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challenges for learners and teachers. This action research aimed to 
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of Dogme ELT. Inspired by self-regulation phrases, the methodology 
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Introduction 

In the realm of English language education, particularly within English as a 

Foreign Language (EFL) contexts, the instruction and development of conversational skills 

present a formidable challenge for educators to teach, learners to develop themselves, and 

researchers to find treatments to problems that learners could experience while engaging in 

a conversation in English. As an experienced learner, non-native teacher, and interested 

researcher, I found this enduring problem to be a confluence of seven interrelated factors. 

Firstly, prevalent national language examinations in the researcher's educational context 

predominantly emphasise assessments of reading comprehension, lexical mastery, and 

grammatical proficiency, downplaying conversational competence as a focal point of 

instructional attention. As a secondary reason, instructors, often outputs of the same 

examination system, generally perceive themselves as inefficacious in delivering 

instruction in English; thereby, learners are deprived of meaningful exposure to the 

language, hindering their conversational development (Coşkun, 2017). Regarding the 

tertiary reason, an overreliance on prescribed textbooks among language practitioners may 

lead to pedagogical practices prioritising rote learning over engaging in conversations, thus 

impeding learners' communicative fluency (Sayed, 2016; Tosun & Cinkara, 2019). 

Fourthly, as apprentices of observation, teachers heavily adopt the same grammar-

translation method as they were taught to prepare their students for the aforementioned 

exams instead of the suggested communicative curriculum by the Ministry of National 

Education (Uysal, 2012). As for the fifth reason, cultural predispositions, particularly 

prevalent in Turkish educational settings, contribute to student reticence in verbal 

communication due to cultural norms valuing modesty and restraint. The penultimate yet 

the most defining factor underscores the nuanced complexities of spoken language, 

including variations in speech styles, linguistic ambiguities such as clustered phrases or 

clauses, the prevalence of fillers and hesitations, rate of delivery, prosodic elements, 

reduced grammatical forms, and redundancy, which collectively pose significant 

challenges for learners endeavouring for conversational proficiency (Brown & Lee, 2015). 

Finally, the broader EFL context further exacerbates the paucity of opportunities for 

learners to engage in authentic English communication outside the classroom, thereby 

impeding their ability to apply language skills to real-life situations. To wrap up, the 

intricate interplay of these multifaceted factors highlights the significant place of 

cultivating conversational competence in EFL settings, entailing appropriate pedagogical 

approaches and interventions to address this enduring pedagogical challenge. 

The classroom setting in the broader EFL environment is the primary arena for 

language learners to engage in English conversation. However, the flow of speaking 

activities in the classroom has also been criticised because those speaking tasks 

dominantly involve students’ answering teachers’ transactional inquiries for factual and 

predictable information, which has limited efficacy in enhancing conversational 

proficiency within EFL contexts (Chappell, 2013). This type of classroom ‘talk as 

transaction’, categorised as one form of other interaction types as ‘talk as performance’ 
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and ‘talks as interaction’ (Richards, 2008), has incited a shift in focus within both the 

present study and classroom settings towards a more interactional discourse in the form of 

‘talk as interaction’. This shift prioritises discourse as a socio-cultural function for 

exchanging ideas, thoughts, feelings, and experiences through dialogic practice (Freire, 

1998) to achieve self-regulated learners who can plan, monitor, and evaluate their 

affective, cognitive, and behavioural processes (Zimmerman, 2002). Drawing upon the 

suggestions of Richards (2008) and Willis (1992) about the complexity and subtleness of 

‘talk as interaction’, the researcher as a learner and teacher hypothesised that 

conversational practice characterised by natural, interpersonal, and meaningful interaction, 

deprived of intervening acts of the teacher, and under-reliance on textbooks could enrich 

students’ command of English in conversational skills, thus enabling students to express 

their thoughts, emotions, and experiences freely (Thornbury & Slade, 2006). A thorough 

perusal of language teaching methodologies (Gökmen, 2020) and akin literature review 

has resulted in embracing and applying the ‘Dogme ELT’ or ‘teaching unplugged’ 

approach in the speaking course (Meddings & Thornbury, 2009). The subsequent sections 

provide information regarding the intervention along with the underpinning theoretical 

framework, delineate the research methodology of the study, present the findings of the 

data analysis, discuss these findings with the extant literature, and culminate in a 

conclusion encompassing a summary of the key insights, educational implications, and 

recommendations for further research. 

Literature Review 

Dogme ELT 

Conventional language teaching methods can be divided into learner-, content-, 

linguistic-, and learning-based curricular approaches (Christison & Murray, 2021). Among 

these categorisations, learner-based curricular approaches are preferable among ELT 

student teachers (Gökmen, 2023). Based on these preferences, Dogme ELT can be defined 

as a learner-based language teaching approach in the 21st-century post-methods era 

(Nguyen & Phu, 2020) as it involves under-reliance on language teaching materials and 

instead stipulates creating optimal conditions for more interactions in the classrooms and 

instructs on the linguistic forms emerging from these interactions with the aid of available 

contextual particularities. It is predicated on earlier grand theoretical approaches such as 

communicative approaches, emergentism, ecological approach, sociocultural theory, 

critical theory, humanistic theory, interactionist theory, and flow theory (Meddings & 

Thornbury, 2009). Out of these theories, the first and foremost theory behind 

administrating such a study is deemed to be the flow theory (Csikszentmihalyi, 1990). 

Following the principles of the flow theory that necessitates the learning tasks to be 

meaningful, helpful, and enjoyable to learners, learners in Dogme ELT are advised to 

engage in conversations about personal topics.  

On the grounds of the practical implications of the above theoretical backgrounds, 

applying Dogme ELT principles is a move away from triadic PPP and controlled-guided-

free activities towards a more interactional approach in the framework of focus on form 

coalescing the comprehensible input, learners’ uptake and repair processes, and language 



Muhammed Fatih GÖKMEN 

 

© 2024 Journal of Language Education and Research, 10(2), 577-601 

 

580 

output (Chen, 2017). In this sense, it fits into the indirect approach of teaching 

conversational skills in which students are not instructed about how to indulge in speaking 

but acquire conversational skills by delving into intriguing topics in their style of 

interactions bereft of any control of outside factors (Brown & Lee, 2015). Meddings and 

Thornbury (2009) put forth three reciprocally interwoven pillars, which were put into 

practice in the current study. Conversation-driven teaching prioritises social and dialogical 

learning where knowledge is co-constructed by utilising and scaffolding interactive talk 

that occurs between and about the students with the guidance of teachers. Materials-light 

rather than materials-free teaching exploits the learners’ needs and interests as sources of 

topics and texts by underusing textbook-like materials, which could obstruct creativity and 

disregard learner needs and interests. Emergent language involves forming classroom 

activities conducive to developing learners’ interlanguage, which could be analysed, 

recorded, reviewed, and recycled for reactive language teaching in the stages of post-

lesson focus on form bare of a pre-determined syllabus.  

Heretofore, some publications have emerged that investigated Dogme ELT in 

review or research works (Akça, 2012; Ali et al., 2023; Chappell, 2013; Coşkun, 2017; 

Gökmen & Takkaç, 2020; Nguyen & Phu, 2020; Nureldeen, 2020; Sarani & Malmir, 2019; 

Worth, 2012; Xerri, 2012; Zhang, 2023). The study conducted by Gökmen and Takkaç 

(2020) in the Turkish context with practising teachers showed that practising English 

teachers are devoid of knowledge and practice of Dogme ELT. However, if teachers and 

students meet in a classroom instructed in Dogme ELT, their dispositions would be very 

far from negative, as Coşkun (2017) found. Their possible concerns would be the light use 

of instructional tools and an absence of examinations, which were discovered by Worth 

(2012), who indicated that learners support a balanced utilisation of such tools and are 

apprehensive regarding inevitable national examinations. Nevertheless, Xerri (2012) 

incorporated Dogme ELT in an exam-oriented course and came up with favourable 

outcomes on the part of teachers and students. Another factor that can affect the success of 

Dogme ELT is related to students' proficiency level, as Sarani and Malmir (2019) found 

more willingness to communicate and more favourable attitudes with more competent 

learners. However, Nureldeen (2020) did not find such relationships between EFL 

teachers’ beliefs of Dogme ELT and teachers’ gender, years of teaching experience, and 

the age group of students. As Dogme ELT values having more classroom conversations, 

Chappell (2013) analysed these classroom talks. He encountered that a high percentage of 

classroom talks lies within the category of rote, recitation and elicitation, instruction and 

exposition but not discussion or inquiry dialogues, which practitioners who implement 

Dogme ELT should be aware of the nature of talks in classrooms. Grounded on the review 

of the ten articles (Ali et al., 2023), it could be concluded that Dogme ELT could be 

helpful specifically in speaking skills yet saving the particularity of the research contexts.  

Self-regulation 

From the sociocultural perspective serving as the framework of this study, 

interactions can ensure more scaffolding to help learners regulate their learning by jointly 

constructing linguistic acts to close the information, reasoning, and opinion gaps (Uztosun, 
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2021).  One of sociocultural theory's primary constructs is self-regulation, which plays a 

critical role in ELT to empower students with learner autonomy to control their learning 

processes. Self-regulation was defined as the “modulation of affective, cognitive, and 

behavioural processes throughout a learning experience to reach a desired level of 

achievement” (Sitzmann & Ely, 2011, p. 421, as cited in Hardy et al., 2019). Zimmerman 

(2002) emphasised the cyclical nature of self-regulation, where learners plan, monitor, and 

evaluate their learning strategies and outcomes, boosting greater autonomy and motivation. 

Oxford (1990) also highlights the importance of metacognitive strategies required for self-

regulation. These strategies include setting goals, organising resources, self-monitoring, 

and self-assessment, all of which empower learners to manage their progress effectively. 

Furthermore, Dörnyei (2005) underscored the role of motivation in self-regulation, arguing 

that learners' intrinsic and extrinsic motivations are pivotal in sustaining their efforts and 

perseverance in language learning. Besides liberating students, self-regulation assigns 

teachers the role of facilitator, which could be best embraced in teacher education 

programs where teachers can still see themselves as learners (Randi, 2004). 

Self-regulation has been investigated for its role in the other variables of language 

proficiency as teacher beliefs (Yılmaz & Akyıldız, 2023), language achievement (Karacan 

et al., 2022), factors affecting the use of self-regulated L2 learning strategies (Köksal, & 

Dündar, 2017), and language skills (Meşe & Mede, 2023; Uztosun, 2021). Yılmaz and 

Akyıldız (2023) found that EFL teachers held some misconceptions and inconsistency 

between behaviours and beliefs, not to mention the limited understanding of the exact 

nature of self-regulation. Köksal and Dündar (2017) conducted their study with pre-service 

teachers at a Turkish ELT department. They discovered that learners' yet future English 

teachers’ personality traits, identity, beliefs about L2 learning, and proficiency could affect 

self-regulated L2 learning strategy use. Karacan et al. (2022) found that only 14% of the 

prediction of EFL achievement was through self-regulated behaviours, probably due to the 

research setting being an online interface. Only two studies were detected to examine the 

relation of self-regulation with speaking skills. Meşe and Mede (2023) examined the effect 

of self-regulation on speaking skills through differentiated instruction, meaning the 

adaption of instruction according to diverse background knowledge, reading level, and 

students' interests. They concluded that differentiated instruction did not boost self-

regulated behaviours but significantly improved students’ speaking skills. However, 

Uztosun (2021), in his study with Turkish university students, demonstrated that self-

regulated behaviour, if accompanied by motivation, could predict 34% of EFL speaking 

competence aided by regulation of effect. By integrating these two constructs of Dogme 

ELT and self-regulation in commencing, cultivating, and concluding stages of the current 

study, students of the English language could be best supported by developing their self-

regulated behaviours to improve their conversational skills via Dogme ELT.  

Rationale of the study 

Due to the space limitations and the nature of the qualitative works that include and 

discuss the literature at the end of the study in the culminating stages (Creswell, 2009), the 

review of research, in a nutshell, suggests that the findings that emerged are pretty scanty 
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and mixed. Therefore, more studies, especially in action research designs, are needed to 

test the viability of Dogme ELT for English for specific purposes such as conversational 

skills. In terms of the methodology of the conducted studies, all the reviewed studies were 

conducted without analysing students’ needs to be considered in the classroom. In the 

literature review, no study was detected that followed research designs to raise self-

regulated learners by applying the principles of Dogme ELT. Thus, the study aimed to 

raise more autonomous learners, which could lead to enhanced speaking performance; 

therefore, the teacher-researcher followed the typical phases of self-regulated learning in 

this action research (Uztosun, 2021). These phases involve a preparatory phase that 

embraces task analysis, planning, and goal setting; a performance phase encompassing 

monitoring and controlling the process; and finally, an appraisal phase in which learners 

go through a reflection process. In the preparatory phase, a needs analysis was conducted 

to explore learners’ needs. In the performance phase, students kept journals to monitor 

their progress, and lastly, in the appraisal phase, students were asked for their reflective 

views about the Dogme ELT embedded in the speaking course. Therefore, in light of the 

reasons inflicting Turkish learners of English stated in the introduction and the preliminary 

needs analysis in the current study that learners evaluated themselves as not proficient at 

conversational skills, the current study will initially aim to contribute to students' 

development of conversational skills. The study will also add to the literature, which might 

inspire other ELT professionals to readjust their instruction in conversational skills in the 

classroom. This study attempted to answer the research questions below: 

1. How do the students assess their conversational skills in the English language, 

and what do they need to develop? 

2. What patterns of factors could have affected students’ conversational skills in 

the intervention? 

3. To what extent did the intervention of Dogme ELT improve learners’ 

conversational skills? 

Methodology 

The intervention 

Dogme ELT principles represent an instructional framework seeking to disengage 

English language pedagogy from over-reliance on conventional educational materials such 

as textbooks, predetermined linguistic content, and the perceived constraints associated 

with traditional teacher roles. Therefore, Dogme ELT principles aspire to foster a more 

conversation-driven, materials-light, and emergent linguistic instructional approach. To 

illustrate the intervention, following the conversation-driven principle, participants 

engaged in conversations with their partners about any topics of interest for two 45-minute 

lessons. As for the second materials-light principle, during these conversations, there was 

no strict interference or instructions by the teacher or use of textbooks or other materials, 

as happens in many traditional speaking lessons. Depending on the choices of students, the 

partners have changed occasionally. The participants also delivered a small talk to the 

class. Inspired by the third principle about emerging linguistic instruction, as they also 
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took notes of the contents and the processes of the conversations, the instructor, from time 

to time, provided a brief explanation about some structural or lexical forms that the 

students needed help to use in the conversations. At the end of each week, the participants 

wrote a reflective paper regarding these talks.  

Research design 

As one of the main functions of research endeavours is to offer solutions to the 

challenges in the micro- or macro-settings (Creswell, 2009), the current research was 

conducted to explore the extant problem elucidated in the introduction. This study thus 

proposes and implements a viable solution rooted in Dogme ELT and thereafter examines 

the effects of the proffered solution upon the underlying problem. Therefore, the selection 

of an action research design for this study is theoretically underpinned by the shared 

objective of facilitating instructional change and the developmental progress of learners, 

which necessitates systematic analysis of the classroom environment and careful 

examination of the effects of the intervening instructional approach on teaching and 

learning outcomes (Burns, 1999). Nevertheless, though action research is presumed to be 

within the qualitative research due to the convergent objectives of qualitative research and 

action research, the data analysis in this study availed of descriptive quantitative statistics 

as frequencies, sums, and percentages of codes along with extensive quotes from the 

participants. Therefore, this type of data analysis could meet the criteria of mixed 

methodology of data analysis following the reconceptualisation of research paradigms by 

Hampson and McKinley (2023). 

Context and participants 

Conducted within a state university's English Language Teaching program, the 

study samples first-grade ELT students undergoing foundational courses in comprehensive 

and productive language skills at the B1 proficiency level as they have already passed the 

prep class. They enrolled in this department due to national university entrance exam 

scores focused on reading comprehension, lexical development, and grammatical mastery. 

The participants in the class consist of 72 Turkish students enrolled in a compulsory two-

credit-hour course named “Speaking Skills”, where instruction was delivered in two intact 

groups. Sixty of them were female, and 12 participants were male. As 69 of the 

participants had just graduated from high school, their ages were between 18-20 years. 

There were only three outsiders. One was around 40 years old and was also a teacher. The 

other two were receiving their second undergraduate degrees. As the participation in the 

data-gathering tools was based on voluntary participation to ensure convenient sampling, 

the number of participants fluctuated from one tool to another. Therefore, self-reports, the 

first data-gathering tool, were filled out by 44 participants; 58 participants kept journals, 

and the whole class of 72 participants presented feedback on the intervention. 

Data collection procedures 

The cyclical stages of planning, action, observation, and reflection in typical action 

research were meticulously followed in implementing this study (Burns, 1999). The tools 

for both intervention and data gathering were systemically collected in the pre-intervention 
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stage for planning, during the intervention for action and observation, and post-

intervention for reflective purposes. The employed methodologies included self-evaluation 

reports for needs analysis to inform intervention planning, reflective journals to monitor 

progress, and open-ended questionnaires to assess students' overall reflective perspectives 

on speaking practice and the efficacy of the intervention.  

Initiating data collection with self-reports analysed participants' needs and specific 

challenges in speaking to facilitate the formulation of appropriate interventions, as 

suggested by Tsang and Wong (2002) and also availed by Glover (2019). Participants were 

given written questionnaires and two weeks to reflect extensively on their speaking skills. 

Subsequently, 58 voluntary learners kept weekly journals for 15 weeks during the 

intervention. Journals represent a valuable form of learner narratives that disclose learners’ 

insights about two interwoven contexts: the internal context of learners’ inner selves and 

the external context embracing external occasions and situations (Oxford, 2011). The 

practice of keeping journals offers benefits for both researchers and learners (Oxford et al. 

1996), allowing the researcher to see participants’ ongoing progress and the efficacy of the 

intervention and guide learners to reflect on their affective and cognitive aspects of 

speaking by raising their awareness (Oxford et al. 1996). Participants documented 

linguistic forms encountered, conversational topics discussed, and difficulties faced during 

interactions. They also concluded each entry with reflections on the session on the evening 

of the course day. Regular monthly reviews of the journals were conducted to provide 

feedback and refine instructional strategies. Lastly, at the end of the semester, an open-

ended questionnaire was submitted to the whole class to solicit feedback about the 

intervention, participants’ speaking development, and their insights about the course. To 

raise self-regulated autonomous learners (Uztosun, 2021), self-evaluation was emphasised 

at the beginning and end of the intervention to empower students in the assessment process 

by allowing them to take control of their learning process and reassess their abilities more 

realistically (Alderson, 2005; Meddings & Thornbury, 2009). In addition, as the speaking 

tasks in the classroom primarily encompass the speaking types of interactive and extensive 

conversations, assessments were also integrated into conversational exchanges and oral 

presentations (Brown & Lee, 2015). Institutional permissions were secured after the 

commencement of the study with document no: 6346 and date: 01.02.2024. Additionally, 

informed consent was obtained from all participating individuals. All these ethical acts 

underscored the ethical rigour of the research endeavour. 

Data analysis procedures 

Self-reports were gathered from a cohort of 44 students. Fifty-eight learners kept 

reflective journals for 15 weeks. Additionally, 72 learners provided feedback on the 

intervention by granting responses to seven open-ended questions.  

The data underwent a meticulous qualitative analytical process involving three 

iterative and intermittent readings. In the initial reading, key codes were identified and 

tabulated. The secondary reading subsumed codes under emerging categories and 

overarching themes. After six weeks of break from the second reading, the tertiary reading 
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aimed to reconfirm the identified codes' consistency, coherence, and alignment with the 

emergent categories and themes.  

The reliability of the data analysis was checked by both intra- and inter-reliability 

tests. An intra-coder reliability analysis that was tested between three readings yielded a 

Cohen’s Kappa coefficient of .94, indicating a high level of consistency. On the other 

hand, inter-coder reliability, established through collaborative scrutiny with a specialist 

colleague, resulted in Cohen’s Kappa coefficient of .89, signifying robust agreement 

regarding code emergence and categorisation. These reliability coefficient results 

corroborate the data analysis's robustness; that is, the codes and categories were 

determined by agreement across time and coders, which connotes the reliability of data 

analysis in qualitative research.  

As regards the specific procedures of collecting and analysing data, the themes 

derived from the self-reports, which served as a form of needs analysis, were identified 

based on the prevalence of recurring codes. Afterwards, these themes served as pre-set 

themes for subsequent content analyses of the journals and open-ended questionnaires. The 

cumulative data encompassed an extensive corpus comprising hundreds of thousands of 

words.  

To streamline the presentation of the data, the most pertinent excerpts from the 

reflective journals and responses to open-ended questionnaires were quoted and juxtaposed 

under germane themes. While the self-report data was subjected to quantitative analysis 

and presented in a tabulated and numeric display, data extracted from the journals and 

open-ended questionnaire underwent qualitative content analysis, emphasising verbal 

evidence through contextualised quotes subsumed under thematic categories. 

Acknowledging the inherent subjectivity in qualitative research analysis, the researcher has 

an interpretative role. Additionally, statements originally articulated in the participants' 

native language were translated into English for analysis and reporting purposes. A 

colleague also checked these translations to match the original meaning with the translated 

meaning. 

Results 

Self-reports 

In the inaugural session of the course, students were assigned to compose a self-

report, serving as a needs analysis instrument concerning their conversational skills to 

answer the first RQ. This data collection phase entailed a self-assessment, delineation of 

reasons underpinning their perceived level of efficacy and identification of areas 

necessitating improvement. From a cohort of 72 enrolled students, 44 self-reports were 

received, constituting a substantial portion and facilitating a reliable estimation of the 

broader student population. 

Students initially revealed their self-assessment regarding their conversational 

skills. The most common descriptors that they used for assessing their conversational skills 

were “good”, “bad”, and “average”. According to the five levels of conversational 

proficiency delineated by the Interagency Language Roundtable (ILR, 2012), the 
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statements “good”, “bad”, and “average” could be associated with the levels as follows: 

“good” stands for around 4 (advanced professional proficiency), “bad” represents the level 

of 2 (limited working proficiency), and “average” corresponds to 3 (general professional 

proficiency). Among the 44 respondents, as shown in Table 1, 27 students appraised 

themselves as possessing bad speaking skills (level 2), while 10 regarded their proficiency 

as good (level 4). Seven respondents positioned themselves at the average level (3). Upon 

redistributing the average group's count evenly across the “good” and “bad” categories, 

nearly two-thirds of the cohort (n=30) were found not to perceive themselves as 

sufficiently proficient in conversational skills in English, amounting to a limited working 

proficiency. Students’ self-assessment of speaking proficiency to be low was also affirmed 

by the study conducted by Yanar and Tütüniş (2016), who discovered that most of the 

students were below the average level.  

These findings prove the prevalent disposition of low speaking proficiency among 

Turkish speakers of English in Turkish educational contexts, which betakes us to ponder 

over some potential intervening solutions in the context of the course. To determine the 

intervention, students’ justifications for having high or low proficiency in English need to 

be examined in depth.  

The codes of reasons for determining students’ proficiency levels in conversational 

skills were converged under four thematic categories, as shown in Table 1, such as 

affective, contextual, linguistic, and schooling factors that emerged out of the most 

prevalently recurring codes. Regarding the affective category, two of the most defining 

factors behind their ability to converse in English are their reticent personality (n=7) and 

fear of making mistakes (n=8), primarily stemming from their classmates’ potentially 

debilitating reactions. This result is salient because the frequency of the mentioned factors 

falls discernibly when the perceived proficiency levels rise. As for the contextual factors, a 

dearth of practice (n=16) emerged as a significant impediment for low-proficient students, 

but high-proficient students ascribed their efficiency to consistent practice (n=6), which 

proves the pivotal worth of consistent engagement with conversational skills. Factors in 

schooling (n=19) and linguistics (n=24) were mentioned more by the low-proficient 

students as crucial factors, which again decreased when their self-efficacy improved.  

 

 

 

 

 

 

 

 

 

 

 



Enhancing English conversational skills…  

 

© 2024 JLERE, Journal of Language Education and Research, 10(2), 577-601 

 

587 

Table 1. Content Analysis of Students’ Rationalisations For Their Self-Assessment 

 

The identification of students' needs for conversation skills was contingent upon 

their perceived proficiency in speaking. Therefore, their needs were combined into three 

thematic categories, as displayed in Table 2: the needs of individuals characterized by low, 

average, and high self-efficacy. Among students with low self-efficacy, a prevailing 

inclination towards more speaking practice (n=10) and consumption of audio-visual media 

(n=7) was observed, whereas students with average self-efficacy expressed a lesser 

demand for additional practice (n=3). On the other hand, highly self-efficacious students 

expressed a preference for engaging with audio-visual texts (n=2). 

 

 

 

C
a

te
g

o
ri

es
 Low  

self-assessment 

Medium 

self- assessment 

High 

self- assessment 

T
o

ta
l 

 Codes f Codes f Codes f  

A
ff

ec
ti

v
e 

fa
ct

o
rs

 

Reticent personality  7 Reticent personality 0 Reticent 

personality  

3 10 

Fear of making 

mistakes  

8 Fear of making 

mistakes  

1 Fear of making 

mistakes 

2 11 

Anxiety 3 Anxiety 3 Anxiety 2 8 

Confidence 3 Confidence 1 Confidence 3 7 

Total  21  5  10 36 

C
o

n
te

x
tu

a
l 

fa
ct

o
rs

 

Dearth of practice 16 Dearth of practice 3 Consistent practice 6 25 

Language exposure 8  0 Utilizing audio-

visual media 

4 12 

Total  24  3  10 37 

L
in

g
u

is
ti

c 
fa

ct
o

rs
 Vocabulary 10 Vocabulary 3 Vocabulary 3 16 

Grammar 7 Grammar 1 Grammar 3 11 

Pronunciation 4 Pronunciation 0 Pronunciation 2 6 

Translation 3 Translation 0 Translation 2 5 

Total  24  4  10 38 

S
ch

o
o

li
n

g
 

fa
ct

o
rs

 

Examination 10 Examination 1 Examination 0 11 

Teachers’ use of 

English 

7 Teachers’ use of 

English 

1 Teachers’ use of 

English 

1 9 

Educational system 2 Educational system 3 Educational system 3 8 

Total  19  5  4 28 
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Table 2. Content Analysis for The Needs To Improve Speaking Proficiency 

Categories Code Frequency 

Needs of low self-efficacious students More practice  10 

Watching and listening to audio-visual media 7 

Talk to myself 2 

Online friends 2 

Reading books 2 

Total  23 

Needs of average self-efficacious 

students 

More practice 3 

Teachers help in speaking 2 

Total  5 

Needs of high self-efficacious students Audio-visual media 2 

Total  2 

Based on the overall findings, students ascribe their proficiency in conversation in 

English to the affective, contextual, schooling, and linguistic factors. These results indicate 

that the intervention should be multi-layered and mitigate the aforementioned factors. 

Therefore, the potential intervention should include some levels of practice aligned with 

contextual factors, a comfortable and supportive atmosphere in classrooms linked with 

affective factors, more absence of distressing exams yet more inclusion of student-centred 

interactions related to schooling factors, and more use-oriented instruction of linguistic 

forms associated with linguistic factors. Within this framework, an intervention rooted in 

the tenets of Dogme ELT emerges as a promising path that could be characterised by a 

conversation-driven extensive practice, the incorporation of emergent language instruction 

centred on lexical chunks, and a departure from traditional textbook-centred instruction. 

Journals 

In each lesson, students delved into conversations in pairs, which the teacher-

researcher occasionally reorganised. These interactions happened to focus on topics of 

personal relevance. Throughout these exchanges, students encountered challenges 

primarily associated with word recall and sentence formulation. Therefore, these emerging 

linguistic forms were briefly explained by the teacher-researcher. Another prevalent source 

of anxiety and low self-confidence, as evidenced in self-reports, stemmed from concerns 

regarding examinations and public speaking. To test their conversational skills and 

familiarise and comfort them on such occasions, students also underwent assessments of 

their speaking proficiency, both within pair interactions and before the class. Similar 

quantifying data about the factors affecting speaking were also encountered in the journals. 

While self-reports predominantly featured quantitative data, journal entries were 

characterised by qualitative analysis, emphasising the utilisation of direct quotations to 

elucidate emerging themes such as contextual, affective, linguistic, and schooling factors. 

These quotations served as supporting evidence to the self-reports, substantiating the 

identified thematic categories to answer the second RQ. 
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Regarding the affective factors, students (28. Participant, hereafter P) reported 

experiencing a notable sense of enjoyment and satisfaction, aligning with the principles of 

flow theory. Through consistent practice, students reported a gradual increase in self-

confidence, which in turn led to a corresponding reduction in anxiety levels. The 

cultivation of this positive emotional state was attributed, in part, to the supportive 

demeanour of the teacher-researcher during both pair work (37. P) and public speaking 

tasks (20. P). Students were afforded agency in selecting speech topics inspired by their 

personal interests and background knowledge to foster intrinsic motivation and 

comfortable speaking (38. P). Topics of interactions encompassed a wide range of familiar 

subjects, including social media, sports, music, dormitory life, family dynamics, language 

learning experiences, celebrities, movies, literary works, and so on. 

P28: Like always, this lesson was effective, productive, and enjoyable. I love this lesson so 

much.  

P37: That was good because speaking spontaneously relieved our excitement and increased our 

self-confidence with the teacher's help.  

P20: Sometimes, we cannot even say a simple sentence because we are excited, and if we 

practice speaking in front of people, our confidence will increase, and we can speak better.  

P38: We were lucky that the teacher wanted us to choose the subject; this motivated and relieved 

us more because we were not entirely used to it yet, so the teacher helped us to get used to it.  

Regarding the contextual factors, all participants emphasised the significance of 

their partners' personality traits and linguistic proficiency in shaping their conversational 

skills and influencing the assessment of pair interactions. While some students (8. P) 

advocated for the efficacy of partner rotation, others (40. P) expressed reservations, 

contending that frequent changes hindered the depth of discourse and often constrained 

conversations to superficial topics. As the classroom settings were recognised to be the 

primary opportunities to practice conversation in English in the EFL context (16. P), 

classroom practice with just 2 hours per week may not be sufficient for language exposure 

or practice (7. P), online platforms were identified as potential supplements to classroom 

practice, offering increased opportunities for language exposure beyond the confines of 

classrooms because translation sites and online dictionaries were invariably availed to 

address some linguistic needs (29. P) during the conversations. 

P8: I think it was not good because talking with the same partner in both lessons got boring.  

P40: I do not like our partner changing. Because I didn’t feel comfortable speaking. I had more 

difficulty in speaking. I think we can talk better if our partner doesn’t change.  

P16: I think instead of solving tests after learning grammatical rules we should do practice by 

speaking and we should solve tests when we go to the home. I say this because when we are in 

school, there are people or friends who know English, but at home, we can’t have this chance.  

P7: I think everything starts to practice more. But time in the class is not enough to speak or 

learn English.  

P29: Anyway, while speaking, we started to take notes about everything we didn’t know and 

searched on the phone.  
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Regarding linguistic gains, students relatively overcame the challenges of word 

recall appropriate to the contexts of the situation, intelligibility of the pronunciation of the 

words, and sentence construction (58. P). Students identified several emerging 

grammatical points needing further instruction, encompassing conditional clauses, noun 

clauses, adverbial and adjective clauses, and verb tenses (4. P). Additionally, students 

actively took notes of linguistic expressions such as collocations and colligations to ease 

and enhance their speaking proficiency, and the teacher-researcher provided succinct 

explanations (29. P). Observing their developmental progress, students reported 

heightened motivation for oral communication (16. P). 

P58: I have seen a change in pronunciation and vocabulary for the past weeks. 

P4: I think this course was efficient and fruitful. Because we studied grammar, we remember it 

as well. We also use them in sentences and daily life and combine them with ourselves. 

P29: Anyway, while speaking, we started to take notes about everything we didn’t know and 

searched on the phone.  

P16: It was a fruitful class for me to practice my English because I remembered the words I had 

forgotten when speaking with my partner. I remembered the grammatical rules, phrasal verbs, 

etc. Also, I gained self-confidence. Before, I was ashamed of speaking English because I was 

making mistakes, but now I don’t feel shame when I make mistakes. 

As for the schooling factors, students expressed gratitude for the guidance provided 

by the teacher-researcher during the conversational activities (8. P). It was also observed 

that none of the students identified a requirement for textbooks in their conversational 

practice (20. P). Furthermore, the prevalence of anxiety among students was prominently 

associated with exam-like assessments, mainly when speaking in front of an audience (6. 

P). 

P8: Students feel so excited and nervous on the stage, but thanks to the lecturer’s questions, the 

speech is easy and comfortable.  

P20: Since our lesson is speaking, it makes sense not to stick to any book. 

P6: The teacher always wanted us not to be worried about exam points. Thanks to the teacher, I 

improved myself, not for grades but for myself.  

Questionnaire 

Upon completing the course and the intervention, students were surveyed regarding 

their perspectives on their conversational skills and the efficacy of the intervention to 

answer the third RQ. Of the 72 responses to the question of conversation-driven principle, 

69 students (95.83%) acknowledged the efficacy of this method in enhancing their 

speaking skills (54. P). Only three respondents expressed hesitations regarding the aid of 

conversation-driven principle and attributed the deficiency of perceived benefit to 

insufficient instructional hours. This finding suggests that the conversation-driven 

principle in Dogme ELT proves effective when implemented even for two weekly hours 

for one semester and could be more efficacious if implemented more than this period. 

P54: Practicing language, learning new words and expressions, improving pronunciation, and 

enhancing grammar can be highly beneficial by conversing with native speakers, language 
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exchange partners, or language learning tools. Continuous conversation helps us better 

understand grammar rules, expand our vocabulary, and develop our speaking skills naturally. 

Out of 71 replies to the efficacy of emerging language, only two students averred 

that they did not benefit from this technique. The remaining respondents (n=69, 97.18%) 

emphasised attaining lexical knowledge and grammatical proficiency through this 

principle. Furthermore, they also underscored the significance of employing and learning 

grammatical and lexical structures during and after usage (37. P). 

P37: Learning grammar and vocabulary through practice is more memorable. Otherwise, 

memorising grammar rules or words is forgotten after a while. Working on these two aspects 

through speaking ensures permanent learning. 

The feedback from the students regarding the use of educational materials in 

speaking classes indicates diversified views. Nevertheless, contrary to the traditional use of 

textbooks, it was observed that none of the students resorted to textbook materials and 

unanimously advocated their non-usage. However, a minority subset of students (n=16, 

22.54%) abstained from employing technological aids such as telephones or computers 

during speaking courses (27. P). In contrast, the majority (n=55, 77.46%) availed 

themselves of online resources such as dictionaries, translation websites, mobile 

applications, and audio-visual media, mainly when they encountered difficulties related to 

word retrieval, pronunciation, or sentence construction (26. P). 

P27: Yes, I think it's more beneficial to communicate in class without relying on technology. 

When even a simple word doesn't come to mind, we can sometimes get stuck and immediately 

turn to our phones. Instead of doing that, I believe it would be more beneficial to try to express 

the words we can't remember differently.  

P26: I believe utilising technology would make lessons more practical and efficient. I consider 

technology to be effective and necessary for language learning. I have used the tech tools for 

pronunciation, grammar, vocabulary, and translation. I will definitely continue to use them 

because, in my opinion, technology is the most effective tool in language learning. 

At the end of the intervention, the most predominant obstacles identified by 

students were associated with affective factors, including confidence (n=14), fear of 

making mistakes (n=12), reticent personality (n=4), and anxiety (n=4), contextual factors 

such as the dearth of practice (n=36) and language exposure (n=4), linguistic factors 

involving vocabulary use (n=9) and grammar (n=3), and schooling factors as examination 

(n=2) and educational system (n=1). The frequency of mentions in each category was 

counted before and after the intervention, as displayed in Table 3. 

As illustrated in Table 3, despite general approval of the intervention's efficacy, 

persistent challenges were primarily attributed to affective factors, including anxiety, 

contextual constraints necessitating consistent practice, and linguistic deficiencies 

concerning vocabulary recall and use. However, the intervention conspicuously 

contributed to reducing students' tendency to attribute challenges to linguistic and 

schooling factors. This reduction can be ascribed to transferring students' linguistic 

competence, encompassing both structural and lexical knowledge, to the speaking 
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performance, thereby diminishing the frequency of such attributions. Additionally, the 

contextual factors, including the absence of anxiety-inducing exams and the supportive 

role of the teacher, likely facilitated this reduction in attributions related to schooling. 

However, the duration of the intervention, limited to a 2-hour course per week, was 

deemed insufficient by participants to develop conversational skills. Consequently, this 

inadequacy failed to bolster participants' self-confidence, leading to a sustained presence 

of affective and contextual factors affecting their performance. 

 

Table 3. The Discrepancy in The Frequency Of Mentions In Each Category Before and 

After The Intervention 

 Before the intervention After the intervention 

 Frequency of mentions Frequency of mentions 

Affective factors 36 34 

Contextual factors 37 40 

Linguistic factors 38 12 

Schooling factors 28 3 

As a response to the question regarding students’ reflective suggestions for further 

improvement in conversational skills, students needed and suggested further regular 

practice (n=35, 55.56%), more language exposure through other language skills (n=15, 

23.81%), a supportive atmosphere in the classroom conducive to building confidence (n=6, 

9.52%), and studying vocabulary (n=7, 11.11%).  

On the grounds of the overall findings, to compensate for schooling factors, first 

and foremost, a friendly and comfortable environment in the classroom needs to be 

established to alleviate students' anxiety and foster speaking practice without the fear of 

making mistakes. Subsequently, as the suggestions above substantiated the need for more 

practice, extensive speaking practice would enhance students’ linguistic competence, 

which in turn would improve students’ conversational skills. It thus would help students 

gain confidence and elude anxiety (59. P). To compensate for the limited time of the 

course with the outside-the-class practice and exposure (61. P), online platforms could be 

leveraged as extracurricular language practice and exposure. 

P59: I think that as we practice and speak with each other more, our self-confidence will 

encourage us to speak even more. 

P61: Actually, speaking is not a problem. There is only one keyword to solve it, and everyone 

who does that can speak very easily. That is "practice." The more you speak, the more you 

improve.  

Given that one of the essential stages in formal education is the assessment, 

measuring and evaluating conversational skills is much more crucial and distressing due to 

the affective problems of anxiety experienced by learners, possible examiner biases, the 

dynamics commonly used in paired examinations where students converse in pairs as a 
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form a speaking test (Foot, 1999) or speaking in front of an audience. In the current study, 

students underwent assessment in pairs and through individual speeches delivered to the 

class. The self-assessment technique was employed to encourage students to foster 

ownership of their progress (Talandis & Stout, 2015).  

As a result, a significant majority of students (n=67, 93.06%) noticed a certain level 

of self-perceived progress in their speaking ability. While students in the first stages felt a 

certain level of anxiety, they gradually gained a certain level of confidence besides 

efficacy in speaking English. Despite initial anxiety levels, students progressively 

developed a sense of confidence (59. P) alongside enhanced proficiency in spoken English 

(48. P). The efficacy of the intervention in promoting practical skills and self-confidence 

further reinforced students' conviction regarding the necessity for consistent practice (61. 

P). 

P59: I think that as we practice and speak with each other more, our self-confidence will 

encourage us to speak even more. 

P48: There has definitely been a difference; in fact, there was a difference even about three 

weeks after taking this course. In the initial stages, I experienced difficulties in speaking and 

consequently felt less confident; later on, I noticed that I didn't stumble and hesitate as much 

when speaking, and I felt more comfortable. 

P61: We can't speak because we are afraid of making mistakes, embarrassing ourselves, and 

lacking self-confidence. But the more we speak, the fewer mistakes we make. That's why I 

believe we need to speak no matter how many mistakes we make.  

Regarding the students’ overall opinion about the intervention, the vast majority of 

students (n=68, 94.44%) expressed fulfilment and perceived benefits. These benefits were 

identified primarily to be associated with enhanced self-confidence, improved speaking 

proficiency, and increased social engagement, which contributed to the mitigation of 

reticent tendencies among the students (67. P). 

P67: The course was both very enjoyable and highly developmental for me. I can say that I 

started speaking English with this course. It was so enjoyable that I continued and did many 

things individually to improve it, and I continue to do so. If I hadn't taken this course, I'm not 

sure if I would have put in so much effort and enthusiasm to speak English as I do now. Besides 

the benefits it provided me, the motivation it instilled in me is also very important.  

As an overall summary of all findings, it was found that students’ challenges 

regarding conversational skills could be attributed to affective factors, including reticent 

personality, self-confidence, anxiety, and fear of making mistakes, contextual factors 

involving dearth of practice and language exposure, linguistic factors such as structural 

lexical competence, issues of pronunciation, and reliance on translation, and lastly to 

schooling factors encompassing examination, teachers’ command of English, and macro-

educational system. As for the principles of Dogme ELT, the participants expressed 

appreciation for the conversation-driven and emergent language instruction, yet they 

reported concerns regarding the light usage of technology. At the end of the intervention, 

though the participants stated a relatively good level of improvement in their 
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conversational skills and enhancement of self-confidence, they still grapple with 

challenges stemming from affective and contextual factors. Nevertheless, there was a 

notable reduction in the influence of linguistic and schooling factors. 

Discussion 

As the incentive of the study was the discovery of students’ low proficiency in 

conversation in English in the needs analysis, the subsequent findings from the following 

data substantiate the reasons behind the low self-efficacy mentioned in the introduction 

(Talandis & Stout, 2015). At large, the positive results on speaking performance in the 

studies found by Ali, Ali, and Ngah (2023), Coşkun (2017), Glover (2019), Larson-Hall 

(2016), Nureldeen (2020), Sarani and Malmir (2019), Sayed (2016), Solimani et al. (2019), 

and Xerri (2012) were also corroborated by the current study. On the other hand, the 

emerging themes of affective, contextual, linguistic, and schooling factors could also be 

associated with the areas of self-regulation that Uztosun (2021) researched in the case of 

speaking skills. These areas are task value activation, regulation of the learning 

environment, regulation of the classroom environment, and regulation of affect. Affective 

issues such as anxiety, self-confidence, or motivation are akin to the regulation of affect; 

task value activation could be associated with the linguistic factors related to the speaking 

skills per se; contextual factors involve self-regulation of learning to offset the deficits of 

the macro-environments as EFL contexts; and schooling factors including exams and 

teachers involve self-regulation of the classroom environment. The result that primarily 

linguistic and schooling factors in speaking were reduced towards the end of the 

intervention was also encountered by Glover (2019), who explored students’ awareness of 

speaking skills over four years. To streamline the following discussion in line with the 

main findings found in this study, the following discussion will be covered under the 

above themes: affective, contextual, linguistic, and schooling factors. However, under each 

theme, specific findings or research areas inspired by the literature review written by 

Zhang (2023) will be expounded. To reify, the classroom atmosphere under the affective 

theme, the use of educational technologies to practice English outside the classrooms 

under the contextual theme, the effectiveness of Dogme commonly related to the specific 

course under the linguistic theme, and teachers’ efficiency and exams under the schooling 

theme were discussed in the following pages.  

As the findings approved the crucial value of speaking practice in the class, 

confirming Uztosun (2021), who found a correlation between the regulation of classroom 

environment and speaking competence, the role of the teacher could be the facilitator of 

the organisation of speaking pairs in the classroom rather than the source of interaction. To 

this end, the interlocutor effect (Nunan, 1991) plays a significant role in the assessment of 

conversations as some students preferred a stable partner for deeper talk and some others 

opted for a change of partner for some reasons as the dominance of a speaking partner in a 

dialogue as stated by a teacher in the study of Coşkun (2017). The need for deeper talk or 

‘long conversation’ (Mercer, 1995) was also echoed by Chappell (2013), who deduced that 

discussion and inquiry dialogue should not be disregarded in the classroom to achieve 

success in Dogme ELT. Another explanation of the finding related to changing partners is 
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concerned with equality and mutuality between peers, and this corroborates Chen's 

findings (2017). Mutuality between peers, that is, peers responding to questions of each 

other, utilising emerging learning opportunities, exchanging ideas, and solving 

communication breakdowns, led to the preference of sticking to the same partner or a 

change of partner for lack of mutuality. Evaluation of speaking proficiency is even greatly 

determined by the personality and linguistic proficiency of the partners (Foot, 1999). 

Therefore, the choice of partners could be left to the peers' preferences because they would 

better know the mutuality between each other rather than the teacher organising the 

speaking pairs (Chen, 2017). As regards the benefits of conversations, enabling dialogic 

pedagogy (Freire, 1998; Mercer & Howe, 2012), conversations not only improved 

students’ speaking skills but also reciprocally socialised with their peers, gained 

confidence and empowerment, were disentangled from reticence by being included in the 

talks, and knew each other better by critically co-constructing the knowledge related to the 

topics of the conversations. Enacting and modelling such dialogic practice in the teacher 

education programs, as investigated by Arslan and Whitehead (2022) in the teacher 

education programs in Türkiye deserve much attention so that future English teachers can 

receive the knowledge, method, and practice of dialogic practice in their future classrooms, 

especially in the courses of speaking skills. In another sense, by engaging in dialogic 

practice in the Dogme ELT, the participants were socialised and liberated through 

language as purported in socialisation theory (Bandura, 1977). These engaging and 

enjoyable dialogues between pairs were similarly observed by Coşkun (2017) and Xerri 

(2012), also supporting the nature of flow theory (Csikszentmihalyi, 1990). Therefore, one 

of the most significant assets of Dogme ELT is conversation-driven lessons that can raise 

more empowered and liberated individuals by making them socialise through language 

while improving their speaking skills in English by having dialogues on engaging topics 

and talks.  

Secondly, the approval of the non-use of textbooks discovered in this study affirms 

the findings of Coşkun (2017). Another finding that students exploited mobile and online 

technologies during the interactions for needed information regarding emerging language 

could falsely be deemed incongruent with the materials-free principle of Dogme ELT. 

However, Ushioda (2011) contends that tech-integrated Dogme ELT could be more 

effective in language education, not to mention that Dogme does not wholly object to 

materials used in the classroom. On the contrary, Dogme ELT supports materials that 

mediate talk, as in Dogme 2.0 tools (Nguyen & Phu, 2020). As a piece of supporting 

evidence of such tools' effectiveness, Yanar and Tütüniş (2016) conducted classroom 

research to explore the effects of mass media tools on 38 adult learners’ speaking skills. 

They found that using such tools has improved learners’ use of communicative expressions 

in speaking. The concern could be more related to the over-use of textbooks, which none 

of the students suggested studying textbooks for speaking because textbooks do not 

provide diversity and creativity in teaching practises and do not meet students’ learning 

needs (Cunningsworth, 1995). Instead of textbooks, as students are more liable to regulate 

their classroom environment in speaking courses (Uztosun, 2021), these courses could be 

devoted to extensive conversations between acquainted individuals rather than strangers on 
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the internet. However, as the classroom time was not deemed to be sufficient enough to 

practice English in the EFL context and thus to direct speaking outside the classroom, 

chatrooms could provide opportunities to transfer linguistic competence to performance by 

engaging in meaningful, motivating, and comforting interaction and collaboration leading 

to linguistic exposure, which is also necessitated by the participants in the current study to 

improve spoken interaction (Hamano-Bunce, 2011; Meşe & Mede, 2023). 

Thirdly, the success of Dogme in the present study could have resulted from the 

course being a speaking course rather than the other courses on structure, lexis, or other 

skills because the central principle of Dogme was conversation, which also helped improve 

students’ conversational skills as found in many studies reviewed by Ali et al. (2023) 

These findings also affirm that students appreciate the development of speaking skills 

since task value activation was found to be the most regulated area of students in speaking 

courses (Uztosun, 2021). The reasons behind the intervention and the conducive results 

also substantiated the idea of ‘small talk’ (Hunter, 2012) regarding its positive effects on 

speaking performance and affective factors as enjoyment because students were the 

subjects of the speaking practice free of teacher’s interventions. However, linguistic 

proficiency cannot be limited to speaking skills. Dogme integrated into other courses may 

not yield similar results. For instance, Worth (2012) unveiled that Dogme could be 

implemented for speaking practice, but textbook-based teaching could be better applied for 

grammar and lexical exercises or other skills. Coşkun (2017) also averred the exact 

prediction, claiming that Dogme may not be appropriate for exam-oriented educational 

settings. Such debilitating settings, along with speaking, which generates anxiety more 

than other skills (Young, 1990), could create more anxiety and fear. This makes sense 

when the affective factors did not decrease as much as expected at the end of the current 

study. On the other hand, applying Dogme in speaking courses cannot ensure success 

unless classroom talk contains discussion and inquiry types of classroom talks, which were 

lacking in the Dogme classrooms (Chappell, 2013). However, considering all the 

sociolinguistic variables, the pursuit of ‘talk as interaction’ enclosing discussion and 

inquiry could also seem to be a far-fetched goal, given that teachers endeavour to achieve 

all the criteria of accuracy, fluency, and complexity in speaking performance (Hunter, 

2012). Therefore, the goals on accuracy and complexity also bring forth the value of 

explicit instruction of conversational forms and expressions since explicit instruction could 

be successful only if it is supported by consistent revision practice about diverse or 

familiar topics at students’ disposal and background knowledge (Richards, 2008; Talandis 

& Stout, 2015). The familiar topics that the students preferred to converse on also support 

most of the findings in the literature that background knowledge is a defining factor in 

receptive skills such as reading and listening comprehension. Regarding linguistic 

expression, some conversational routines or germane fixed multi-word phrases in pre-

speaking activities to be used in turn-taking or topic nominations, etc., could be provided 

to students (Richards, 2008). 

Lastly, the effectiveness of Dogme could have resulted from the teacher-

researcher’s linguistic proficiency and teaching experience because inexperienced teachers 

with inadequate English proficiency cannot separate their instruction from textbooks-based 
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or exam-oriented instruction as found in the review study by Tsui (2003) and thus, 

practitioners could face a failure in applying Dogme. For instance, Coşkun (2017) 

disclosed that two teachers out of three stated that their low-level speaking proficiency in 

exploiting emergent language dissuaded them from adopting Dogme and unwillingly 

preferred traditional teaching methods based on materials (Tosun & Cinkara, 2019). As for 

the classroom settings, the current findings that Dogme was successful in large classes 

with around 60 reticent students also invalidated the critiques that Dogme ELT may not be 

viable in traditional exam-oriented contexts with reticent students and large classes (Akça, 

2012). However, the success of the intervention could also be attributed to the lack of 

distressing exam conventions to establish a non-threatening classroom environment (Ma & 

Oxford, 2014) since the exam in this course did not serve as a formal summative 

assessment but rather as an informal formative assessment which is more prevalent in 

higher-level educational settings. Therefore, such an assessment can lead students to 

regulate the affective factors, which can positively contribute to speaking competence and, 

in turn, help them gain more motivation (Uztosun, 2021). Teachers' observation and 

evaluation of classroom interactions in Dogme could also contribute to speaking 

proficiency (Chappell, 2013). To wrap up, Dogme's success is conditioned on teachers’ 

and students’ value of liberation in education (Nguyen & Phu, 2020) and willingness to 

communicate (Sarani & Malmir, 2019). 

Conclusion 

The overall findings showed that the objective of the course, that is, to improve 

students’ conversational skills, was relatively achieved with the help of the principles of 

Dogme ELT. Specifically, to check the practicality of the principles of Dogme with the 

data, students’ conversational skills were discovered to have improved with conversation-

driven practice. As knowledge of vocabulary and grammar is crucial, emergent linguistic 

points that popped up during these conversations were used for brief instruction by the 

teacher. This helped develop structural and lexical competence, which, in turn, aided 

speaking. As for the tech-free principle, online apps and social platforms rather than 

textbooks provided opportunities for conversation and language exposure inside the 

classroom in the EFL context, which also supports textbook-free yet tech-light instruction 

in the classroom.  

Regarding the emerging themes, as affective factors significantly affect students’ 

efficiency in speaking, teachers’ comforting and guiding demeanour, the classroom’s 

secure atmosphere, personal choices in topics, and engaging partners that should be paired 

with different personalities and learning styles as proffered by Ma and Oxford (2014) are 

some of the suggestions. After gaining confidence, more diverse and challenging topics 

could be assigned to students to broaden their range of vocabulary use. As for the 

schooling theme, in speaking classes, textbooks are not suggested to be utilised; instead, 

teachers could capitalise on the interactions and subjects emerging from those interactions. 

Exams could be an institutional requirement, but language teachers could decrease the role 

of summative assessment in overall evaluation and increase the weight of formative 

assessment methods. In terms of linguistic factors, as textbooks or other formal 
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publications were not found to be used by students, classroom speaking practice could be 

devoted to conversation but with the guidance of the teachers, especially for the instruction 

of emerging linguistic points. Emerging linguistic points in the interactions could be 

explained briefly, and lexical chunks concerning pragmatics and discourse use could be 

provided. Regarding the contextual factors, given all these issues and Glover’s (2019) 

discovery that good speaking practice in classes could lead students to practice English 

outside the classroom, Dogme could be best applied and be successful in extra-curricular 

activities such as speaking communities outside the classrooms because of the non-

imposed exams and textbook-free environment. To this end, online platforms could also be 

used outside classrooms since language exposure in schools is limited due to the EFL 

context and instructional hours. 

Concerning some of the study's limitations, self-reports could be approached by 

suspects regarding their reliability concerns, such as social desirability and self-deception 

(Dörnyei, 2002). This qualitative design cannot be generalised to other socio-cultural 

contexts, so more research could be conducted in diversified settings. The efficiency of the 

intervention depends on the teacher’s belief and ability, as asserted by McIver (2009), that 

professional and skilful English teachers might be required to achieve success. As some 

students suggested and preferred watching audio-visual materials, researchers interested in 

this area could test the effect of audio-visual materials on speaking skills. As one of the 

basal pillars was emergent language, this method could be tested with grammar 

and vocabulary learning rather than speaking. As a last word, as teachers can be good or 

bad models for students, this intervention could inspire those ELT pre-service teachers to 

apply such a model in their future classrooms as apprentices of observation. 
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