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Abstract 

The present study investigates the effectiveness of the Active Learning (AL) Approach in 

developing the EFL learners’ willingness to speak. Active learning, as a learner-centered method 

that involves students in meaningful activities and collaborative tasks, plays an essential role in 

improving their confidence, motivation, and engagement in speaking activities. This research 

raises the issue of how Active Learning strategies influence students’ willingness to speak in 

English as a foreign language (EFL). It aims at exploring practical methods to enhance oral 

participation and reduce speaking apprehension among learners. The study follows the 

experimental research design, it was conducted with 2nd year licence students at the English 

department, University of Ghardaia, through the implementation of a role-play activity in oral 

expression sessions. The study is based on the qualitative approach via using individual 

interviews with the same students, as data collection tool. The results indicate that the use of 

Active Learning strategies, especially role-plays, positively influences the EFL students’ 

willingness to speak, helping them to engage more actively, overcome anxiety, and develop their 

oral competence. It is recommended that teachers incorporate such interactive strategies in oral 

expression sessions to foster speaking confidence and learner autonomy. 

Keywords: Active Learning, speaking, communicative competence, role-play, willingness to 

communicate 
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General Introduction 

 

1. Background of the Study 

The main goal of teaching English as a foreign language (EFL) is to improve students’ 

speaking abilities, especially as effective communication in English becomes increasingly 

important due to globalization. However, many students face challenges such as language 

anxiety, insecurity, and a lack of practice opportunities, which hinder their speaking fluency. 

Traditional teaching methods, which often rely on lectures and rote memorization, do not 

provide the dynamic, conversational environment needed for practice. 

    Active learning (AL), an approach that involves students in interactive, student-

centered activities, has emerged as a solution. This approach enhances student motivation, 

engagement, and learning outcomes across various subjects. However, its impact on EFL 

learners' speaking abilities, particularly their willingness to speak, is not well understood. 

Willingness to talk is a key factor in achieving fluency, but many students struggle with 

hesitation due to fear of making mistakes or concerns about grades. 

    Active learning techniques such as think-pair-share, role-play, peer teaching, debates 

and storytelling have been shown to increase student engagement, reduce anxiety, and provide 

opportunities for practice in a relaxed setting. These methods not only improve speaking skills 

but also encourage peer collaboration. Despite the growing recognition of Active Learning’s 

benefits, there is limited research on how specific strategies influence students' confidence and 

engagement in speaking activities. This gap highlights the need for more research on how active 

learning can enhance EFL learners' speaking abilities and willingness to participate. 
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      This study examines the effectiveness of the Active Learning approach in developing 

EFL learners’ willingness to speak, choosing 2nd-year Licence students at the University of 

Ghardaia as a case study. This topic has been widely discussed by researchers due to the crucial 

role of active learning techniques in fostering students’ confidence and engagement in speaking 

activities. It also focuses on the interaction between teachers and students, as well as the methods 

used in speaking classes. This research will help learners enhance their speaking and 

communication skills by promoting a more engaging and participatory learning environment, 

which encourages them to speak more confidently in English. 

2. Rationale 

    The rationale behind choosing this research topic is based on the observed lack of oral 

participation among EFL learners, despite their vocabulary background of the target language. 

Many students remain reluctant to express themselves orally due to fear of criticism, anxiety, 

lack of confidence, or insufficient motivation. Traditional teaching methods often overlook the 

learners’ emotional engagement and the importance of providing interactive learning 

experiences. 

   By focusing on Active Learning techniques, the researcher seeks to explore pedagogical 

practices that can transform passive learners into active participants who willingly engage in 

speaking tasks. Moreover, the researcher intends to offer practical insights to EFL teachers 

striving to develop communicative competence among their students through creative, 

participatory approaches. 
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3. Statement of the Problem  

  Despite the increasing emphasis on communicative competence in EFL contexts, many 

learners still exhibit low willingness to speak English inside the classroom. This reluctance 

hinders their speaking development and overall language acquisition. Therefore, the central 

problem addressed in this research is: 

To what extent can Active Learning Approach enhance EFL learners’ willingness to 

speak English in the EFL classroom? 

4. Research Questions  

This study is guided by the following research questions: 

1. What is the relationship between individual learners’ factors, such as language 

anxiety, self-confidence, and motivation, and EFL learners’ willingness to communicate in 

English? 

2. How can role-play activities affect EFL learners’ willingness to speak in English?  

 

3. What are the most effective techniques of Active Learning that can develop 

learners’ confidence and engagement? 

 

5. Hypotheses 

      Concerning the main question, the study is based on the assumption that Active 

Learning Approach can be effective for developing EFL learners’ willingness to speak English.  

In the light of the research questions, the following hypotheses are formulated: 



General Introduction 

 

  4 

1. Individual learner factors, such as language anxiety, self-confidence, and 

motivation, can play an effective role in affecting EFL learners’ willingness to communicate in 

English. 

2. The use of Active Learning strategies may have a positive impact on EFL 

learners’ willingness to speak in English. 

3. Certain Active Learning techniques, such as role-play and peer teaching, can be 

more effective for enhancing EFL learners’ confidence and engagement in speaking contexts. 

 

6. Research Objectives  

   This research aims to understand how EFL students perceive the impact of Active 

Learning activities on their willingness to speak English. In addition, it examines the specific 

active learning strategies that motivate EFL learners to improve their speaking abilities. Also, the 

research explores the challenges and obstacles that students face when practicing speaking skills 

in an active learning environment. Furthermore, it examines the role of teacher’s facilitation, 

feedback, and classroom atmosphere in supporting or hindering the effectiveness of Active 

Learning. 

 

7. Methodology  

  The present study is based the experimental method. It was conducted with second-year 

Licence students at the University of Ghardaia, English department. The researcher designed 

speaking session, incorporating Active Learning strategies, particularly role-play activity. The 

study was conducted in oral expression module with thirty (30) students. To assess the impact of 
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this  strategy, students’ performance was observed and evaluated using a grading rubric focusing 

on activeness, engagement, communication, creativity, and collaboration.  

The qualitative approach was utilized where semi-structured interviews were conducted 

with the students to gather insights into their speaking experiences and perceptions of the applied 

technique. The interview includes (10) Questions designed for fifteen (15) students with whom 

the researcher applied Active Learning technique in oral session. 

  The choice of the second-year level is justified by the fact that students at this stage have 

acquired a basic foundation of English, yet many still face challenges in speaking confidently 

and fluently. 

8. Limitation of the Study 

   Several challenges were encountered during the conduct of this research. Firstly, 

motivating all students to participate actively in speaking activities proved difficult, especially 

for those experiencing high levels of anxiety or shyness. Secondly, evaluating speaking 

performance remains inherently subjective despite the use of rubrics. Finally, the findings are 

context-specific and may not be generalized to all EFL learning environments. 

9. Structure of the Dissertation  

  This dissertation is divided into three chapters. The first chapter provides an overview of 

active learning approach as a framework for EFL classroom engagement, its theoretical 

foundations and its role as a student-centred approach. In addition, the chapter presents various 

active learning techniques and challenges encountered in implementing such approaches in EFL 

classroom. 
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  The second chapter reviews the concept of willingness to communicate (WTC). It 

covers WTC definition, the nature of speaking skill, and communicative competence. The 

chapter explores various factors that influence learner’s readiness to speak.  

  The third chapter presents the practical part of the study. It describes the experimental 

design, data collection procedures, analysis of results, and interpretation of findings. Moreover, it 

concludes with recommendations for enhancing EFL learners’ speaking abilities through active 

learning and offers suggestions for future research. 

10. Definition of Terms 

• Active Learning: Active Learning involves students doing meaningful activities and 

thinking about what they are doing, instead of just listening to lectures. It encourages 

participation through methods like discussions, problem-solving, and group tasks 

(Bonwell & Eison, 1991). 

• EFL Speaking Skill: EFL speaking skill is the learner’s ability to communicate 

effectively and naturally in spoken English when it is not their native language 

(Brown, 1994). 

• Willingness to Communicate: willingness to communicate is a learner's personal 

readiness to start talking in a second or foreign language with others in a specific 

situation (MacIntyre et al., 1998). 

• Communicative Competence: Involves understanding not just the grammatical rules 

of a language, but also knowing when and how to use language appropriately in 

different social situations (Hymes, 1972)
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Chapter One  

The Active Learning Approach: A Framework for EFL Classroom 

Engagement 

 

1.1 Introduction  
 

The conventional teacher-centric pedagogical model employed in English as a Foreign 

Language (EFL) classrooms has frequently been subjected to critique due to its constrained 

capacity to engage learners actively and cultivate substantial communication. Conversely, the 

active learning paradigm has surfaced as a vibrant and efficacious alternative, enhancing student 

involvement, collaboration, and analytical reasoning. 

        Active learning prioritizes the engagement of students in their educational journey, 

transitioning the emphasis from merely absorbing information to actively interacting with both 

the material and their classmates. By utilizing methods such as role-play, storytelling, peer 

teaching, and think-pair-share, educators provide learners with opportunities to develop language 

skills in genuine and interactive contexts. These approaches not only facilitate language learning 

but also bolster students' confidence and enthusiasm for participating in classroom activities. 

     Hence, this chapter provides detailed definition of the Active Learning Approach. 

Secondly, it presents Active Learning techniques in EFL Classroom. It will shed light on benefits 

of Active Learning in EFL Learning, challenges of implementing it and its role in building 

Confidence in EFL learners. 
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1.2 Active Learning Definition 

    The term Active Learning refers to teaching strategies to actively participate in the 

learning process by engaging in discussions, problem-solving, writing, or other interactive tasks. 

Active Learning is an instructional approach that encourages students to engage deeply with the 

learning process rather than simply listening to lectures, students take an active role in 

constructing their own understanding (Bonwell & Eison,1991). Bonwell & Eison (1991) 

emphasized: “In the context of the college classroom, active learning involves students in doing 

things and thinking about the things they are doing.” (p.2). Furthermore, Active Learning 

involves students actively participating in class rather than simply listening. This approach 

focuses on developing students' skills through activities and involvement, rather than merely 

giving knowledge. 

      Zireva (2022) defined active learning as an educational strategy that directly involves 

students in the learning process. This strategy is consistent with the assumption that: 

Active learning is an approach employed by the educator which 

actively engages the learners as participants in their learning. The 

learners who are active find learning more interesting and 

meaningful when new knowledge, skills and attitudes are 

contextualized to their previous experiences and what they are to 

experience in the immediate future (p. 28). 

     In this context, active learning in this case not only considers what is being presented to 

the learner but is also concerned with the learner's role in processing and applying knowledge. 

Through reflective consideration, learners make deeper connections among prior knowledge, 



  

Chapter One               Active Learning Approach: A Framework for EFL Classroom Engagement 

 

 10 

new learning, and future application, ultimately enhancing the relevance and impact of the 

learning experience. (ibid) 

    Prince (2004) emphasized:” Active learning is generally defined as any instructional 

method that engages students in the learning process. In short, active learning requires students 

to do meaningful learning activities and think about what they are doing.” (p.1). Prince (2004) 

defined active learning as an approach to teaching that actively involves students in the process 

of learning through purposeful activity. Rather than being passive recipients of information, 

students are invited to engage in activities that require them to think and reflect about their 

actions and learning. 

1.3 Active Learning Approach and EFL Contexts Relationship 

   Widdowson (1978) holds the view that effective language learning does not come about 

through the passive receipt of linguistic rules but through the active exploitation of language in 

communicative action. He is critical of traditional, teacher-centered methods of language 

teaching that prioritize form over function and instead recommends that students be engaged in 

communicative activities that reflect the use of language in the real. He argues that language 

learning needs to be a participatory process in which learners decode, negotiate, and produce 

meaning in environments. In EFL, it entails moving away from rote tasks and drillings in 

grammar to tasks such as role-playing, discussions, simulations, and other interactive practice 

tasks that allow greater learner independence and oral communicative competence. Such 

concepts make up the premise of what now constitutes the active learning approach in language 

instruction. 
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   Freeman (1997) presents the idea of complexity and dynamic systems to second language 

acquisition, viewing second language acquisition as an emergent, interactive process. She 

encouraged teaching practices in support of exploration, interaction, and learner autonomy, 

which are Active Learning's main components. Freeman encouraged learning settings in an EFL 

situation where students engage in tasks, negotiate meaning, and reflect on the learning process. 

She argued that good teaching should give learners opportunities to test out language, see how 

wrong they get it, and learn how to adapt—precisely what they would do in spontaneous, real-

world interactions. Such arguments instantly legitimize the use of active learning techniques like 

debates, role-plays, and peer work in EFL instruction. 

1.4 Theoretical Framework of Active Learning 

   The theoretical foundation of active learning is mostly founded on constructivist 

perspectives, which view learning as an active, student-centered process (Fosnot, 2005). As 

education theorists have argued, active learning creates conditions under which students develop 

increased understanding and long-term retention by actively participating in their own learning 

process (Flynn, Mesibov, &Vermette, 2004). 

   Astin et al. (1984, p.17) declared:  

We contend that the quality of undergraduate education could be 

significantly improved if America’s colleges and universities 

would apply existing knowledge about three critical conditions of 

excellence (1) student involvement, (2) high expectations, and (3) 

assessment and feedback. 
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 They highlight that learning and development of students are proportionate to their active 

participation, and thus it is the responsibility of educational institutions to provide active 

participation rather than passive observation (Astin et al., 1984). John Dewey, who is largely 

viewed as one among the first active learning proponents, was an experiential learning believer, 

with the argument “Education is not an affair of ‘telling’ and being told, but an active and 

constructive process.” (Dewey, 1938, p. 39). Under his theory, learning occurs most effectively 

when students are themselves actively involved in their own education through practice in the 

actual world. 

    Zireva (2022) further highlights the connection of active learning with constructivist 

theories of learning, especially Dewey's, Vygotsky's, and Piaget's. Constructivism accepts that 

knowledge is constructed through reflective engagement with experiences. In this view, active 

learning is a reflective activity that teaches students how to build meaning and generate 

knowledge. Educators, especially, should thus abandon passive lecturing for approaches that 

encourage active, constructive engagement and critical thinking. 

1.4.1 Constructivist Theory 

    Powell and Kalina (2009) describe constructivism as a standard educational theory that 

puts forward students constructively developing knowledge from interactions and experiences. 

Constructivist approaches, they notice, are becoming increasingly familiar in schools as effective 

means of teaching and learning. Flynn, Mesibov, and Vermette (2004) endorse a constructivist 

education whereby students constructively participate in the development of knowledge through 
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substantive experience and contemplative reflection. Successful constructivist teaching, from the 

authors' perspective, requires teachers to make classroom environments support inquiry, 

discourse, and thoughtful consideration. Not only do such environments encourage students to 

explore and question ideas, but they also allow them to build their comprehension cooperatively. 

also, teachers' practical challenges in implementing constructivist methods, including the need to 

abandon mainstream curricular practices and in order to apply instruction to the varied needs of 

students. (ibid) 

1.4.1.1Cognitive Constructivism 

     (Piaget, 1954) viewed cognitive development as a sequence of stages where students 

become actively engaged with their environment in order to build knowledge. He believed that 

true learning occurs when students are given problems that force them to modify their mode of 

thinking. As such, teaching has to be such that it enables discovery, exploration, and independent 

problem-solving—pillars of active learning. Fosnot (2005) noted that, from Piaget's standpoint, 

learning is not a reception of information in a passive manner but constructive process in an 

active manner. She emphasized that knowledge is actively constructed by the learner through his 

or her interactions with the world and personal experience. Constructivist orientation puts the 

learner in the focus role of knowledge construction, in which meaning emerges from ongoing 

participation and reflection. She refers to Piaget's concepts of assimilation and accommodation 

as foundational cognitive development. Assimilation is the acquisition of new information and 

integrating it into current, cognitive frameworks, while accommodation requires the modification 
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of those frameworks with respect to new experience. This ongoing process leads to increased 

understanding and cognitive development. (ibid) 

     According to Driscoll (2005), Piaget’s theory views cognitive development as a 

progressive reorganization of mental processes resulting from biological maturation and 

interaction with the environment. She explains that Piaget believed learners construct knowledge 

by actively exploring their surroundings and engaging with tasks that challenge their current 

understanding. Learning, from this perspective, is not about absorbing facts but about building 

and reshaping mental models through experience and reflection. 

      Powell and Kalina (2009) emphasized its roots in Piagetian theory, explaining that 

knowledge is constructed internally through a personal and mental process. They argued that 

individuals develop understanding by integrating new information into their existing cognitive 

frameworks, thus highlighting the importance of internal reflection and mental reorganization in 

learning. 

1.4.1.2 Social Constructivism 

      Lev Vygotsky’s theory of social constructivism centers on the idea that learning and 

cognitive development are fundamentally social and cultural processes. Vygotsky (1978) argued 

that higher mental functions first appear between people (interpsychological) before being 

internalized by the individual (intrapsychological).One of his most influential concepts is the 

Zone of Proximal Development (ZPD), which he defined as: “The distance between the actual 
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developmental level as determined by independent problem solving and the level of potential 

development as determined through problem solving under adult guidance or in collaboration 

with more capable peers.” (Vygotsky, 1978, p. 86) 

     According to Vygotsky, learning occurs most effectively in this zone, where social 

interaction and guided participation enable learners to perform tasks they could not achieve 

alone. Language plays a crucial role as a mediating tool in these social interactions, shaping both 

thought and learning. 

     Vygotsky’s approach emphasized that education should create opportunities for learners 

to engage in meaningful dialogue and collaborative tasks, making it especially relevant for active 

learning strategies in EFL classrooms such as role-play, peer teaching, and cooperative 

storytelling. 

     Powell and Kalina (2009) stressed the importance of interpersonal interaction in the 

learning process. Based on Vygotsky’s theory, they asserted that learners construct knowledge 

through collaboration, communication, and shared activities with teachers and peers. 

1.5 Active Learning Techniques for EFL Classrooms 

     Bonwell and Eison (1991) emphasized that active learning involves instructional 

strategies that engage students in activities where they are required to apply, analyze, and 

evaluate information rather than passively receiving it. This approach can be especially 
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beneficial in EFL classrooms, as it promotes higher levels of student involvement, fosters 

communication skills, and creates opportunities for learners to practice language in meaningful 

contexts. 

   1.5.1 Role-play 

     Role-playing exercises give students the chance to take on different roles or act out 

various situations, either individually, in pairs, or in groups, which can create more complex 

scenarios. These activities immerse students in real-life situations that may be challenging or 

unfamiliar. Role-playing can involve scenarios that are “stressful, unfamiliar, complex or 

controversial,” prompting students to reflect on their own feelings, perspectives, and 

circumstances (Bonwell & Eison, 1991, p. 47) 

    Role-playing is an effective way for students to practice real-world communication in a 

structured learning environment. As (Ur ,1996, p. 133) explained “This is virtually the only one 

way we can give our learners the opportunity to practice improvising of range of real-life spoken 

language in the classroom.” In these activities, teachers assign different roles to students while 

their peers observe the performances. After the role-play, students receive constructive feedback 

from their teacher, helping them reflect on their speaking skills and make improvements. 
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1.5.2 Storytelling 

  Using storytelling as a learning technique can help students become more fluent in a 

language. It allows them to engage in extended speech, giving them more practice in forming 

sentences and expressing ideas naturally. Ellis and Brewster (2014) explained that storytelling is 

an effective strategy in language learning, as it allows students to practice meaningful 

communication, expand their vocabulary, and develop fluency in speaking. Haven (2007) 

explained that storytelling serves as a powerful instructional tool because it activates both the 

emotional and cognitive centers of the brain, allowing information to become more memorable 

and easier for students to express. Through the storytelling process, learners develop essential 

speaking skills as they organize ideas, sequence events, and select appropriate language. This not 

only enhances their oral fluency and confidence but also encourages the use of expressive 

features such as tone, gestures, and intonation—core elements of effective spoken 

communication. Additionally, storytelling creates an authentic and engaging context for learners 

to refine their speaking abilities while improving memory retention and comprehension. 

1.5.3  Debates 

     Bonwell (1991) explained that debates in active learning offer several advantages, 

including minimizing instructor bias, improving students’ research abilities, fostering logical 

reasoning, enhancing oral communication skills, and increasing motivation. Additionally, 

debates benefit not only those participating directly but also students who listen. According to a 

1983 survey cited by Bonwell, debates significantly boosted students’ confidence in speaking 
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and deepened their understanding of various topics, with a substantial number of students 

expressing a positive view of this approach. 

     Kennedy (2007) emphasizes that in-class debates are a powerful active learning strategy 

that fosters critical thinking, enhances oral communication skills, and increases student 

engagement. He argues that debates require students to research, analyze, and defend arguments, 

which encourages deeper learning and active participation. This process not only improves 

students’ ability to think critically and articulate their thoughts clearly but also promotes 

collaboration and teamwork, as students often work in groups to prepare their arguments. 

Kennedy further notes that debates are particularly effective in language learning contexts, as 

they provide meaningful opportunities for learners to practice speaking in structured, purposeful 

ways. Overall, debates create a dynamic classroom environment that aligns with the core 

principles of active learning by involving students in the construction and communication of 

knowledge. 

 

1.5.4 Peer teaching 

    Bonwell and Eison (1991) highlighted the effectiveness of peer teaching in active 

learning contexts, noting that it can take multiple forms such as peer tutoring, teaching assistants, 

and collaborative groups. They emphasize that partnerships and group work are especially 
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beneficial, as these formats enable students to switch roles between teaching and learning, 

thereby deepening their comprehension and involvement in the learning process. 

     Baltzersen (2024) viewed peer teaching as a powerful pedagogical approach that goes 

beyond traditional learning methods. He argues that when students take on the role of teacher, 

they do not just reinforce their own understanding, but also contribute to the development of 

collective knowledge within the classroom. The book draws on Vygotsky’s sociocultural theory, 

emphasizing that learning is a social, participatory process, and highlights that teaching and 

learning are deeply interconnected—students learn most effectively when they teach others. 

1.5.5  Think-Pair-Share 

    Lyman (1981) introduced the Think–Pair–Share strategy as a structured technique to 

promote inclusive classroom participation and improve students’ ability to articulate their ideas. 

In the context of speaking development, he emphasized that providing students with time to 

think individually, followed by the opportunity to discuss their thoughts with a partner, helped 

reduce anxiety and build confidence before sharing with the larger group. This gradual process 

encourages students to rehearse their responses, clarify their ideas, and practice verbal expression 

in a low-pressure setting—key components in strengthening oral communication skills, 

especially for quieter or less confident learners. (Lyman,1981) 

     Sharma and Saarsar (2018) described Think–Pair–Share (TPS) as an interactive 

cooperative learning technique that develops students’ thinking, communication, and 
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collaboration. They emphasize how the process—thinking individually, pairing with a partner, 

and sharing with the group—promotes cognitive development, problem-solving, and classroom 

engagement. 

1.6 Teacher-centred Approach 

    The teacher-centered approach is a traditional method where the teacher plays a 

dominant role in delivering content, while students are passive recipients. In this model, lessons 

are typically structured around lectures, grammar instruction, and textbook exercises, with 

limited student interaction. As Brown (2001) explained, this type of instruction prioritizes 

knowledge transmission over student engagement. Similarly, Richards and Rodgers (2001) noted 

that teacher-centered classrooms often limit opportunities for learners to develop communicative 

competence, which is essential in EFL contexts. This approach may help with classroom control 

and curriculum coverage but can hinder learners’ ability to practice language skills actively and 

meaningfully. Nunan (2003) added that such environments may lead to over-reliance on 

memorization and reduced learner autonomy, especially in language classes where students need 

consistent speaking and listening practice. 

1.7 Student-centred Approach 

  The student-centered approach has deep philosophical and pedagogical roots. It doesn’t 

come from just one founder, but several key thinkers across time contributed to its development. 

Weimer (2002) argued: 
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With learning being the central focus, attention squarely on 

learning: what the student is learning, how the student is learning, 

the conditions under which the student is learning, whether the 

student is retaining and applying the learning, and how current 

learning positions the student for future learning (p. 15) 

   Weimer (2002) explained that student-centered teaching repositions the focus of 

instruction onto the student’s experience of learning. Rather than emphasizing content delivery, 

this approach prioritizes how and why students learn, how they apply that learning, and how it 

prepares them for future knowledge. The goal is to make students active participants who take 

responsibility for their own development. 

1.8 Active Learning as a Student-centred Approach 

    Active learning is widely recognized as a student-centered approach that shifts the focus 

of instruction from the teacher delivering content to students actively constructing knowledge 

through participation, collaboration, and reflection. Bonwell and Eison (1991) described active 

learning as instructional methods that “Involves students in doing things and thinking about the 

things they are doing,” (p.2), emphasizing that learners become responsible participants in their 

educational experience rather than passive recipients of information.  

Similarly, Prince (2004) argues that active learning fosters deeper understanding by 

engaging students in higher-order thinking tasks such as analysis, synthesis, and evaluation. 

These activities place learners at the center of the process, allowing them to make decisions, ask 

questions, and connect new knowledge to their prior experiences. Fosnot (2005) also emphasized 

that student-centered learning is rooted in constructivist theory, where learners build their own 
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understanding through meaningful interactions with content, peers, and the learning 

environment.  

She noted that when instruction is designed around student engagement, it promotes 

motivation, autonomy, and ownership of learning—all of which are hallmarks of the active 

learning model. In language learning contexts, Larsen-Freeman (1997) reinforced that student-

centered approaches, including active learning techniques, are particularly effective because they 

encourage learners to interact, reflect, and adapt—behaviors essential for acquiring 

communicative competence. Dewey (1938) believed education should be based on students’ 

interests and real-life experiences. He promoted learning by doing, reflective thinking, and active 

participation in the learning process. 

1.9 Benefits of Active Learning in EFL Classroom 

    According to Allsop et al. (2020), active learning offers numerous benefits that 

significantly enhance the learning experience for students. It requires learners to engage actively 

with the material through reading, writing, discussing, and solving problems, which leads to 

higher levels of engagement and participation. Additionally, substantial research supports the 

effectiveness of active learning in helping students master difficult subjects more effectively. 

This approach not only improves understanding but also boosts retention and success rates; for 

instance, a meta-analysis revealed that students in traditional lecture settings were 1.5 times more 

likely to fail compared to those in active learning environments.  Furthermore, active learning 
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aligns with constructivist principles by enabling students to build knowledge through their own 

experiences and take greater responsibility for their learning).  

It also promotes communication, interactivity, community, and a sense of belonging, which 

enhance student satisfaction and provide greater flexibility in the learning process (Allsop et al., 

2020). Also, (Bonwell and Eison (1991) emphasized that engaging students in activities that 

require reflection on their actions can significantly enhance their critical thinking abilities. 

Michael (2006) stated that “Active learning promotes greater student engagement and 

motivation by involving them directly in the learning process.” (p. 161).  

   Michael (2006) highlighted that students tend to be more motivated and engaged when 

they actively participate in learning activities rather than passively receiving information. 

Through strategies like Think-Pair-Share and peer teaching, students practice language skills in 

authentic contexts, which leads to improved oral fluency, listening comprehension, and critical 

thinking (Kaddoura, 2013). 

      Also, Prince (2004) emphasized that active learning enhances long-term retention of 

information and promotes deeper understanding of linguistic structures and communicative 

functions. Additionally, it creates a learner-centered environment that supports autonomy and 

collaboration, both crucial for language acquisition. 
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1.10 Challenges of Implementing Active Learning Approach 

    Bonwell and Eison (1991) identified several challenges associated with the 

implementation of active learning strategies. One significant difficulty is the additional time 

required for active learning activities, which may limit the amount of content covered during 

class sessions. Additionally, some students may resist these strategies, as they are more 

accustomed to passive learning and may feel uncomfortable with the increased level of 

engagement.  

   Instructors also face challenges, as active learning requires greater preparation, 

adaptation of teaching methods, and the ability to facilitate rather than simply lecture. 

Furthermore, traditional classroom layouts may not be conducive to interactive activities, making 

it difficult to implement group work or movement-based learning. Assessment poses another 

challenge, as traditional grading methods may not effectively measure the outcomes of active 

learning experiences, necessitating alternative evaluation approaches. Lastly, institutional 

barriers, such as large class sizes and resistance to pedagogical change, may hinder the 

widespread adoption of active learning strategies (Bonwell & Eison, 1991). 

       Felder and Brent (2009) also argued that active learning can be difficult to apply in 

large classrooms, where managing group activities and maintaining student engagement is more 

complex. Similarly, Prince (2004) pointed out that logistical issues—such as class size, 

classroom layout, and time limitations—often deter teachers from shifting to active models. 
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    Additionally, language anxiety and low self-confidence can make EFL learners hesitant 

to participate in speaking-based group work, limiting the effectiveness of strategies like Think-

Pair-Share and peer teaching (Vermunt & Verloop, 1999). Finally, large class sizes and rigid 

classroom layouts often prevent the smooth implementation of cooperative tasks, particularly in 

public schools with limited resources (Trigwell, Prosser, & Waterhouse, 1999). These barriers 

highlight the need for systemic support, tailored training, and gradual integration to successfully 

embed active learning into EFL education. 

1.11 Conclusion  

    This chapter has examined the theoretical and pedagogical underpinnings of active 

learning as a student-centered approach, with a focus on enhancing speaking skills in EFL 

classrooms. Active learning fosters learner engagement, collaboration, and critical thinking—

qualities essential for meaningful language acquisition. By shifting the instructional focus from 

teacher to learner, strategies such as role-plays, debates, storytelling, peer teaching, and Think-

Pair-Share create dynamic, interactive environments that support communicative competence 

and speaking confidence. 

     Moreover, the nature of speaking as a productive and interactive skill requires real-time 

processing, fluency, and the ability to express thoughts clearly. These demands align closely with 

the objectives of active learning, which encourages students to practise speaking in authentic, 

low-anxiety settings. In particular, Think-Pair-Share and peer teaching exemplify how 
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cooperative learning can bridge linguistic gaps and promote both social and cognitive growth 

among learners. 

     While the benefits of active learning are well-documented—including heightened 

motivation, deeper understanding, and improved retention—its effective implementation is not 

without challenges. Factors such as limited time, insufficient training, and resource constraints 

may hinder its integration into everyday classroom practice. Therefore, successful adoption calls 

for intentional planning, institutional support, and teacher readiness. 

      In sum, embracing active learning as a core element of EFL instruction represents a 

vital step toward empowering students to become confident, autonomous speakers of English. 
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Chapter Two: 

Willingness to communicate in Active Learning EFL Contexts 

2.1 Introduction 

                Willingness to Communicate (WTC) is an essential aspect of second language (L2) 

learning, influencing how actively students engage in spoken communication. Developing WTC 

is necessary for language learners, as it determines their ability to use the target language 

effectively in real-life situations. This chapter provides a comprehensive review of the theoretical 

and empirical literature relevant to the present study. It aims to establish a strong conceptual 

foundation for understanding the dynamics of EFL learners’ willingness to communicate (WTC) 

and the pedagogical significance of speaking activities within active learning contexts. It 

explores the nature of speaking as a productive skill, emphasizing its complexity and central role 

in language learning. 

   A detailed examination of willingness to communicate follows, beginning with its 

overview and definition. The section also addresses the various psychological, linguistic, and 

environmental factors that influence learners’ willingness to speak in English, as well as 

common difficulties faced by EFL students in oral communication. To better understand these 

influences, the chapter draws on key models and frameworks, including communicative 

competence theory. Particular attention is given to Savignon’s model of communicative 

competence and the pyramid model, which illustrate the multi-dimensional nature of 

communicative ability. 
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2.2 Overview of Willingness to Communicate 

    MacIntyre et al. (1998) explained that the concept of Willingness to Communicate 

(WTC) originally came from studies on first-language (L1) communication. Initially, WTC was 

viewed as a stable personality trait, meaning that some individuals were naturally more inclined 

to communicate while others tended to avoid it. However, when applying this concept to second-

language (L2) learning, researchers found that WTC is not fixed but rather a dynamic situational 

variable. 

   The study highlighted that WTC in an L2 is influenced by multiple interrelated factors, 

including linguistic competence, confidence, anxiety, motivation, and social environment. 

Unlike in L1, where personality plays a major role, WTC in L2 is more dependent on situational 

factors such as the topic of discussion, the presence of peers, and the classroom environment. 

2.3 Definition of Willingness to Communicate  

     According to Safitri, Habizar, and Putri (2023), willingness to communicate is defined 

as an individual's decision to either engage in conversation or remain silent. This choice is 

influenced by psychological factors, such as confidence and anxiety, as well as situational or 

environmental factors, including classroom dynamics and topic familiarity.  MacIntyre et al. 

(1998) stated: “Willingness to communicate (WTC) is the probability of engaging in 

communication when free to do so.” (p. 547). WTC is not solely dependent on linguistic 

competence but also on psychological and contextual factors. Some learners, despite having 

strong language skills, may hesitate to speak due to anxiety or lack of confidence, while others 

with limited proficiency might actively seek opportunities to communicate. This indicates that 
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WTC is a dynamic and multifaceted construct influenced by personal traits, social settings, and 

external conditions (MacIntyre et al., 1998). 

    Peng and Woodrow (2010) suggested that WTC should be seen as a context-sensitive 

construct that can fluctuate according to environmental factors such as classroom atmosphere, 

interlocutors’ behavior, and learners’ psychological states. Collectively, these perspectives 

underscore that WTC is not only a matter of linguistic ability but also shaped by complex, 

situational, and interpersonal factors that either encourage or inhibit a learner’s communicative 

behavior. Peng (2010) developed a comprehensive model integrating WTC with communication 

confidence, motivation, learner beliefs, and classroom environment.  

His study revealed that a supportive classroom atmosphere—characterized by teacher 

encouragement, student cohesiveness, and task orientation—significantly predicts students' 

WTC. Notably, motivation influences WTC indirectly through its impact on communication 

confidence, and learner beliefs directly affect both motivation and confidence.  

   Additionally, McCroskey and Baer (1985) introduced the idea of Willingness to 

Communicate as a stable personality trait that reflects how likely a person is to begin a 

conversation when given the choice. Rather than being driven by external circumstances, WTC 

was viewed as an internal predisposition that influences whether someone chooses to speak or 

remain silent across different communication settings. Their work emphasized that WTC is not 

the same as feeling anxious about communication or lacking confidence; instead, it refers to the 

actual intention to communicate. They developed a measurement scale to assess individuals’ 

willingness to communicate in various contexts—such as one-on-one interactions, small groups, 

or public speaking—and with different people, including strangers and friends. This early 
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framework helped shift focus in communication research toward understanding why some 

people talk more than others, even when they are equally capable. 

2.4  WTC in EFL classroom 

    Willingness to Communicate (WTC) in the EFL classroom has been recognized as a 

crucial factor in promoting language use and oral proficiency. MacIntyre et al. (1998) 

emphasized that WTC is a situational and dynamic construct that reflects a learner’s readiness to 

engage in communication, particularly in speaking. In the EFL classroom, where learners may 

have limited exposure to authentic English environments, WTC becomes especially important as 

it often determines the extent to which students take advantage of opportunities to speak. Cao 

and Philp (2006) found that WTC in the classroom is significantly influenced by interactional 

context, such as whether students are in whole-class, group, or pair work settings. Their study 

showed that students tend to be more willing to communicate in small groups or dyads, where 

they feel less anxious and more supported.  

   Yashima (2002) further argued that EFL learners’ WTC is linked to their international 

posture—a motivation to interact with people from different cultures using English. In this way, 

learners who view English as a tool for global communication are more likely to speak up in 

class. Moreover, classroom factors such as teacher support, peer relationships, and task type can 

also affect learners’ willingness to communicate (Peng, 2012). Altogether, the research shows 

that fostering a supportive, low-anxiety, and motivating classroom environment is key to 

enhancing WTC in EFL learners. 
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2.5  The Nature of Speaking Skill 

     Speaking is the process of verbally expressing meaning through the use of sounds, 

words, and sentences in a way that is understandable to others. Brown and Yule (1983) described 

speaking as an interactive process involving the construction, reception, and interpretation of 

spoken messages. It requires not only linguistic knowledge but also the ability to organize 

thoughts coherently and deliver them fluently in real-time communication. Harmer (2007) 

highlighted speaking enables individuals to express their ideas, intentions, reactions, and 

feelings. It requires not only knowledge of linguistic structures but also the ability to manage 

interaction, respond to others, and adjust speech according to context, purpose, and audience. 

      Speaking is the productive skill in oral communication that involves constructing and 

delivering verbal messages through the use of language. It requires coordination of mental and 

physical processes, including selecting appropriate vocabulary, organizing thoughts coherently, 

and articulating sounds clearly to convey meaning effectively (Brown, 1994). 

     According to Pakula (2019), speaking is a vital yet challenging skill in language 

learning that involves both cognitive and social processes. From a psycholinguistic perspective, 

speaking development requires internalizing language structures through proceduralization and 

automatization, allowing learners to produce language fluently (Pakula, 2019). From 

a sociocultural perspective, speaking is learned through interaction, where language is co-

constructed with more capable peers or teachers before being internalized by the individual 

(ibid).  

    Guebba (2021) stated: "Speaking is simply the physical embodiment of abstract systems. 

In other words, speaking is the physical realization of ideas, concepts, and assumptions existing 
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in the human schema." (p.10). Speaking is described as a crucial productive skill in language 

learning, though it was long neglected under traditional language teaching methods that focused 

more on reception (listening and reading) than production (Guebba, 2021). Speaking is defined 

as the physical realization of abstract ideas, transforming thoughts and concepts into audible 

sounds that convey meaning. It is not only a productive act but also an interactive process that 

varies depending on social context (Guebba, 2021). Widdowson (1978, as cited in Guebba, 

2021) distinguished between speaking in terms of usage—producing language structures without 

necessarily aiming for interaction—and speaking in terms of use, which involves active 

communication, decoding and responding in real-time dialogue. Furthermore, modern 

approaches emphasize authenticity and the need for learners to practice speaking in realistic 

social interactions. 

2.6 Speaking in WTC 

    Speaking is considered a central component of Willingness to Communicate (WTC), as 

it reflects the most direct and observable form of language use. MacIntyre et al. (1998) 

emphasized that speaking is the end point of their WTC model, where all psychological, social, 

and contextual variables converge to result in actual communication behavior. They argued that 

even learners with high linguistic competence may remain silent if they lack the willingness to 

speak. Similarly, Horwitz, Horwitz, and Cope (1986) highlighted that anxiety related to speaking 

in a FL can significantly reduce learners' WTC, noting that many students fear being judged for 

making mistakes when speaking.  

Moreover, Yashima (2002) found that learners who possess international posture and 

strong communication confidence are more likely to engage in speaking activities, demonstrating 
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a higher WTC. Collectively, these authors suggest that speaking is not only a product of 

linguistic competence but is heavily influenced by emotional, psychological, and social factors 

that either enhance or hinder a learner's readiness to communicate. 

2.7  Communicative Competence 

   Theresa Lillis (2006) remarked that the concept of communicative competence is 

explained as going beyond mere grammatical knowledge to include the ability to use language 

appropriately in various social contexts. This idea, originally developed by Dell Hymes in the 

1960s and 1970s, emphasized that language competence involves both knowing the rules of 

grammar and understanding how language should be used depending on the social setting, 

participants, and cultural norms. 

Hymes argued that communicative competence includes: 

• Knowing what is appropriate to say in different contexts, 

• Understanding the sociocultural rules of language use, 

• And being socialized into these norms through participation in specific speech 

communities. 

This contrasts sharply with Chomsky’s notion of linguistic competence, which focuses 

solely on the abstract, idealized knowledge of grammatical rules without regard to social use or 

context. (ibid) 

       According to Guebba (2021), communicative competence is based on the idea that 

language learning is not only about mastering grammar rules but also about being able to 

communicate meaningfully in social contexts. Guebba explains that the term communicative 
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competence was introduced by Hymes (1972) as a reaction against Chomsky’s idea of linguistic 

competence, which focused only on the knowledge of grammar without considering social use. 

In communicative competence, learners must know how to convey and interpret messages 

appropriately depending on the situation (Guebba, 2021). 

 

Figure 2.1:  Components of Communicative Competence (Savignon,2002, p. 8) 

   According to Savignon (2002), communicative competence includes several interrelated 

components, such as grammatical, sociolinguistic, discourse, and strategic competencies, all of 

which function within a contextual framework, as illustrated in Figure 2.1 

2.7.1  Grammatical Competence  
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   This refers to the learner's knowledge and correct use of vocabulary, morphology, 

syntax, semantics, and phonology. It is not only about understanding the rules of language but 

also applying them accurately in real context (Guebba, 2021). 

Savignon (2002) emphasized that grammatical competence is essential for forming correct 

sentences and interpreting the meanings of others’ utterances. It does not focus on the ability to 

explain grammar rules, but rather on applying them naturally during communication. In essence, 

grammatical competence supports the linguistic foundation necessary for conveying and 

understanding messages. 

 

2.7.2 Discourse Competence 

Savignon (2002) explains that discourse competence is the ability to construct and 

understand connected speech or written texts that are cohesive and coherent. It involves 

combining sentences meaningfully and using both grammatical links (cohesion) and logical flow 

of ideas (coherence). Learners need both bottom-up (from words to overall meaning) and top-

down (from context to details) processing to interpret and produce discourse effectively. 

Discourse competence involves the ability to connect sentences and ideas to form coherent 

and meaningful communication. It focuses on structuring language into logical sequences that go 

beyond isolated sentences. (Guebba, 2021). 

2.7.3  Sociolinguistic Competence  

 This competence reflects the speaker’s awareness of how language use varies depending 

on the social context. It includes recognizing formal and informal language, roles of participants, 

and appropriate expressions. (Guebba, 2021). 
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Similarly, Kramsch (1998) asserts that language and culture are inseparable. She argues 

that sociocultural competence is essential because learners must be able to interpret the meanings 

behind social interactions, which are often culturally embedded.  

2.7.4 Strategic Competence  

  Strategic competence involves the use of verbal and non-verbal strategies—such as 

paraphrasing, asking for clarification, or gestures—to compensate for communication 

breakdowns or gaps in language knowledge. (Guebba, 2021). 

According to Savignon (2002) Strategic competence refers to a learner’s ability to manage 

communication challenges using various strategies. This includes techniques like rephrasing, 

asking for clarification, using gestures, or pausing to search for the right words. While learners 

become less dependent on these strategies as they gain fluency, strategic competence remains a 

critical part of communication. It allows individuals to maintain interaction and convey meaning 

even when faced with gaps in knowledge or unexpected situations. 

2.8  The Pyramid Model of Willingness to Speak 

 MacIntyre, Clément, Dörnyei, and Noels (1998) proposed a pyramid-figure model of L2 

WTC, which inserted a variety of potential variables that might affect one's WTC in L2, to  

explain the interrelations of emotional variables influencing L2 communication behaviours: 
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Figure 2.2. Heuristic Model of Variables Influencing WTC (MacIntyre et al., 

1998, p.547) 

 

    MacIntyre et al. (1998) proposed a heuristic model of variables influencing Willingness 

to Communicate (WTC) in a second language (L2), represented as a pyramid consisting of six 

interrelated layers. These layers range from immediate, situational influences at the top to more 

stable, enduring traits at the base. The topmost layer (Layer I) represents actual communication 

behavior, such as speaking in the L2. Layer II involves the individual’s behavioral intention or 

willingness to initiate communication.  

 

Layer III includes situational antecedents like the desire to communicate with a specific 

person and state communicative self-confidence, both of which vary depending on context. 

Layer IV covers motivational propensities, including interpersonal and intergroup motivation 

and general L2 self-confidence. The fifth layer, known as the affective-cognitive context, 

comprises attitudes toward the L2, perceived communicative competence, and social support. 
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Finally, Layer VI represents broad social and individual context variables such as personality 

and intergroup climate. This model highlights how both temporary and long-term factors work 

together to influence an individual’s WTC in an L2 (MacIntyre et al., 1998). 

 

2.9  Factors influencing Willingness to Speak 

    Willingness to Communicate (WTC) is a fundamental aspect of second language (L2) 

learning, influenced by various factors that determine whether a learner actively engages in 

conversations or avoids them. These factors can be broadly categorized into psychological 

factors and situational/environmental factors. 

2.9.1 Psychological Factors  

   Psychological factors refer to internal emotional and mental states that influence a 

learner's ability and willingness to speak in a second language. These include self-confidence, 

anxiety, motivation. When learners feel anxious or lack confidence, they may hesitate to 

participate in conversations, even if they have the necessary language skills: 

 

2.9.1.1 Self-confidence 

   According to MacIntyre, Clément, Dörnyei, and Noels (1998), self-confidence plays a 

central role in determining a language learner’s willingness to communicate. It is comprised of 

two key elements: a learner’s perceived ability to effectively use the language and the level of 

anxiety they experience during communication. When individuals believe they can communicate 

successfully and feel less anxious about doing so, they are more likely to engage in 

conversations in the second language. Importantly, the perception of competence and emotional 

comfort may have a greater impact on communication behavior than actual language proficiency. 



Chapter Two                                Willingness to communicate in Active Learning EFL Contexts 

 

 40 

2.9.1.2 Self-perceived communication competence 

     According to MacIntyre and his colleagues (1998), students' decisions to participate in 

speaking activities are largely influenced by their own assessment of their communication skills. 

A student may be unable to speak even if they have adequate language skills if they have a low 

sense of their own competence. Conversely, students who think they can communicate 

effectively are more inclined to participate in discussions, even if they make mistakes 

occasionally.  

Self-perceived communication proficiency is therefore one of the best indicators of a 

person's desire to communicate in a second or foreign language. Yashima (2002) highlighted that 

learners' willingness to speak is greatly increased when they have trust in their communication 

skills and a positive attitude toward using the target language in foreign contexts. Students' 

motivation to engage in communication increases when they feel that they can effectively 

express themselves. Thus, learners are more inclined to take chances, strike up discussions, and 

participate more actively in speaking exercises when they have a positive self-perception of their 

communicative competence. 

2.9.1.3 Anxiety  

    Krashen (1982) stated that learners with lower anxiety levels are more successful in 

acquiring a second language, as high anxiety raises the affective filter, which can block language 

input from being processed. He noted: “Low anxiety appears to be conducive to second 

language acquisition, whether measured as personal or classroom anxiety. Classrooms that 

encourage low filters are those that promote low anxiety among students, and that keep students 

off the defensive.” (Krashen, 1982, p. 31). Liu and Jackson (2008) explained that students often 

feel anxious about speaking English when they lack confidence in their language ability or when 
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they anticipate negative judgments about how well they speak.  This internal doubt and fear of 

poor evaluation lead learners to avoid speaking opportunities, directly influencing their 

willingness to communicate in class. 

2.9.1.4 Motivation  

   MacIntyre et al. (1998) emphasized that motivation is a crucial factor in second language 

(L2) communication. They suggest that a learner's decision to engage in L2 communication is 

influenced by both immediate situational factors and more stable, enduring motivational traits. 

Motivation in this context is shaped by interpersonal factors (such as the desire to control or 

affiliate with others), intergroup factors (driven by group identity and the desire to connect with 

or influence other groups), and personal factors like self-confidence and language anxiety.   

          These various motivational influences collectively determine how willing a learner is 

to communicate in the L2. Nunan (1999) emphasized that the importance of motivation in 

learning is vital to take note of because it can influence students' reluctance to communicate in 

English. In this regard, motivation is an important factor in determining how ready students are 

for communication. 

2.9.2 Linguistic Factors 

    Linguistic factors involve the learner's knowledge and control of language components 

such as vocabulary, grammar, pronunciation. A lack of vocabulary or difficulty constructing 

sentences can reduce a learner’s ability and willingness to communicate. Strong linguistic 

competence, on the other hand, boosts confidence and promotes more active use of the language: 
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2.9.2.1 Lack of Vocabulary 

     Swain (1995, as cited in Zhang, 2009) explained that when learners attempt to speak in 

English, they often realize there is a significant discrepancy between their intended message and 

their actual language output. This gap is usually due to a lack of vocabulary or incomplete 

knowledge of language structures, which makes communication difficult and reduces their 

willingness to participate in speaking activities. (Zhang, 2009). 

2.9.2.2 Pronunciation Difficulties 

    Pronunciation difficulties are among the key linguistic barriers that negatively impact 

learners’ willingness to speak in EFL classrooms. Learners who are unable to pronounce words 

correctly often experience anxiety, fear of being misunderstood, and a lack of confidence, which 

discourages them from participating in oral communication.  

As Gilakjani (2016) pointed out, pronunciation plays a vital role in communication, and 

without it, effective interaction becomes nearly impossible. He asserted: “Pronunciation 

instruction is very important because it is the main source of understanding. If learners cannot 

utter the correct version of a word then they are not able to communicate correctly.” (p.5). 

Therefore, poor pronunciation not only hinders intelligibility but also contributes to students’ 

reluctance to engage in speaking tasks. 

2.9.3 Environmental Factors 

    Environmental factors are external conditions and contexts that affect language learning 

and communication. These include such as: classroom atmosphere, teacher support. A positive, 

supportive environment can encourage learners to take risks and engage in speaking, while a 

stressful or judgmental setting may hinder participation: 
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2.9.3.1 Teacher’s Role 

   Wen and Clément (2003) demonstrated that teacher support, characterized by teacher 

engagement and approachability, plays a significant role in enhancing students' willingness to 

communicate in English. According to Wen and Clément (2003), this teacher support is crucial 

within the educational environment, effectively boosting students' desire to communicate in the 

English language. 

2.9.3.2 Classroom Environment 

   Peng and Woodrow (2010) highlighted that the classroom environment is a significant 

situational factor influencing a student's willingness to communicate in a second language. A 

supportive and engaging classroom can greatly encourage students to speak up, take risks, and 

use the L2 more confidently. 

 

Figure 2.3. Structural Model of Variables Influencing WTC in the EFL Classroom (Peng 

& Woodrow, 2010, p. 843) 
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     Peng and Woodrow (2010) presented the hypothesized structural model of Willingness 

to Communicate (WTC) in based on empirical research in Chinese EFL classrooms. The model 

illustrates the interrelationships among five key variables: classroom environment, learner 

beliefs, motivation to learn English, communication confidence, and WTC in English. It 

demonstrates that classroom environment directly influences learner beliefs, motivation, and 

communication confidence, all of which in turn affect students’ WTC. Notably, communication 

confidence, which is composed of communication anxiety and perceived competence, acts as a 

central predictor of WTC. This model emphasizes the complex and dynamic interplay between 

psychological and contextual factors, highlighting that fostering a supportive and engaging 

classroom environment is essential to encouraging learners to actively participate in 

communication. 

2.10 The Role of Active Learning in Enhancing Learners’ Willingness to 

Communicate 

    Bonwell and Eison (1991) argued that active learning techniques create a more 

interactive classroom environment, encouraging students to actively participate rather than 

passively absorb information. Activities such as group discussions, role-playing, and debates 

enhance student involvement, confidence, and communication skills, which in turn increase their 

WTC. 

   Bonwell and Eison (1991) suggested that students who are actively engaged in 

discussions and interactive tasks are more likely to develop the confidence to express their 

thoughts, reducing anxiety and hesitation in speaking. 
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  Moreover, MacIntyre et al. (1998) defined willingness to communicate as “a readiness to 

enter into discourse at a particular time with a specific person or persons, using a L2.” (p. 547). 

Active learning environments provide authentic opportunities for such interaction, which helps 

reduce anxiety and improve motivation. 

   From a constructivist perspective, learners build knowledge through interaction and 

reflection. As Dewey (1938) emphasized, education must be grounded in experience and 

reflective thinking. Through active learning strategies like Think-Pair-Share, interactive 

storytelling, and guided role-plays, learners participate in meaningful, real-life communication 

that boosts their linguistic confidence and interpersonal skills (Richards & Rodgers, 2014). 

    Additionally, Zireva (2022), learners become more motivated and confident when new 

knowledge is connected to their prior experiences and future applications, making 

communication more relevant and less intimidating. Furthermore, speaking tasks embedded 

within active learning environments foster a sense of ownership and reduce anxiety, which are 

key factors influencing willingness to speak (Prince, 2004). When learners are actively involved, 

they are more likely to take risks, initiate conversations, and use the target language without fear 

of making mistakes. As a result, active learning not only supports language development but also 

empowers students socially and emotionally, thereby enhancing their overall communicative 

competence. 

2.11 Conclusion 

   WTC plays a vital role in second language learning, as it determines the extent to which 

students actively participate in verbal communication. This chapter explored the definition and 

influencing factors of WTC, emphasizing the psychological, linguistic and environmental 
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aspects that shape students’ readiness to speak. Anxiety, self-confidence, and motivation were 

identified as key psychological influences, lack of vocabulary and pronunciation difficulties as a 

linguistic factor, while teacher’s role, and classroom environment were discussed as 

environmental factors that impact WTC. 

   Additionally, the role of Active Learning in enhancing WTC was examined. Research 

suggests that interactive, student-centered teaching approaches—such as peer teaching, debates, 

and role-playing—reduce anxiety, boost confidence, and create a supportive learning 

environment that fosters communication. Understanding these factors is essential for educators 

aiming to implement effective strategies that encourage students to actively engage in spoken 

communication. The next chapter will explore practical applications of Active Learning 

techniques in improving WTC among EFL learners. 
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Chapter Three  

Data Analysis and Recommendations  

  

3.1 Introduction  

      This chapter is devoted to the fieldwork that was conducted in order to investigate the 

effectiveness of the active learning approach, particularly the role-play strategy, in developing 

EFL learners’ willingness to speak. This part of the research aims to present, describe, and 

analyze the data collected from the experiment and interviews conducted with second-year 

licence students at the University of Ghardaia.  

The chapter proceeds to a comprehensive analysis and interpretation of the collected data. 

The data were gathered using two primary tools: an observation rubric during the role-play 

session and individual interviews conducted with second year license students afterward. The 

purpose of combining these two instruments was to obtain a deeper understanding of students’ 

engagement, performance, and attitudes toward speaking activities conducted through active 

learning technique. Through detailed analysis and discussion, the findings aim to answer the 

research questions and test the proposed hypotheses. In addition, based on the interpretation of 

the results, some pedagogical recommendations are presented to support EFL teachers in 

promoting oral production skills among their learners. 

3.2 Data Collection  

3.2.1 A sample Lesson about Role Play in Oral Expression Session 

   In this session, a role-play activity was implemented with the goal of developing 

students’ willingness to speak English in a real-life context. The activity was conducted with a 
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sample of thirty (30) students who participated in the role-play session during the oral expression 

class. The role-play was based on a job interview scenario, which is highly relevant for learners 

preparing for professional communication. Rather than providing strict scripts or predefined 

roles, students were encouraged to take ownership of the activity. Each student was free to 

choose a job position they were interested in applying for. They also formulated their own 

responses to general interview questions without receiving model answers. 

   The students worked in pairs, with one acting as the job applicant and the other as the 

interviewer or employer. They were given time to prepare and practice their roles. After the pair 

practice phase. Students were encouraged to use a wide range of vocabulary, body language, and 

creative responses to make the interaction more authentic and dynamic. 

  After the initial practice in pairs, selected students were invited to perform their 

interviews in front of the entire class, giving them the opportunity to demonstrate their 

communication skills in a more formal and public speaking context. Throughout the activity, the 

teacher observed the students using a structured rubric to assess various aspects such as 

activeness, engagement, creativity, communication skills, and collaboration. 

   This free role-play not only created a relaxed and motivating environment for speaking 

but also offered a valuable opportunity for students to personalize their use of English according 

to their interests and aspirations. It served as a practical implementation of active learning 

principles aimed at enhancing willingness to communicate among EFL learners. The activity 

aimed to increase confidence, spontaneity, and fluency in spoken English. 

 Each pair engaged in the role-play interview while the rest of the students observed  
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Among the common interview questions: 

1. Can you introduce yourself? 

2. Why do you want to apply for this job? 

3. What are your strengths? 

4. What are your weaknesses? 

5. How would you handle a difficult customer? 

6. Why should we hire you? 

7. Do you have any questions for us? 

  The learners reacted with a mix of enthusiasm and nervousness, initially showing 

hesitation but gradually gaining confidence as the role-play progressed. Many expressed that the 

activity felt authentic and enjoyable, which helped reduce anxiety. Hence, the learners became 

more engaged and showed increased willingness to communicate in English. 

3.2.2 Observation Through Rubric-Based Assessment 

   In order to gather deeper insights into the students’ perceptions regarding the role-

play activity and its impact on their willingness to speak English, a classroom observation was 

conducted through a structured rubric-based assessment form, specifically designed to evaluate 

various aspects of students’ performance during the role-play activity. The rubric included six 

criteria: Activeness & Energy, Engagement in the Role-Play, Application of Knowledge/Skills, 

Communication Skills (including body language), Creativity & Originality, and Pair Work & 

Collaboration. Each criterion was rated on a five-point scale: 5 (Excellent), 4 (Good), 3 

(Satisfactory), 2 (Fair), and 1(poor). 
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Score Range Grade Performance level 

27-30 points 5 Excellent – Actively engaged, applied skills creatively and effectively. 

23-26 points 4 Good – Engaged and applied skills well, with room for minor improvement. 

19-22 points 3 Satisfactory - Some engagement and application, but more energy needed. 

15-18 points 2 Fair – Lacks sufficient energy and application. 

Below 15 points 1  Poor- Minimal engagement, energy, and application. 

Table 3.1 Scoring Rubric for Performance Evaluation 

  Before the beginning of the role-play activity, the researcher observed the students’ 

initial reactions while presenting the instructions for the task. The students’ attentiveness, 

enthusiasm, and readiness to participate were informally noted to provide a broader picture of 

their willingness to speak. This preliminary observation allowed the researcher to understand the 

students’ initial engagement and their attitude toward speaking in English. 

    During the role-play session, a systematic observation was conducted using the 

rubric. Each student’s performance was evaluated in real time, focusing on their energy levels, 

interaction with their peers, application of English knowledge, non-verbal communication (such 

as body language and eye contact), and creativity in responding to job interview questions. 

Particular attention was paid to how students collaborated with their partners, how confidently 

they expressed themselves, and how naturally they used the language. 

   In   Addition, general feedback was noticed for all student, highlighting both strengths 

(such as respecting their partners and actively listening) and areas for improvement (such as 

needing to work on vocabulary, creativity, and body language). 
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   This systematic observation provided valuable qualitative data, offering a richer and 

more detailed understanding of students’ willingness to speak and their speaking abilities during 

active learning activity. 

3.2.3 Description and Administration of The Students’ Interview 

   In addition to the observation, a semi-structured interview was employed as a second 

tool for data collection during the role-play session. The interview involved fifteen (15) students 

who were part of the study’s sample. All participants were second-year Licence students at the 

University of Ghardaia, majoring in English. These students had actively participated in the free 

role-play speaking session and were selected to share their experiences, challenges, and opinions 

about the activity. 

  The semi-structured format of the interview combined prepared open-ended questions 

with the flexibility to ask follow-up questions depending on each student’s responses. This 

approach allowed the researcher to maintain a general structure while still encouraging personal 

and detailed answers. The learners reacted with a mix of enthusiasm and nervousness, initially 

showing hesitation but gradually gaining confidence as the role-play progressed.  

    Many expressed that the activity felt authentic and enjoyable, which helped reduce 

anxiety. In addition, the learners became more engaged and showed increased willingness to 

communicate in English. (see appendix A). These questions aimed to explore various aspects of 

the learners’ affective and cognitive engagement. They covered how students felt while speaking 

English during the activity, the specific challenges they encountered, and whether the experience 

enhanced their confidence and speaking skills. Additionally, the questions sought to uncover any 
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new vocabulary or expressions acquired, the impact of peer and teacher interaction, and the 

perceived usefulness of the role-play in preparing for real-life situations such as job interviews. 

Learners were also encouraged to reflect on their preferred elements of the activity, any 

difficulties in expressing ideas, and their willingness to participate in similar tasks in the future. 

   Each interview was conducted in a relaxed classroom environment, ensuring that 

students felt comfortable sharing their honest opinions. The students’ answers provided valuable 

qualitative data that contributed to the analysis of the effectiveness of using role-play as an active 

learning strategy in the EFL classroom. 

3.2.4 Data Analysis 

     This section presents the analysis of the data collected through two main tools: the 

rubric-based observation and the semi-structured interview of students during the role-play 

activity. The aim of the analysis is to evaluate the effectiveness of role-play in enhancing EFL 

learners’ willingness to speak English, as well as to assess their speaking performance in an 

active learning context.  

  3.2.4.1Analysis of The Rubric-Based Observation 

  The observation conducted through the rubric-based assessment provided further 

insights into the students’ performance during the role-play. All student’s activeness, 

engagement, application of knowledge, communication skills, creativity, and collaboration were 

evaluated based on a five-point scale. 

  The general results showed that the majority of students performed at a satisfactory 

level, with most scoring between 21 and 25 points according to the performance scale. This 
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indicates that overall, students demonstrated good levels of participation, creativity, and 

interaction during the activity. 

  Observation revealed that the students were generally active, enthusiastic, and willing 

to engage in the role-play. They were able to apply their knowledge of English in a real-life 

context, showing motivation and energy. Additionally, many students made effective use of non-

verbal communication such as gestures and eye contact to support their spoken language. 

  However, some general weaknesses were observed, particularly in vocabulary use and 

fluency, as a few students sometimes struggled to express their ideas clearly or hesitated when 

speaking. Despite these challenges, the students collaborated effectively and demonstrated a 

genuine willingness to communicate. 

  In general, the rubric-based observation confirmed that the role-play activity 

successfully stimulated the students’ speaking skills and enhanced their willingness to participate 

in English-speaking tasks. The results of student’s evaluation: 
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Criteria Score 

Activeness & Energy 5 

Engagement in the Role-play 4 

Application of Knowledge & Skills 3 

Communication & Body Language 2 

Creativity & Originality 5 

Pair Work & Collaboration 4 

Total Score 24/30 

Table 3.2: Students’ Performance Based on Role-Play Assessment Criteria 

   The results of the rubric-based assessment indicate that the students generally 

performed well during the role-play activity. They achieved high scores in Activeness & Energy 

(5/5), Creativity & Originality (5/5), and Pair Work & Collaboration (4/5), suggesting that they 

were highly motivated, creative, and worked cooperatively with their peers. Engagement in the 

Role-Play also received a good score (4/5), reflecting a positive involvement in the task. 

However, slightly lower scores were noted in the Application of Knowledge & Skills (3/5) and 

especially in Communication & Body Language (2/5), indicating that while students were 

enthusiastic and imaginative, some still faced challenges in effectively applying their linguistic 

knowledge and using non-verbal communication during the interview. Overall, the total score 

(24/30) places their performance at a satisfactory level according to the grading scale. 
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3.2.4.2Analysis of the student’s interview 

  The semi-structured interview was administered to a sample of fifteen (15) second-

year Licence students at the University of Ghardaia after completing the role-play activity. 

Students were asked several open-ended questions related to their feelings about speaking 

English, their experience during the role-play, and their overall engagement. Here are the 

following questions: 

Question 01: How did you feel during the role-play activity when you speak in English? 

  This question investigates the emotional response of students to the role-play, which 

directly reflects their comfort level and WTC. Positive feelings may suggest increased 

confidence and reduced anxiety—key components of WTC in EFL contexts. It provides insight 

into how the active learning approach affects students’ affective filters. Their common answers 

fall in: feeling nervous at the beginning of the roleplay activity, mainly due to the fear of making 

mistakes in front of their peers. This initial anxiety made it difficult for some to speak 

comfortably. However, as the activity progressed, they began to feel more at ease and gained 

confidence in expressing themselves. Others noted that it was exciting to use English in a real-

world context, which encouraged them to participate more actively and overcome their 

hesitation. 

Question 02: What was the most challenging part of the job interview role-play? Why? 

  This targets the cognitive or linguistic obstacles students faced, such as vocabulary 

limitations, grammar use, or fluency under pressure. It reflects how well the role-play addresses 

students’ speaking barriers and readiness to use English in realistic settings. When asked about 
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the most challenging part of the activity, several participants indicated that finding the right 

words quickly was a major difficulty. Others explained that understanding the interviewers’ 

questions, especially when delivered in fast or formal English, posed an additional challenge. 

Some also struggled with keeping the conversation flowing smoothly and organizing their 

thoughts under pressure. In general, the combination of language accuracy, speed, and the need 

to maintain interaction made the roleplay particularly demanding 

Question 03: Did this activity help you feel more confident when speaking English? How? 

  Measures self-perceived improvement in confidence, a core factor in WTC. 

Confidence gained through active learning techniques like role-play indicates the effectiveness 

of such methods in real-time communication practice. According to most participants, the 

activity helped them feel more confident speaking English. They highlighted that practicing 

spontaneous speaking allowed them to become less afraid of making mistakes and more willing 

to take risks when expressing their ideas. A few mentioned that their confidence didn’t improve 

significantly, as they still felt shy or hesitant. Nevertheless, the majority agreed that the 

opportunity to speak in a realistic setting was a valuable step toward improving their self-

assurance. 

Question 04: Can you share any new words or phrases you learned during the role-play? 

  This reveals the role of incidental vocabulary acquisition during active learning. It 

connects speaking with vocabulary development, which supports communicative competence. In 

response to this question, students shared that they had learned useful vocabulary relevant to job 

interviews. Some noted terms such as “strengths” as particularly valuable, while others 



Chapter Three                                                                     Data Analysis and Recommendations  

 

 57 

mentioned learning expressions like “active learning,” which helped them articulate ideas more 

effectively. The activity exposed them to formal and professional language, enriching their 

vocabulary and expanding their ability to express themselves appropriately in such contexts. 

Question 05: How did interacting with your classmates and teacher affect your speaking skills? 

  Explores the role of social interaction in speaking development. Active learning often 

relies on peer collaboration and teacher feedback, which are crucial in enhancing WTC and 

fluency. Participants generally emphasized the positive role of interaction with both classmates 

and the teacher in enhancing their speaking skills. They stated that peer feedback and teacher 

corrections helped them identify and correct their mistakes, which led to noticeable 

improvement. Additionally, many expressed that working in a collaborative environment boosted 

their confidence and encouraged them to speak more. Observing and learning from others’ 

language use also contributed to their development, making the activity more engaging and 

educational. 

Question 06: Do you think this role-play will help you in a real job interview? Why or why not? 

  Assesses the perceived transferability of the role-play to real-world situations. It 

connects academic speaking practice with authentic communication scenarios—central to the 

active learning philosophy. Most participants reported that they believed the roleplay would be 

beneficial in a real job interview setting. They explained that it gave them practical experience in 

answering common interview questions and helped them become more familiar with organizing 

their thoughts in English. According to several students, the activity felt realistic and made them 

more aware of how to respond under pressure. For example, one student mentioned that the 
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roleplay helped them learn to stay calm and think quickly during formal conversations. However, 

a small number of students noted that while the experience was useful, they still lacked 

confidence and would need more practice to feel fully prepared for an actual interview. 

Question 07: What did you like the most about the free role-play activity? 

  Identifies which elements of the role-play were most engaging or beneficial, helping to 

refine active learning strategies based on student preferences. A common response among 

students was that they enjoyed the freedom to be creative and express themselves without 

restrictions. Many appreciated the informal and relaxed nature of the activity, which allowed 

them to speak naturally and without fear of being judged. Several students also highlighted 

working in groups as an enjoyable part of the experience, as it made the task more interactive 

and less intimidating. For instance, one participant noted that being able to speak freely without 

following a script made them feel more engaged. Others added that the activity was fun and 

motivating, which helped build their interest in speaking English more often. 

Question 08: What difficulties did you face when trying to express your ideas during the role-

play? 

  Focuses on expressive challenges such as organizing thoughts, fluency, or vocabulary 

gaps. Highlights areas where students need more support in speaking development. Most 

students admitted facing difficulties during the roleplay, especially when trying to express their 

thoughts fluently. A common challenge was not being able to find the right words quickly while 

speaking. Others reported feeling a bit stressed about making grammatical mistakes or saying 

something incorrectly. For example, some students mentioned they were unsure about their 
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pronunciation or sentence structure, which affected their confidence. However, a few students 

pointed out that even though they struggled, these moments helped them realize which areas of 

their English still needed improvement. 

Question 09: How did preparing for the role-play influence your English-speaking skills? 

Examines the impact of pre-activity preparation (a key active learning component) on 

performance. Indicates the value of planning and rehearsal in building WTC and skill. The 

majority of participants stated that preparing for the roleplay helped them feel more confident 

and less nervous when it came time to speak. They reported that reviewing vocabulary and 

practicing possible answers beforehand made the activity easier and reduced their anxiety. One 

student, for instance, shared that they memorized some key phrases, which helped them speak 

more smoothly. Others noted that preparation gave them a better understanding of how to 

structure their responses. While most found preparation useful, a few mentioned they still 

struggled despite their efforts, suggesting that preparation alone isn’t always enough without 

regular speaking practice. 

Question 10: Would you like to participate in similar role-play activities in the future? Why or 

why not? 

Assesses student attitudes toward continued use of active learning. A positive response 

suggests effectiveness and acceptance of the method in promoting WTC. Almost all students 

expressed a strong interest in participating in similar roleplay activities in the future. A common 

reason given was that these activities helped them feel more motivated to speak and gave them a 

chance to practice English in realistic situations. For example, several students explained that 
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roleplaying made learning feel more practical and enjoyable, as it exposed them to useful 

vocabulary and real-life conversation scenarios. One student emphasized that speaking freely in 

a simulated job interview allowed them to develop better communication skills. A few students, 

however, indicated they would prefer more structured support in future activities to help them 

feel fully confident. 

The analysis of students’ answers revealed that the majority of participants felt more 

motivated and confident when participating in the free role-play activity. Several students 

mentioned that choosing their own job interview situation made the task more interesting and 

reduced their anxiety. They also highlighted that interacting with a peer in a simulated real-world 

context encouraged them to express themselves more freely, even if they made some language 

mistakes. These findings suggest that the active learning strategy of free role-play positively 

influenced the students’ willingness to communicate and participate in English.   

3.2.4.3 Feedback of Students’ Performance 

• Strengths 

During the interview, students demonstrated respect toward their partners by actively 

listening to their responses and reacting appropriately. They engaged in the activity with a 

positive attitude, and most students showed a clear willingness to participate, contributing to a 

supportive and collaborative environment. 
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• Areas for Improvement 

Students need to pay more attention to their vocabulary and expressions to avoid 

repetition and enrich their speech. They are encouraged to be more creative in their responses 

and move beyond basic or predictable answers. Additionally, greater focus should be placed on 

using appropriate body language and an interrogative tone to better simulate real interview 

scenarios. 

3.3 Discussion  

  The findings obtained from the rubric-based observation and the interview responses 

confirmed the effectiveness of the free role-play strategy in enhancing the students’ willingness 

to speak English. This section discusses these findings in relation to the research questions and 

the theoretical framework reviewed in the first two chapters. 

  First, concerning the students’ willingness to speak, the results clearly indicated that 

giving students the freedom to create their own job interview situations had a strong positive 

effect. Most students reported that being able to choose their desired job position made them feel 

more connected to the task, leading to increased motivation and confidence during speaking.  

  Furthermore, the rubric-based observation showed that students generally 

demonstrated high levels of activeness, creativity, and collaboration during the role-play activity.  

  However, the observation also highlighted some areas for improvement, particularly in 

vocabulary development and non-verbal communication skills. Some students hesitated or relied 

on simple expressions, suggesting that while role-play enhanced their willingness to speak, there 
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remains a need for continuous vocabulary building and practice in natural communication 

strategies. 

  Altogether, the discussion of these results demonstrates that role-play as an active 

learning strategy is highly effective in promoting not only students’ willingness to speak but also 

their overall communicative competence. It allowed students to practice real-life speaking skills 

in an enjoyable, flexible, and learner-centered environment. 

  These findings are highly relevant to the teaching of speaking skills in EFL contexts, 

suggesting that incorporating more free, creative role-play activities into classroom instruction 

could be a powerful method for increasing students’ willingness and ability to communicate in 

English. 

.3.4 Recommendations 

 Based on the results obtained from the present study and the classroom observation 

during the implementation of the role-play activity, several recommendations can be proposed 

for EFL teachers, learners, and future researchers. 

3.4.1 For EFL Teachers 

• Teachers are recommended to integrate active learning strategies, especially role-play, 

within their oral expression sessions to create a motivating and supportive environment for 

students to practice speaking. 
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• It is suggested that teachers encourage students to use real-life situations that reflect 

their interests and future professional needs to increase their engagement and willingness to 

speak. 

• Teachers should provide constructive feedback focusing on both linguistic 

performance and communicative strategies, including vocabulary use, creativity, and body 

language. 

• It is important to give students sufficient preparation time before performing their role-

plays to help them feel more confident and organized. 

3.4.2 For EFL Learners 

• Students are advised to take advantage of role-play activities to practice speaking 

English in a stress-free and enjoyable atmosphere. 

• Learners should make efforts to expand their vocabulary, develop creativity in 

expressing ideas, and use non-verbal communication tools, such as gestures and eye contact, to 

support their speech. 

• Students are also encouraged to listen actively to their peers, respect turn-taking, and 

collaborate effectively during pair or group work. 

3.4.3 For Future Researchers 

• Future research is recommended to explore the impact of different types of role-play 

(guided vs. free role-play) on developing speaking skills in EFL contexts. 
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• Further studies may investigate the integration of technology, such as video recording, 

in role-play activities to enhance learners’ self-reflection and self-assessment. 

• It would be beneficial for future studies to involve a larger sample and longer duration 

of experimentation to gain deeper insights into the role-play strategy’s effectiveness. 

3.5 Conclusion 

  This chapter presented the practical dimension of the study by detailing the methods of 

data collection, data analysis, and discussion of results. Through the implementation of a role-

play activity and the use of an observational rubric and interviews, it was found that active 

learning strategies significantly enhance learners’ willingness of speaking. The findings highlight 

the importance of providing students with speaking opportunities that are meaningful, flexible, 

and motivating. Although challenges in fluency and grammatical accuracy persist, the overall 

results emphasize the positive impact of active learning in fostering communicative competence 

in EFL contexts. 
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General Conclusion 

 This dissertation sought to investigate the effectiveness of active learning strategies, 

particularly role-play activity, in developing second-year Licence EFL students’ willingness to 

speak English at the University of Ghardaia. The main objective was to explore whether active 

learning techniques could foster students’ speaking confidence and engagement in the classroom. 

The first chapter outlined active learning as a student-centered approach rooted in 

constructivist theory, highlighting its shift from traditional teaching to learner engagement. It 

covered techniques like role-play, debates, and peer teaching, emphasizing benefits in EFL 

settings such as increased motivation, autonomy, and interaction, while also noting 

implementation challenges like limited resources and teacher resistance. 

The second chapter explored willingness to communicate (WTC), especially in speaking, 

using models like MacIntyre’s to explain influencing factors. It reviewed communicative 

competence and its components, and emphasized how active learning supports WTC by creating 

interactive, supportive environments that reduce speaking anxiety and encourage participation. 

In the fieldwork, the researcher employed two instruments for the purpose of gathering 

data: classroom observation, using a rubric-based assessment, and student interviews. These 

tools were used to collect qualitative insights into learners’ speaking performance and their 

willingness to communicate within an active learning environment. The data collected through 

both instruments were analyzed and discussed in relation to the research hypothesis, in order to 

confirm or refute its validity. As a final step in this chapter, a set of suggestions and 

recommendations was formulated for EFL teachers and their students with the aim of facilitating 
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and improving the teaching and learning process of the speaking skill, particularly in ways that 

foster active engagement and communicative confidence in the EFL classroom. 

In addition, the results of the study indicate that second-year EFL students were aware of 

the importance of speaking as a central component of language learning, particularly within the 

context of active learning. The findings suggest that students recognized how active participation 

in classroom tasks contributes to building their willingness to communicate. Furthermore, in 

addition to self-confidence, linguistic competence emerged as essential factors for achieving 

effective and confident oral communication. 

Concerning the first hypothesis, which stated that individual learner factors such as 

language anxiety, self-confidence, and motivation can play an effective role in influencing EFL 

learners’ willingness to communicate in English, the results from the rubric-based classroom 

observation and student interviews confirmed this hypothesis to be true. Students demonstrated 

varying levels of engagement and participation depending on their affective states, and those 

with higher self-confidence and motivation showed a greater willingness to speak in class. 

As hypothesized, the belief that the use of active learning strategies may have a positive 

impact on EFL learners’ willingness to speak in English was also proven valid. The data revealed 

that students responded positively to the active learning environment, participating more readily 

in communicative tasks, showing reduced anxiety, and displaying greater comfort in expressing 

themselves orally during lessons. 

With regard to the third hypothesis, which proposed that certain active learning techniques, 

such as role-play and peer teaching, can be more effective in enhancing EFL learners’ 
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confidence and engagement in speaking contexts, the findings also supported this claim. 

Learners expressed increased enthusiasm and reported feeling more empowered to speak when 

engaged in interactive, student-centered activities. These techniques not only encouraged 

communicative risk-taking but also created a supportive atmosphere that promoted mutual 

learning and confidence-building among peers. 

Generally, this research has shown that integrating role-play activities into EFL speaking 

classes can be an effective strategy to promote learners’ willingness to communicate, build their 

self-confidence, and enhance their speaking abilities. Despite some challenges that emerged, 

such as the need for better communication strategies and more accurate vocabulary use, the 

general outcomes were positive and encouraging. 

  To conclude, it is hoped that this modest contribution will inspire further research in the 

field of foreign language education, and encourage EFL teachers to adopt more active learning 

strategies to create dynamic, engaging, and supportive learning environments for their students. 
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Appendix A  

The Students’ Interview  

  Dear student, 

      This interview is part of a study about the effects of the active learning approach on EFL 

learners’ willingness to speak. Your honest answers will help us better understand how role-play 

activities can influence speaking skills. I would appreciate it if you could answer the following 

questions thoughtfully and sincerely. Your participation is voluntary, and your responses will 

remain confidential. Thank you for your valuable contribution. 

The Questions 

1.How did you feel during the role-play activity when you speak in English? 

2. What was the most challenging part of the job interview role-play? Why? 

3. Did this activity help you feel more confident when speaking English? How? 

4. Can you share any new words or phrases you learned during the role-play? 

5.How did interacting with your classmates and teacher affect your speaking skills? 

6.Do you think this role-play will help you in a real job interview? Why or why not? 

7. What did you like the most about the free role-play activity? 

8.What difficulties did you face when trying to express your ideas during the role-play? 

9.How did preparing for the role-play influence your English-speaking skills? 

10.Would you like to participate in similar role-play activities in the future? Why or why not? 
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Appendix B 

Rubric-Based Observation Table 

Role-Play Assessment Form 

Student level:2nd year license student. 

Date: 18/02/2025 

Role-Play Scenario: Job interview  

    The following table presents the rubric used to observe and assess students’ performance 

during the free role-play (job interview) activity, based on six main criteria. 

 

Total Score (Out of 30): ____/30 

General Feedback & Observations: 

• Strengths : 

• Areas for Improvement : 

 

Criteria 

 

5-Excellent  4-Good  3-

Satisfactory  

2-

Fair 

1-

Poor 

Comments 

1.  Activeness & Energy       

2.  Engagement in the Role-

Play 

      

3.  Application of 

Knowledge/Skills 

      

4. Communication Skills 

and body language  

      

5.  Creativity & Originality       

6. pair work& Collaboration       
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Appendix C 

Score Range Grade  Performance level 

27-30 points 5 Excellent – Actively engaged, applied skills creatively and effectively. 

23-26 points 4 Good – Engaged and applied skills well, with room for minor 

improvement. 

19-22 points 3 Satisfactory - Some engagement and application, but more energy needed. 

15-18 points 2 Fair – Lacks sufficient energy and application. 

Below 15 points 1  Poor- Minimal engagement, energy, and application. 



 

  

 الملخص  

 التعلم  يعُد.  التحدث  في  أجنبية  كلغة  الإنجليزية  اللغة  متعلمي   رغبة  تنمية  في  النشط  التعلم  نهج  فعالية  في  الدراسة  هذه  تبحث 

  ثقتهم   تحسين  في  أساسيًا  دورًا  تعاونية،  ومهام  هادفة  أنشطة  في  الطلاب  ويشرك  المتعلم،  لوح  متمركزًا  أسلوبًا  باعتباره  النشط،

 رغبة  على  النشط   التعلم  استراتيجيات  تأثير  كيفية  مسألة  البحث  هذا  ويطرح.  التحدث  أنشطة  في  ومشاركتهم  وتحفيزهم  بأنفسهم

 خوف  وتقليل  الشفهية  المشاركة  لتعزيز  عملية  أساليب  شافتكاس  إلى   ويهدف.  أجنبية  كلغة  الإنجليزية  باللغة  التحدث  في  الطلاب

  اللغة  قسم  في  ليسانس  الثانية  السنة  طلاب  مع  أجُريت  حيث  التجريبي،  البحث  تصميم  الدراسة  تتبع.  التحدث  من  المتعلمين

 النوعي  المنهج على  اسةدرال  وتعتمد.  الشفهي  التعبير  جلسات  في  الأدوار  تمثيل  نشاط  تنفيذ  خلال  من  غرداية،  بجامعة  الإنجليزية

  التعلم   استراتيجيات  استخدام  أن  إلى  النتائج  تشير.  البيانات  لجمع  كأداة  أنفسهم  الطلاب  مع  الفردية  المقابلات  استخدام  خلال  من

 كةالمشار على ويساعدهم التحدث، في أجنبية كلغة الإنجليزية اللغة طلاب رغبة على إيجابًا  يؤثر الأدوار، لعب وخاصةً  النشط،

 جلسات  في  التفاعلية  الاستراتيجيات   هذه  المعلمون  يدُمج  بأن  يوُصى.  الشفهية  كفاءتهم  وتطوير  القلق،  على  والتغلب   أكبر،  بفعالية

 .واستقلاليتهم التحدث في الطلاب ثقة لتعزيز الشفهي التعبير

 لعب الأدوار، الرغبة في التواصل التواصلية، ، الكفاءة التحدث، النشطالتعلم  الكلمات المفتاحية:

 

 

  

         

  

  

 


