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ABSTRACT
This paper examines the contribution of drama pedagogy to the 
enhancement of adolescents’ self-confidence. It presents the results 
of a research conducted to a sample of 42, 11th grade senior high- 
school students of the Music School of Piraeus, Greece. Specifically, 
the research program consisted of 16 weekly workshop sessions 
attended by the students of the experimental group. The aim was 
the enhancement of the general self-confidence and of seven 
domains of the students’ special self-confidence via drama peda
gogy techniques. The data were collected via a mixed method 
approach combining quantitative data resulted from question
naires and qualitative data extracted from observation diaries and 
semi-structured interviews. The results confirmed the working 
research hypothesis and the relevant bibliography, since all stu
dents of the experimental group improved their general self- 
confidence and also six out of seven domains of their special self- 
confidence.
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Theoretical background

Adolescence is a special developmental period of our life, which marks the transition from 
childhood to adulthood (Mundy et al., 2013). This transition is recognised first by a 
number of biological changes in body structure and second by serious hormonal and 
sentimental changes strongly related to the uncertainty for the unknown situations that 
an adolescent has to face after leaving childhood (Rizzi et al., 2020). Loneliness, angst for 
socialisation and symptoms of depression are also noticed in adolescents’ behaviour 
(Danneel et al., 2020) as they gradually spent less time with their families and enter 
new learning environments (McElhaney et al., 2009).

Both biological and sentimental changes result in the adolescents’ effort to define 
themselves either by forming their self-image or in connection to it. In this course, 
they try to answer crucial questions regarding their identity (e.g., ‘Who am I?’, ‘What 
do I want?’, ‘How I want to look like?’) (Tamburi, 2019). Finding the right answers 
allows for their transition to the next stage of their psychological and mental 
development and prevents a possible identity crisis which would create problems 
to their future development (Elliot et al., 2008). The adolescents’ peers undertake also 
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a central role in the definition of their self-image. Their influence and criticism is of 
great importance because of the need of young people to be accepted and enter a 
peer-group (Kloep et al., 2016). Another challenge which proves to be important is 
also their desire for independence of their socio-cultural environment (Viner, 2005), 
(Goossens, 2020). All these challenges and developments help the adolescents’ 
evaluate their achievements and realise their feelings regarding the way they control 
their emotions and discover their ‘self’.

An important aspect of this very notion of ‘self’ is self-confidence, namely how 
one feels about his ability to fulfill tasks and deal with particular situations success
fully (Stajkovic, 2006; Axelrod, 2017). The exact way which one experiences self- 
confidence is via the general or global self-confidence, the belief that one can 
succeed everywhere and the special self-confidence, the belief that one may be 
successful in specific tasks (Benabou and Tirole, 2002; Stajkovic, 2006; Axelrod, 
2017). General self-confidence is developed during the early years of our life but it 
is first realised in adolescence (Umuzdaş et al., 2019). Special self-confidence changes 
very easily depending on our recent experiences (Oney and Uludag, 2013). Moreover, 
it also contributes to the formation of the general self-confidence since the latter is 
considered an aggregation of the specific domains of the former (Suh, 2000; Chen et 
al., 2001; Wang and Chang, 2018).

Self-confidence is often falsely confused with self-esteem (Oney and Oksuzoglu-Guven, 
2015). This latter is the overall assessment of the individuals’ value, expressed as a positive 
or negative orientation towards them (Minev et al., 2018). However, in contrast to self- 
confidence, self-esteem is irrelevant to the individuals’ accomplishments, it is developed 
gradually and does not change by external influence and (if negative) it may have serious 
consequences to the individual’s mental health.

According to recent studies (Dubrin, 2017), the adolescents’ self-confidence is influ
enced by their personal experiences and achievements, the comparison with the experi
ences of others, the social environment and their feelings about what is happening to 
them and how they deal with it. Apart from these factors, a central role in adolescents’ 
self-confidence is played by the new and unknown environment of the secondary school 
which they enter. Specifically, the high-school evaluation system is traditionally built on 
the criticism of the students’ achievements with respect to their grades, something which 
plays a critical role to their opinion about their ‘self’ (Eccles, 2004). Moreover, the equation 
of high school performance with intelligence creates a highly competitive environment. 
The students consider school success as an indicator of their abilities which in turn have a 
strong influence on their friendships (Schapiro et al., 2009), creativity and finally self- 
confidence (McMahan and Thompson, 2015).

In this framework, drama pedagogy appears to be a useful tool, which combines the 
aesthetic elements and the collective/collaborative art of theatre with educational 
purposes (Lenakakis, 2004; Hentschel, 2010; Neelands and Goode, 2015). Theatre and 
play in education have been both proved to be of great value in many learning fields 
(Giotaki and Lenakakis, 2015), and in the teaching of many subjects (Laskarides et al., 
2019) like mathematics, physical sciences, social education, intercultural education, 
language teaching, history and music (İşyar and Akay, 2017). Moreover, they also play 
a great role in the formulation of the various aspects of the adolescent’s character and 
structure.

46 A. ASIMIDOU ET AL.



In particular, through drama pedagogy, students discover knowledge via acting certain 
roles on the basis of their personal experience (Sezerel, 2020). These roles help them 
express personal thoughts and emotions, which they ignored or never dared to express 
before (İşyar and Akay, 2017). As a result, the adolescents develop socio-emotional skills 
(Celume et al., 2020), like the social ability (Tsiaras 2016a), the critical thought (Dima et al., 
2021) and the creative imagination (Gündoğan et al., 2013). Drama pedagogy finally gives 
clues for overcoming shyness, developing language communication (Teruel et al., 2019), 
building strong friendships (Tsiaras, 2016b) and improving students’ creativity (Bailin, 2011; 
Dai, 2020) through collaboration and dramatic improvisation (Toivanen and Halkilathi, 
2014). In such a way, students become members of a group and built strong connections 
based on solidarity, mutual respect and acceptance of distinctness and strengthen their 
self-image, their self-esteem and their self-confidence (Lenakakis et al., 2019).

The research

Research aims and questions

The motivations for our inquiry were (i) the study of drama pedagogy as a teaching 
method suitable for the enhancement of adolescents’ belief in themselves, (ii) the need to 
test the possible hypothesis that music school students have higher self-confidence than 
others due to their public exposure and finally, (iii) the lack of any relevant research 
connecting drama pedagogy with the self-confidence of Music school students.

In this context, the principal aim of the research was to investigate the role of drama 
pedagogy in the enhancement of adolescents’ general self-confidence as well as of seven 
domains of special self-confidence: namely social interaction, mood, school performance, 
public exposure, athletics competence, appearance and personal relations. Their selection 
out of many others was based on the Personal Evaluation Inventory (PEI), the question
naire designed and developed by J. S. Shrauger (1990) which apart from general self- 
confidence it also measures the seven aforementioned special self-confidence domains 
which were reported as crucial for the development of general self-confidence by the 
participants of his study (Shrauger and Schohn, 1995). This questionnaire is also the tool 
for the collection of the quantitative data of our research.

The participants

The research conducted to a sample of 42, 11th grade senior high-school students from 
the Music School of Piraeus, Greece. All were volunteers, boys and girls from 16 to 17 years 
old, coming from middle-class families without economical or other difficulties. However, 
as it came up later, the majority joined the program with the hope to find help and 
support to their personal problems (i.e., shyness, difficulties in their social interaction, fear 
of being exposed in public etc). In the beginning of the research, all participants were 
divided into an experimental and a control group with 21 students each. Their allotment 
to each group was made by draw in order to secure higher percentage of randomness in 
the research sample; the experimental group also included two students with learning 
disabilities.
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Methodology and data collection

The research is based on a mixed method of collecting quantitative and qualitative data 
which after an originally independent examination and analysis, merge into a combined 
interpretation and approach (Creswell and Plano Clark, 2018). The combination of differ
ent methods of data collection has the advantage of analysing the data from different 
viewpoints and securing the reliability of the research (Cohen et al., 2008).

As mentioned, the main tool for collecting and measuring the quantitative data is PEI, 
an open response format consisting of 54 items. All PEI items are equally distributed 
(seven items per domain) to the general self-confidence and to each of the six domains in 
question except from the athletics competence domain which has five items. Their 
answers are scored with a 4-grade Likert scale, while the internal coherence of the test 
is satisfying with the Cronbach a values ranging from 0.67 to 0.86 for males and from 0.74 
to 0.89 for females (Blascovich and Tomaka, 1991).

The qualitative data were extracted from the researcher’s observation diary, the notes 
of the critical friend and the semi-structured interviews given by the students attended 
the program.

The researcher, who was a teacher of the Music School, registered her notes in her 
diary, retrospectively after the end of each workshop. These notes were combined with 
those of the critical friend who was also a teacher of the Music School, knew the 
participants quite well and wrote down his own observations during each workshop 
session. The interviews were taken a short period after the completion of the research 
program and included questions investigating the students’ judgements regarding: (i) 
the general self-confidence (i.e., which factors do influence one’s self-confidence?), (ii) 
the seven domains of the special self-confidence examined (i.e., do you think you are 
strong enough to deliver a public speech?) and (iii) the benefits which the students 
enjoyed from their participation in the program (i.e., could you list three positive and 
three negative features of the program?). These questions where addressed exclusively 
to the participants of the experimental group whereas, due to the limited scale of the 
research, there was no planning for taking similar interviews from the students’ parents 
and teachers.

The research process

The research took place at the school premises with the consent of the headmaster and 
the teaching personnel of the Music School of Piraeus. Officially, it was included in the 
school’s extra-curricular activities which often take place outside school hours and are 
held every year under the supervision of the Secondary Education Board and the 
Municipality of Piraeus. Special attention was paid to the research ethic rules since 
children’s parents gave their approval after being informed in writing for the aims and 
procedures of the research. Before the beginning of the interventions, the participants of 
both groups filled out the PEI questionnaire; the reliability of their answers was secured by 
the use of pseudonyms. The interventions consisted of 16, 90 minute weekly workshop 
sessions which took place every Sunday afternoon. All workshops aimed at the experi
mental group and contained certain activities designed beforehand. On the contrary, the 
control group had no similar experience.
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From a theoretical viewpoint, the workshop sessions organised into three sections. 
The first (workshop sessions 1–4) introduced the students to the notion of self- 
confidence understood as the belief to our abilities which may change and get 
strengthened with continuous effort coming out from inside us. The second (work
shop sessions 5–12) aimed at helping the students acquire a deeper knowledge of 
them and realise which things they are good at by focusing on the seven domains of 
special self-confidence under examination. The third section (workshop sessions 13– 
16) focused on the role of the special self-confidence in developing the general self- 
confidence.

These theoretical aims were practically pursued via drama pedagogy techniques (i.e., 
educational drama, drama play, improvisation, playback theatre). Specifically, educa
tional drama enhances the students’ knowledge of themselves helping them realise 
their abilities and talents; drama play and improvisation are useful tools which familiar
ise the students with the idea of public exposure and also cultivate creativity by giving 
people the chance to test new ideas without the fear of being negatively criticised; 
playback theatre encourages the students to express their thoughts about themselves 
and discover the reasons of their low self-confidence by sharing them with their peers.

As it has been mentioned already, after the completion of the 16 week research 
program, the participants filled out again the PEI questionnaire and gave semi- 
structured interviews; the aim was now to check out the possible changes in their self- 
confidence feelings.

The results

The quantitative results

The analysis of the quantitative data was carried out by the SPSS program. The measuring 
scale used was evaluated with respect to its internal consistency and it was found highly 
consistent. The a Cronbach value was 0.831 for the experimental group and 0.891 for the 
control group; therefore, the test was considered a reliable quantitative research tool. For 
each research question, both a zero and an alternative hypothesis were set, whereas the 
p-value index was defined as 0,05. However, the evaluation of the questionnaire with the 
Shapiro–Wilk test showed that the parameters examined by it in both groups were not 
regularly distributed. Particularly, 22 out of 54 items for the experimental group and 26 
items for the control group showed p-value >0.05. Therefore, instead of the t-test, it was 
used the non-parametric Wilcoxon test, in which every index represents the average for 
each of the seven special-confidence domains measured before and after the 
interventions.

The statistic processing of the data after the end of the research program led to the 
following results:

(a)
In the control group, all variants under examination showed values higher than 0,05 (p-value 
> 0,05), something which corroborates that there were no divergences in our measurements 
either before or after the workshop sessions for that particular group (see Table 1).
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b.In the experimental group, six out of seven domains of the special self-confidence showed 
values lower that 0,05 (p-value < 0,05). Such a result shows great statistical divergences 
before and after the workshop sessions (see Table 2).

The domains of the special self-confidence that were particularly improved were social 
interaction, mood, physical appearance, personal relations, public exposure, school com
petence as well as the general self-confidence (p-value <0.05). On the contrary, there was 
no improvement of the athletics competence (p-value 0.651 > 0.05).

The qualitative results

The examination of the qualitative data revealed a positive influence of the research 
program not only in the domains of the special self-confidence examined but also in the 
general self-confidence. This is in absolute correspondence with the quantitative data 
presented. The contribution of the research to the enhancement of the students’ self- 
confidence can be found in the answers of their interviews. In what follows, we give some 
indicative examples of their feelings with respect to the domains of the special self- 
confidence under discussion. All statements are classified with reference to the particular 
domain of self-confidence they are related to. Moreover, they are accompanied with 
information (given in brackets) concerning the student pseudonym and the number of 
the workshop session. The main source of each statement is the researcher’s diary unless 
otherwise stated. A general comment is also added in the end of each section.

Table 1. Wilcoxon test (control group).
Test Statisticsa

TotalKAM– 
TotalKAP

TotalDM– 
TotalDP

TotalEEM– 
TotalEEP

TotalSXM– 
TotalSXP

TotalDEM– 
TotalDEP

TotalSEM– 
TotalSEP

TotalGAM– 
TotalGAP

TotalAM– 
TotalAP

Z −1,399b −1,159b -,626b -,885b −1,208b -,061 c -,334b -,131b

Asymp.Sig. 
(2-tailed)

,162 ,246 ,531 ,376 ,227 ,951 ,738 ,896

Table 2. Wilcoxon test (experimental group).
Test Statisticsa

TotalKAM – 
TotalKAP

TotalDM – 
TotalDP

TotalEEM – 
TotalEEP

TotalSXM – 
TotalSXP

TotalDEM – 
TotalDEP

TotalSEM – 
TotalSEP

TotalGAM – 
TotalGAP

TotalAM – 
TotalAP

Z −3,505b −2,167b −3,321 c −3,269 c −3,184 c −2,408 c −3,825 c -,306b

Asymp.Sig. 
(2-tailed)

,000 ,000 ,000 ,000 ,000 ,000 ,000 ,651

Key

social interaction (TotalKAM – TotalKAP)
mood (TotalDM – TotalDP)
physical appearance (TotalEEM – TotalEEP)
personal relations (TotalSXM – TotalSXP)
public exposure (TotalDEM – TotalDEP)
school performance (TotalSEM – TotalSEP)
athletics competence (TotalAM – TotalAP)
general self-confidence (TotalGAM – TotalGAP)
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Social interaction: in the beginning of the program some students expressed their 
negative feelings: ‘I feel like a foreigner here’ (Mary, 1st), ‘I don’t know whether I want to 
come to the workshop because I’m antisocial’ (Panos, 1st), ‘Whatever I say I think that the 
others are mocking me; maybe this is not true but this is how I feel’ (Rena 2nd). Soon after, 
in the course of the workshops, a change in their attitude was noticed: ‘Even when there is 
an argument, the students are not getting angry; there is a competition for a while, but 
later on they all agree’ (Critical friend, 5th), ‘there are no cliques of two or three children; 
they interact to each other without problem’ (Critical friend, 6th). In the end of the 
program, the students’ statements expressed a positive picture, not only regarding their 
peer relations but also their relations with their family members: ‘I had no difficulties in 
making friends but I feel that the friendships I made in the program will last forever’ (Katia, 
16th), ‘The relationship with my mother was improved because I can now be in her 
position and I feel I understand her better’ (Zoe, 16st), ‘When I was playing the parent 
role in an improvisation, I was thinking of my parents and our fighting. Now I decided to 
build a more calm relation and I made it’ (Nick, interview). This change which is corrobo
rated by the quantitative data (p-value −3,505 < 0,05) is interpreted by the development 
of a feeling of collectivity and co-operation via the workshops (especially the drama 
education and the improvisation). Moreover, they also learned how to put limits into 
their relations to other people. This possibly changed the adolescents’ perception about 
how the others (especially their parents) see their behaviour and therefore controlled 
their possible egocentrism (Minev et al., 2018).

Mood: the participants expressed their joy from the very beginning of the program: 
‘We started at last!’ (Katia, 1st), ‘I feel very happy that there will be something interesting 
to do on Sundays’ (John, 1st). This positive attitude increased further, since ‘many 
students come to the workshops half an hour earlier wanting impatiently to start’ 
(Critical friend, 4th). Additionally, in the last five sessions of the program at least 10 
out of 21 students expressed their sadness that the program was about to end: ‘I don’t 
want to stop’ (Nick 15th), ‘I feel always nice when we are here’ (Mary, 14th), ‘When we 
start, I forgot all my problems and my mood is getting better’ (Zoe, 15th). The main point 
here is that drama pedagogy creates an optimistic atmosphere in the class which 
changes the bad feelings. On the other hand, it should be noticed that mood is a 
special-confidence domain which, however, reflects our feelings in a particular moment. 
Therefore, although it may (theoretically) influence the general self-confidence, this 
influence concerns exclusively this particular moment and not a longer period 
(Shrauger and Schohn, 1995). In this context, the positive reaction of the students 
with respect to the program does not contradict their restrained behaviour as regards 
their social interaction (see above).

Physical Appearance: in the beginning of the workshop sessions, 15 out of the 21 
students of the experimental group felt uncomfortable and stated that they were not 
satisfied with their appearance: ‘I don’t feel good when everybody looks at me’ (Helen, 
1st), ‘I never thought that someone will find me beautiful’ (Katia, 1st). The other students, 
although they did not seem to have a problem, systematically avoided describe them
selves as good looking people: ‘I could never say such a thing for myself. Let the others say 
that’ (Zeta, 2nd). This situation changed radically in the course of the program as the 
students understood that beauty (as well as other things) is a relative notion. At first, this 
view was reflected in the statements of 5 students: ‘In the 50’s Miss Greece was fatter than 
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me’ (Rena, 6th), ‘It’s impossible for everybody to like us’ (Mary, 7th); however, by the end of 
the program it was accepted by all 21 participants of the experimental group. This is due 
to the fact that the students seem to accept that a negative belief does not necessarily 
reflect the view that the others had for them (Guennif, 2002).

An interesting point here is the finding that appearance plays a crucial role to 
adolescents’ life especially for the girls chiefly because it is also connected to personal 
relations, and this often creates negative feelings for the adolescents. Thus, given the 
chance for students to express their embarrassment regarding that matter particularly via 
the playback theatre and share the problem with their peers was critical for the accep
tance of their body. That was the reason why that particular domain showed statistically a 
considerable improvement (p-value −3,321 < 0,05).

School performance: in the beginning of the program at least 18 students connected 
school performance with self-confidence: ‘I feel ashamed to speak in public. That’s the 
reason why I rarely raise my hand although I know the right answer to a question’ (John, 
2nd), ‘A perfect student is perfect everywhere’ (Rania, 3rd). Drama pedagogy techniques, 
such as drama play, improved their attitude towards the school classes and their teachers: 
‘The students attending the program are more open people and speak a lot in the classes. 
They also show empathy for their teacher; I feel that during a class they are trying to be in 
my position and see things from my point of view’ (Critical friend, 6th), while it also 
highlighted the importance of action and effort for school success: ‘In the past whenever I 
had a low grade, I thought I was stupid. Now I simply know that I didn’t try much’ (George, 
16th), ‘I feel sure for myself; that’s the reason I’m more active in the class now’ (Nick, 16th). 
The qualitative data agree with the quantitative results (p-value −2,408 < 0,05) and the 
relevant literature (Morris, Morris, 2001; Laird, Nelson Laird, 2005; Otacioğlu, Otacıoğlu, 
(2008); Anderson and Dunn, 2013; Cicek and Palavan, Cicek and Ö, (2015)) about the 
relation of drama pedagogy and school performance in various subjects. However, it 
should be noted that due to the short duration of our research, it was not possible to find 
out its imprint to the students’ school grades. Therefore, we understood it as the students’ 
desire to improve their profile inside the classroom.

Public exposure: in theory, the students of the Music school due to their participation 
in concerts and music events are familiar with public. That is the reason that six students 
refered no problem of public exposure. On the other hand, 15 participants reported 
difficulties in speaking in public: ‘In a concert I have studied hard and I know how to 
cope with my mistakes. But when I have to talk in public on a subject I know nothing 
about I feel anxious’ (Nina, 3rd), ‘I would faint if I had to speak in public’ (Vera, 1st). ‘It’s 
really stressful when I know that everybody is looking at me’ (Rena 1st).

A notable improvement started from the 6th workshop session and on, when the 
students competed for the leading roles in the improvisations: ‘I always want to act on 
stage, because in the past I couldn’t do that and now I feel very strong for that’ (Zoe, 7th), 
‘It’s nice to overcome your fear. I feel very strong that I managed that’ (Vera, 15th). A 
quite interesting point which came up from the interviews though was that the essence 
of the problem was the external criticism (by parents and friends) and not the public 
exposure as such. Thus, their participation in drama pedagogy exercises like improvisa
tion and drama play which develop collectivity and the sense of acceptance by their 
peers make the adolescents feel easier and express themselves without fear and angst, 
(Murillo, 2007; Toy, 2012).
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General self-confidence: the uncertainty in the beginning of the program: ‘I don’t 
expect major changes in my behaviour in such a short period’ (Panos, 1st), ‘There are 
many different things involved; it will not be easy, but we will have fan’ (Andri, 1st) was 
replaced by strong feelings since the students started to understand better themselves: ‘I 
feel that I now know better myself and that I can rely on me’ (Rena, interview) and were 
impressed by their achievements in the end of the interventions: ‘I never thought I could 
speak easily in public’ (Vera, 8th), ‘I’m sure for myself because I feel accepted’ (Katia, 7th), 
‘I’m able to communicate with everybody’ (Mark, 6th). The aftermath was that any 
improvement is the result of willpower: ‘I want to try more because I think that when 
you try hard, you can do everything you want’ (Nick, interview). Statements like this agree 
with the view that the general self-confidence is built cumulatively on the basis of special 
self-confidence and also with the impression that a strong belief in our abilities strength
ens the feeling that we can be effective in any task (Kanazawa, 2004).

Athletics competence: as it has been mentioned, athletics was the domain which 
had no progress in the program. Despite this, after the 6th workshop session: ‘the 
students were more ready to move and ran in the room’ (Critical friend, 6th). What is 
more, statements like: ‘I cannot ran’ (Vera, 1st) were revised. Yet such developments 
were not enough to confirm our alternative research hypothesis. Hence the lack of 
improvement (p-value 0.641 > 0,05). A possible explanation was that, according to their 
statements, 29 out of the 42 students of our sample had never a systematic involve
ment in sports.

Personal relations: the main question addressed to the students was how they see the 
opposite sex. 19 students of the experimental group stated that this issue does not bother 
them in this period of their life: ‘There’s a lot of reading and there’s no time for such 
matters’ (Katia, 2nd), ‘The majority do not have any experience. But even if we had one 
slight experience this is not enough to make us say something interesting about’ (Rena 
3rd). However, although in the drama play exercises they all take the roles of couples, the 
qualitative findings did not confirm the serious progress recorded by the quantitative 
analysis (p-value −3,269 < 0,05). A possible interpretation is that in this period of life 
adolescents give more emphasis to companionship rather than to intersexual relations. In 
other words, they feel that the need of being accepted and enter a peer group is a much 
more interesting priority. This attitude may be understood with reference to the low self- 
confidence of the young people in the physical appearance domain (see above).

Discussion and conclusions

The first aim of the research was to investigate the role of drama pedagogy techniques in 
developing adolescent self-confidence. The quantitative and the qualitative results of the 
research showed an improvement in the general self-confidence of the participants. All 
changes noticed in the behaviour of the students seem to be linked with the drama 
practices (i.e., educational drama, playback theatre, drama play and improvisation) which 
gave students the chance to explore their body and their emotions. Particularly, the shy 
students felt being accepted by their peers and were encouraged to express and share 
their thoughts and emotions openly. At the same time, they developed their imagination; 
they realised they can create things and accordingly they started believing in their ability 
to complete any task. These observations are in full correspondence with the results of 
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other research studies which are available in the literature, and connect the drama 
pedagogy practices with the development of self-confidence (Yamasaki et al., 2016; 
Gürler and Konca, 2016; Palavan, 2017; Umuzdaş et al., 2019; Rizzi et al., 2020).

The second aim of the research was to check out the possibility of changing the seven 
domains of special self-confidence in question. More concretely, the improvement of the 
students in the domain of social interaction concerns the relations with their family 
members as well as with their peers. In the drama pedagogy workshops they were able 
to work in groups, to exchange ideas and feel equal to the people which they have 
common aims with. As it has been pointed out (Sirisrimangkorn and Suwanthep, 2013; 
Tsiaras, 2016b), drama techniques enable the development of social skills like commu
nication, empathy, solidarity and interest for the others.

The self-confidence in appearance was gradually enhanced. The participation in the 
drama pedagogy workshop gave students the opportunity to explore themselves 
(Hughes and Wilson, 2004). They faced the negative emotions created by the uncertainty 
for their appearance and they learn how to cope with them. All students functioned as a 
mirror to each other; this helped them see themselves through the others eyes. Moreover, 
activities like playback theatre revealed that the perception of physical appearance is 
subjective and changeable.

Mood enhancement started from the first workshop session. Improvisation and drama 
play developed the creativity of the students and made them feel happy. This conclusion 
confirms the view that drama pedagogy creates a pleasant and happy atmosphere. The 
students are engaged in more creative activities than those used in a standard school 
class and feel positive although this feeling is temporary and changeable.

The results concerning the student’s public exposure were interesting too. The original 
thought of the researcher was that music school students, due to their participation in 
concerts and music events on a regular basis, would have no difficulties of being exposed 
to an audience. However, the qualitative analysis of their interviews revealed that at least 
16 of the 21 participants felt inferior in other public activities. The main reason behind that 
feeling was the fear of criticism from their environment. Therefore, it cannot be overcome 
inside the special environment of a music school. Drama pedagogy created an atmo
sphere of trust and acceptance, which eliminated their fear and shyness in a more 
effective way (Witerska, 2020).

This feeling of safety and trust inspired by drama pedagogy also improved the school 
performance of the students, since self-confidence is considered a strong factor of knowl
edge assimilation (Stankov, 2014). However, in our study, the short-term duration of the 
research did not allow a connection between the students’ self-confidence in school 
performance and their school grades. Nonetheless, it accounted for their extroversion and 
participation in the classes due to the lack of fear of being ridiculed by their schoolmates.

The domain of athletics competence showed no improvement. This was an expected 
result, since the majority of our sample expressed no interest or systematic engagement 
in sports. In personal relations there was a small progress, since the main interest of 
adolescents is to be accepted and enter a peer group. As a result, any improvement in this 
domain can only be seen as part of the general self-confidence improvement.

Summing up, drama pedagogy had a strong impact on the enhancement of both 
general and special self-confidence for these adolescents. However, the small sample of 
students and the special school type put limits to our study. This calls for a larger research 
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plan, which should pay attention to five parameters: (i) a greater number of participants, 
(ii) a study of a larger sample of schools of any type from any region of the country, (iii) a 
possible examination of the relation between self-confidence and the social and cultural 
background of the students involved (i.e., family, culture, ethnic minority), (iv) an 
extended investigation of the role of parents and school teachers and (v) an implementa
tion of the research tools (i.e., interviews and questionnaires) repetitively for a longer 
period to ensure the duration of the results.
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