Pretending you are somewhere other than the…

Creating still images/freeze frames/photographs

Using stimuli in lessons: e.g. examining a bag … 

Role on the wall: writing all our ideas of what a … 

Good angel vs. bad angel OR Conscience alley

Listening to/working with pieces of…

Working with costumes and/or props

Exploring what happens to a character before/after a…

Reading a play script

Writing scripts between different characters

Giving each character a unique voice when reading a…

Q6) Which of these do you think are examples of drama 
activities?  

Girls (6) Boys (17)
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1: It gives you a good perspective  
2: My story or writing will be more unique  
4: If you do that then you’re in their shoes and would be really easier to explain 
5: You get to feel like the character you are writing as. Also you get more ideas and better sentences 
to write.  
7: It depends what we do. If it’s talking in role as someone else or pretending it isn’t a classroom then 
yes. 
9: Because we are more refreshed with information and I am ready and expecting of the test so I find 
it easier. 
12: These will help us get an idea of what our characters are like so they are easier to work out. 
17: You are still learning at the same time. 
19: It helps us give a new understanding on how they feel and you can use how you feel in the work. 
21: You kinda know how your character feels if you act it out. 
24: We can go more in-depth with description.   
25: We would understand how they truly feel in their surroundings and other things like that. 
26: I would really enjoy doing some of those activities above as they would really help my learning. 
27: You really get to experience what they’re like. 
28: I think yes because you are able to play a role to help your writing. 
29: It depends what kind of creative writing you’re going to do so I’d say 50/50. 
30: It depends on if you like drama because if you like it then you will enjoy it and do well but if you 
prefer to do writing, you could do well on it alone.   
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Appendix 8 

Part-transcripts of discussion groups 
 

Discussion group 1 

Students: (2), (12), (18), (25) 

 

Me: Thank you for your feedback. It was really interesting reading. I’m going to start 

off with a generic question for you all. If you look on the back of the questionnaire, I 

asked you to highlight which activities you thought were drama based. What would you 

say if I told you that every single one of those could be drama?  

 

2: All of them? 

 

Me: Yes. Does that surprise you? There is no right or wrong.  

 

2/25: Yeah 

 

Me: Yeah? Which of those would you look at and say ‘no way that’s drama?’ 

 

25: Uh…the writing ones cause it’s writing.  

 

Me: So you think drama can’t be writing? 

 

25: Yeah I guess.  

 

18: Yeah I would say writing isn’t drama cause that’s English. 

 

Me: That’s interesting to hear. Okay, 25 in your questionnaire you mentioned you liked 

learning about surroundings…just here…what do you mean by that. 

 

25: Like with Link when we explored the surroundings he might have felt it was interesting 

to think about what he was doing and seeing. 

 

Me: Is that linked to the activity we did in class. 

 

25: Yeah that was fun. 

 

Me: That’s lovely to hear. 12, you had a similar idea because you mentioned being in 

their situation. You said by acting their situation you understand what they are going 

through. So what do you think…what did you think of that drama activity?  

 

12: Before the assessment? 

 

Me: Yeah. 

 

12: It helped me because we saw what it might be like for Link. It makes you 

understand…like what’s going on around him and all that. It made me think about his 

feelings. 
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Me: What possible feelings did it make you think about?  

 

12: Um hopelessness.  

 

2: Yeah and anger. 

 

25: Cause you thought about how people ignored you or was rude to you.  

 

Me: And would you say you pulled that across in your writing after at all? 

 

12: umm maybe.  

 

Me: That’s fine. 2, this leads on to you…what feelings did you get, because you 

mentioned feelings a lot in your questionnaire too. 

 

2: That activity showed us how Link was feeling and how sad he was. It just made us really 

think about how he was feeling and how hard it was for him to try and stay positive. 

 

Me: Do you think you used that in your writing? 

 

2: It made my writing more unique cause I could focus on what he did and felt like in more 

detail and cause I could kind of feel his feelings it helped me to write them down.  

 

Me: I like when you said ‘unique’. Do you think the drama helps your work to be 

different to everyone else’s then? 

 

2: Well we all did the drama differently and acted differently and I know that I wrote about 

what I did and that way I don’t think anyone else will have the same…follow the same ideas 

cause they experienced it differently 

 

Me: Ummm…every one…well near enough everyone here mentioned fun. Do we think 

drama creates fun in the classroom? 

 

All: Yeah/yes 

 

25: It makes us like want to learn it. 

 

18: It makes the work better and not as boring so we listen more 

 

12: When you do drama you get more into it and if you’re more into it you like wanna be a 

part of it 

 

Me: Like, if you want to do something, then you are more likely to do better? 

 

All: Yeah 

 

Me: How did you feel about that writing assessment? Did you sit down thinking ‘oh no’ 

or did you feel quite confident?  
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2: For my assessment I did better than the last one cause I knew what to write and I felt really 

confident. Like, I knew what I was writing about and where to take it so I was really 

confident yeah. 

 

25: I felt…more confident that I usually do. 

 

12: Yeah I knew what to write about cause of what we did. 

 

18: I used more emotive language cause I felt it already rather than just had to think about it. 

 

Me: That’s really useful. Thank you very much.  

 
 

Discussion group 2 

Students: (27), (13), (30), (1), (19) 

 

Me: Thank you for your feedback from the questionnaires. Now, on the back –13 I 

know you didn’t complete this side - but I asked you to show me which activities you 

thought were drama based. If I told you that every single one of those could be drama, 

how would you respond? 

 

19: Like, all of them? 

 

Me: Yeah. What would you say? … (after silence) are there any there that you would 

look at and say ‘that’s not drama’? 

 

27: Maybe writing our ideas.  

 

Me: Writing. Okay, why? 

 

27: Cause that’s not what I would associate with drama. 

 

Me: You would more place that in the realm of English? 

 

13: Yeah 

 

Me: 30, what do you think, because you didn’t highlight that many did you? 

 

30: No – I didn’t really think any were drama apart from acting out cause that’s what we do 

in drama. 

 

19: Yeah I think the ones we aren’t actually using or doing anything, aren’t drama. 

 

Me: So do you associate drama with ‘doing’? 

 

19: Yeah…yeah… ‘doing’ or ‘saying’. 

 

Me: Just of interest then, you didn’t pick speaking and listening as a drama exercise on 

that page. Why not? 
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19: Cause if you are just talking as you, that’s not drama. You need to be putting on a voice 

or speaking or thinking like someone other than you for it to be drama. Otherwise it’s just 

speaking…you must be speaking as someone else. 

 

Me: I hadn’t considered that myself; thank you. 30, you did pick that one. Why was 

that? 

 

30: Cause you have to like listen to other people and take ideas from them to develop your 

own and stuff. Plus you speak a lot in drama as you use your voice. 

 

Me: 13, you made an interesting comment because you said drama helped you to think 

outside the box. What did you mean by that? 

 

13: It helps with ideas cause you can do whatever you like and this means you think outside 

the classroom. I forget I’m there…or forget I am in school for a few minutes. Which is good. 

 

1: Yeah it makes me think more about the characters. 

 

Me: When you say it, what do you mean? 

 

1: That drama activity when we moved around the room and pretended we were homeless 

people and you were shouting at us to move on.  

 

Me: Did we enjoy that activity? 

 

1: Yeah 

 

19: Yeah I did. 

 

13: It developed our confidence. 

 

19: Instead of trying to imagine from the book it sort of put us in the situation so we could 

see how Link felt about it. 

 

27: It gave us an image of the book that we could use. It’s good cause we get to experience it 

first hand. When you watch a video or read you can say ‘oh yeah I know what it’s like’ but 

when I experienced it myself that makes it better. 

 

Me: Lovely. Okay for question for everyone. That last written assessment…how did you 

feel when you sat down to write that after the drama? Terrified? Excited? Confident? 

Worried? Normal? 

 

13: I was actually kinda confident.  

 

1: I was alright. 

 

30: I was still nervous but I knew what I was going to write about so it wasn’t too bad.  

 

1: It didn’t feel like normal writing cause I had tonnes of ideas with what to include. 

 



96 

 

Me: Would you say the drama helped you at all then? 

 

1: I would say yes because I wasn’t writing as me and that meant I could be more creative 

and also I used some of the ideas like how frustrating it was to have to keep moving and how 

annoying it was when someone robbed the money 

 

27: Yeah I got well angry at that. Especially after we had to beg for it for literally ages. 

 

Me: You cared about the money? Even though you knew it wasn’t real. 

 

13: Well yeah because it was our money and we had worked for it in the drama. 

 

Me: Thank you very much boys. That’s been really fascinating to listen to.  

 

 

Discussion group 3 

Students: Matthew* (17), (24), Oliver* (9), Frank* (29) (16) absent from discussion 

 

 

Me: Thank you for responding to the questionnaires. First of all, if you look on the back 

of the questionnaire, I asked you to highlight which activities you thought were drama 

based. Out of curiosity, what would you say if I told you that each one of those could be 

drama? 

 

24: Oh 

 

17: Really? 

 

9: Oh. 

 

24: I wouldn’t have thought it cause I wouldn’t think writing is a main thing in drama. 

 

29: I think drama is acting and speaking and thinking but not writing. 

 

17: How does that work though? Writing as drama? 

 

Me: The reason some people might claim its drama is because the statement says you 

are writing in role. So you are putting yourself in the mind set of someone other than 

yourself. So PEEFWE writing for example isn’t drama, but when you are asked to 

imagine that you are somewhere or someone else, it falls under the category of drama. 

 

29: Oh that makes some sense but I still think drama is acting. 

 

Me: You didn’t circle acting in role as someone else on your questionnaire? 

 

29: I must have missed that one.  

 

Me: You also stated that you thought drama and English were separate subjects and 

shouldn’t be mixed. That’s absolutely fine, I’m just interested to hear why. 
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29: I just don’t find drama enjoyable…I don’t see the point of it in English. 

 

Me: (Reacting to another student’s response) No that’s fine – 9, you disagree? 

 

9: Yeah cause it’s nice to get a bit of confidence in the English lesson and drama boosts your 

confidence and if you are more…if you believe in yourself then you are gonna do better. 

 

Me: 17, what do you think? 

 

17: Yeah drama does help because it lets you imagine what it feels like. If you know what it 

feels like or what it’s like around you, you can describe it better. So it helps with describing 

words. 

 

Me: You mentioned that before in your response – can you think of any words you 

used, that you heard in the drama? 

 

17: Not off the top of my head. 

 

24: Excruciating! 

 

9: Oh..umm…that word…for lonely. But not lonely. 

 

24: Forlone?  

 

9: Yeah! That one. 

 

Me: 24, you put that you thought it helped you get into character more in your writing. 

What do you mean when you say it? 

 

24: Like you step into their shoes and can imagine what they think and feel. I felt sorry for 

Link when we read the story but I didn’t really think about what it must really be like for 

him. I still don’t think I fully understand but the drama helped a bit more and I put that in the 

diary. 

 

Me: Everyone near enough mentioned fun. Why do you think this is? 

 

29: It encourages you to learn. Otherwise you can’t be bothered.  

 

9: And it makes what we do memorable so I don’t forget it. If everything is taught the same 

way then nothing stands out for me and I lose focus and concentration.  

 

24: I think it’s a more enthusiastic way of learning.  

 

Me: Thinking about that class activity we did where you were all homeless and there 

was lighting and sound effects and I was acting as police and other characters 

 

9: Oh yeah… 

 

Me: Would you say that activity helped you with your writing? Was there anything you 

used? 
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29: I was disappointed with my mark so not really. I think I didn’t do very well and wanted 

better but I didn’t really use much from the drama activity I don’t think. 

 

17: I used the idea that we kept getting moved on all the time and that sort of happened in 

every paragraph.  

 

Me: Would you have done that, without the drama? 

 

17: No probably not 

 

9: Yeah I…I used some sound effects in my writing. I mean like when we did the drama we 

heard lots of chatting and coughing and laughing from people around us so I put that in my 

writing. You wouldn’t have really known the sounds if you hadn’t played them to us. I put 

that they were the reasons my character couldn’t get to sleep. 

 

Me: Thank you very much indeed.  

 

 

Discussion group 4 

Students:  (21), (28), Molly* (5), (4) , (20) 

 

Me: Thank you for responding to the questionnaires. First of all, if you look on the back 

of the questionnaire, I asked you to highlight which activities you thought were drama 

based. What would you say if I told you that every single one of those could be drama? 

 

20: (Gasps) Is it? 

 

Me: In some way. Yes. 

 

20: Really. Oh wow.  

 

Me: Why does that surprise you? 

 

20: Cause some of them are so different to what we do in normal drama lessons so I wouldn’t 

think they were. 

 

4: Writing isn’t drama I thought. 

 

21: I thought drama was just acting and that was it. Like I like it but I didn’t think the rest 

were anything to do with it.  

 

5: Normal drama lessons are about making up a scene and showing it to the audience. 

 

Me: So, 28 you put that you thought drama helped you to be more creative. Why did 

you put that? 

 

28: When we did the acting it helped me learn more about Link’s character and how he might 

change emotions. Like at one point I was really happy when we found the money and when a 

stranger gave us gave us money but then I was cross when someone peed on us. I thought it’d 
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be funny. I mean it was but also I was cross cause it wasn’t nice imagining it. So it made me 

think more about homelessness. I knew it can’t have been easy or nice but then I think that 

there is a lot I didn’t consider. 

 

Me: Thank you. 21, you put something that trigged my interest a lot cause you put that 

you thought drama could be helpful in some cases but you didn’t think drama could 

help with using better words like adjectives. Why do you think that? 

 

21: Cause I wouldn’t think like…putting us in his shoes, would give us new language to use. 

 

5: But when she was narrating she used some words that were new like…‘abhorrand?’ 

 

Me: Abhorrent?  

 

5: Yea and I used some of them in my work. 

 

28: And you might get more words like feelings and stuff. 

 

Me: 4, you mentioned how you thought drama gave you new perspectives. Why do you 

feel that is important? 

 

4: I said that cause you can’t really stereotype…stereotype homeless people or like judge 

them when you don’t know what they have been through. It’s easy to look at homeless people 

and decide they are a waste of … taking up space and being annoying but when you’ve been 

them you get a new idea of what it’s like. You get feelings. That’s why I put it cause it helped 

me use that. 

 

Me: Would you say that drama helped your writing? 

 

4: In some cases. It gave me a bit more inspiration.  

 

Me: Okay, now in the results lots of people mentioned something along the lines of 

drama makes lessons more enjoyable. Why do you think that’s important? 

 

20: I normally find English quite hard but because you have started putting in drama, I like 

drama and it makes the English side more interesting and that way I remember more.  

 

28: Yeah you have more control in drama and get more choice on what to do. 

 

Me: Is that important? 

 

28: Well yeah cause otherwise you get a bit annoyed at being told what to do all the time. 

And drama just wakes you up…pumps you up and gets you ready for work and stops you 

doing the same thing 

 

Me: Does boredom come from repetitiveness then? 

 

21: Yeah things should be different. If you…if you were like…having fun and then you 

would remember it. If it’s boring then you would not remember it. Drama makes you 

remember.  
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Me: Would you say drama is useful in the English classroom, for your writing? 

 

5: Yeah. 

 

28: Yes and it prepares you. 

 

4: In some cases but I think I got held back because I didn’t use a range of sentence structures 

and I’m not sure how drama could help me with that so it might not always be beneficial. 

Cause I didn’t use semi-colons. I was so focused on including all the stuff we did in the 

drama and all the different things that happened, I forget about punctuation.. 

 

Me: So possible, doing the drama took your concentrations off of some of the required 

English skills? 

 

4: Yea maybe. 

 

Me: Okay, thank you every one for your answers today.  

 

Discussion group 5 

Students: (26), (14) (7) (15)  

 

Me: Thank you for responding to the questionnaires. First of all, if you look on the back 

of the questionnaire, I asked you to highlight which activities you thought were drama 

based. What would you say if I told you that every single one of those has potential to be 

drama? 

 

26: I wondered actually. 

 

Me: In what way? 

 

26: Well they all seemed a bit like drama and you’re a drama teacher so I thought maybe. 

 

14: But then there is the writing and when you think of drama that isn’t what springs to mind.  

 

Me: What I found interesting, and this might sound a bit unfair, was that the girls 

actually…the girls picked more from the options. Do you think there is a reason why 

this might be? 

 

7: Maybe they misread the question. Or maybe they can’t see drama as easily.  

 

26: Maybe the boys don’t see it because they don’t value it as much. Or maybe it’s because 

girls respond better to it. 

 

Me: What makes you say that? 

  

26: I don’t know…maybe…yeah I don’t know. 

 

Me: 15, you put that drama helps you to understand. What does it help you to 

understand? 
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15: When we were doing the drama activity, I considered things I hadn’t before. Like the 

weather. And how upsetting it is when people are rude to you. 

 

Me: Is that something you felt you used in your story? 

 

15: Yeah. 

 

Me: Okay. Now, 14 you put that you like to relive the story. Why do you like that? 

 

14: Because if it’s a good book sometimes it isn’t enough to read it. And sometimes if you 

think it is a bad book, living inside the story can change your mind and make you see things 

you hadn’t seen before. And that way you see characters in a new light too because you get to 

be them or respond to them. 

 

Me: 26, you also wrote something similar as you mentioned the importance of moving 

around. Why is that important to you, in a lesson? 

 

26: Yeah cause if you are up and doing it, then you get the book more. And when you are 

moving your brain is thinking more. So when you are writing about it like we did, you feel 

like you have been inside the story and you can relate to what their life’s like. And that way 

you care more about them. 

 

Me: Do you think it’s a good thing to care about the book? 

 

15: That way you care about your writing. 

 

14: Oh that Ginger exercise at the start made me care about Ginger before we had even 

started reading the book. Was that drama? 

 

Me: The role on the wall exercise, where we created a character profile based on what 

we found inside his back pack. Yes, that’s a form of drama. 

 

14: I enjoyed that. It made meeting Ginger even more exciting and it was sad when he died.  

 

26: Me too. When I enjoy learning, it makes it easier for me.  

 

Me: Now, 7, you put that you like pretending the class room isn’t a classroom. 

 

7: Yeah! It’s easier to write when you think of yourself as not a student. I found it easier to 

write the diary entry, when I was sitting on the floor and pretending it was London. The 

sounds helped and it was uncomfortable too…my bum was hurting. 

 

14: I guess that’s what it musta been like for them. 

 

Me: Possibly, yes. Would you say that drama helps you with your writing? Especially in 

the latest writing task. 

 

14: It makes you more confident yes. 
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26: I agree with 14. It makes all the difference between looking at a sheet of paper and 

actually being inside the story cause you are made to think about it as much as you can and it 

helps with nerves and with detail.  

 

Me: Thank you very much girls.  

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



103 

 

Appendix 9 

Molly’s* work: Pre and post-drama 
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Post-drama 
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Appendix 10 

Oliver’s* work: Pre and post-drama 
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Post-drama 
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Appendix 11 

Matthew’s* work: Pre and post-drama 

Pre-drama 
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Post-drama 
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Appendix 12 

Frank’s* work: Pre and post-drama 
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Post-drama 
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Appendix 13 

Record of Formative feedback (peer-assessed) 
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Appendix 14 

Self-amendments to Proposal based on Formative Feedback 
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