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Abstract

The integration of digital technology into language education has opened new
pedagogical horizons, enabling educators to design immersive, student-centered learning
experiences that transcend the limitations of conventional classroom instruction. This
research investigates the construction and evaluative assessment of an instructional model
grounded in interactive digital drama, using Jane Austen's Pride and Prejudice as the literary
core for an enrichment curriculum targeting preparatory school students. The study
examines how dramatized, technology-mediated interactions with canonical literary texts
can simultaneously foster language acquisition, critical thinking, and socio-cultural
awareness among early adolescent learners.

The proposed instructional model draws upon established theories of drama-based
pedagogy, digital constructivism, and enrichment education. It encompasses six structured
instructional phases: orientation, character immersion, dramatized interaction, collaborative
scripting, digital performance, and reflective evaluation. An evaluative study was conducted
involving a sample of preparatory school students who engaged with the curriculum over an
eight-week period. Quantitative and qualitative data were gathered to assess learners'
linguistic proficiency gains, engagement levels, and attitudinal shifts toward literary study
and language learning.

Findings indicate that students exposed to the interactive digital drama model
demonstrated statistically significant improvements in reading comprehension, oral fluency,
and vocabulary breadth compared to their counterparts in conventional instructional
settings. Qualitative data further revealed heightened learner motivation, deeper character
empathy, and enhanced collaborative competencies. The research concludes that interactive
digital drama constitutes a viable and enriching instructional approach for preparatory
school English education, and offers a replicable model for educators seeking to bridge the
gap between literary heritage and contemporary digital pedagogy.
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1. Introduction

The landscape of English as a Foreign Language (EFL) instruction has undergone
substantial transformation in recent decades, driven by advances in digital technology,
evolving theories of pedagogy, and a growing recognition that effective language learning
must be both meaningful and contextually rich. Within this shifting paradigm, educators
and curriculum designers face the dual challenge of sustaining student engagement and
ensuring that instructional content delivers authentic communicative value. Enrichment
curricula, which extend beyond the standard academic program to offer deeper, more
intellectually stimulating learning experiences, have emerged as one promising response to
these challenges, particularly for learners at the preparatory school level who are at a critical
juncture of cognitive and linguistic development.
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The instruction of English as a foreign or second language at the preparatory school level
presents educators with a constellation of complex and interrelated challenges. Students in
this developmental stage, spanning early to mid-adolescence—are simultaneously
navigating significant cognitive, emotional, and social transitions that profoundly shape
their capacity for, and disposition toward, language learning. Conventional approaches to
English language instruction, which have long privileged grammar-focused exercises,
vocabulary memorization, and text comprehension drills, increasingly appear inadequate to
the demands of twenty-first-century communicative competence. Such approaches
frequently fail to engage learners in the kind of meaningful, contextualized, and socially
embedded language use that contemporary research identifies as central to authentic
language acquisition.

Against this backdrop, educational researchers and curriculum theorists have in recent
decades turned with growing enthusiasm toward drama-based pedagogies as a promising
alternative or complement to traditional methodologies. Drama, in its various forms, creates
what many scholars describe as a "protected space" for linguistic risk-taking—an
environment where learners can experiment with language, inhabit perspectives unlike their
own, and engage in sustained communicative interaction without the social and evaluative
pressures that typically accompany real-world language use. The pedagogical value of
drama is well established across multiple dimensions of language development, including
not only communicative fluency but also prosodic awareness, lexical development,
narrative comprehension, and metalinguistic reflection.

The digital revolution has added a further dimension to this already rich pedagogical
tradition. The rapid proliferation of digital technologies within educational settings has
opened new possibilities for drama-based language instruction, enabling the creation of
interactive digital drama environments that combine the immersive, participatory qualities
of traditional drama with the accessibility, adaptability, and multimodal richness of digital
media. Interactive digital drama (IDD) platforms allow learners to make consequential
choices within narratively structured digital environments, assume character roles, navigate
socially complex scenarios, and engage with literary words in ways that printed texts alone
cannot facilitate.

Jane Austen's Pride and Prejudice represent a particularly compelling source text for such
an endeavor.

Drama-based pedagogy has long been acknowledged as a powerful vehicle for language
learning, given its capacity to situate language use within emotionally resonant, socially
dynamic scenarios. When learners inhabit characters, negotiate roles, and co-construct
narratives, they engage with language in ways that are simultaneously purposeful and
effectively involving. The incorporation of digital media into drama-based approaches
represents a natural and timely evolution of this tradition, one that aligns with learners'
increasing digital lives and preferences while also expanding the expressive and
collaborative possibilities available to both students and teachers.
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Jane Austen's Pride and Prejudice occupy a singular position in the English literary canon,
widely regarded as a masterwork of social observation, irony, and psychological
characterization. Its rich dialogue, morally complex characters, and thematic exploration of
identity, class, and gender provide an exceptionally fertile ground for interactive
dramatization. At the preparatory school level, engaging students with such a text through
conventional reading approaches often proves pedagogically insufficient; the linguistic
register and socio-historical context of the novel can present barriers to comprehension and
appreciation. Interactive digital drama offers a means of rendering the text accessible and
engaging by enabling learners to enter the fictional world, assume character roles, and
navigate its social dynamics through mediated, technology-enhanced performance.

This study, therefore, undertakes the construction and evaluative examination of an
instructional model that harnesses interactive digital drama as the structural and experiential
foundation for an enrichment curriculum centered on Pride and Prejudice. The research is
guided by three primary objectives: first, to develop a theoretically grounded and
pedagogically coherent instructional model; second, to implement this model within a
preparatory school context; and third, to evaluate its effectiveness in terms of linguistic
outcomes, learner engagement, and attitudinal change. In doing so, the study seeks to
contribute both a practical curricular resource and a scholarly contribution to the growing
literature on technology-mediated, drama-based language education.

1.1 Research Questions
The study is structured around the following guiding research questions:

1. To what extent does engagement with an instructional model based on interactive
digital drama of Pride and Prejudice enhance the English language proficiency of
preparatory school students?

2. How does participation in the interactive digital drama enrichment curriculum
influence learner motivation and attitudinal orientation toward English language learning
and literary study?

3. What are the perceived pedagogical strengths and limitations of the proposed
instructional model as  assessed by both  students and instructors?
2. Literature Review

2.1 Drama-Based Pedagogy in Language Education

The scholarly conversation surrounding drama in language education has its
intellectual roots in the experiential learning philosophies of Dewey (1938) and the
educational drama traditions developed by pioneers such as Dorothy Heathcote and Gavin
Bolton. These foundational thinkers argued that learning is most durable when it emerges
from active, imaginative engagement rather than passive reception of information. Within
the domain of second and foreign language acquisition, drama-based approaches have been
extensively theorized and empirically investigated. Researchers such as Kao and O'Neill
(1998) demonstrated that drama activities, including role play, process drama, and readers'
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theatre, provide learners with opportunities to use language purposefully, negotiate meaning
collaboratively, and develop communicative competence in ways that decontextualized
language exercises cannot replicate.

Early theoretical articulations of drama in education, associated with figures such as
Dorothy Heathcote and Gavin Bolton, emphasized the transformative potential of dramatic
engagement for cognitive development, empathic understanding, and the negotiation of
meaning in social contexts. These pioneers of process drama—a term used to distinguish
their approach from the performance-oriented traditions of theatrical education—argued
that the imaginative adoption of roles and the collaborative construction of fictional
scenarios created conditions uniquely conducive to deep learning. While Heathcote and
Bolton were not primarily concerned with foreign language education, their insights into the
relationship between drama, cognition, and communication proved highly productive when
applied to the language learning context.

Within the field of English as a Foreign Language (EFL) and English as a Second
Language (ESL) instruction specifically, drama-based approaches gained increasing
theoretical and empirical attention from the 1980s onward. Scholars including Maley and
Duff articulated the case for drama activities as a means of providing learners with
opportunities for the kind of integrated, holistic language use that grammar-focused
methods systematically denied them. The central argument was that drama created spaces
for authentic communicative practice in which language form, meaning, and social function
were simultaneously engaged, reflecting the actual conditions of real-world language use
more faithfully than decontextualized linguistic exercises.

More recent scholarship has extended these arguments by situating drama-based
learning within broader socio-constructivist frameworks, drawing on Vygotsky's (1978)
notion of the zone of proximal development and the idea that language learning is
inherently a social, intersubjective process. Cremin, Goouch, Blakemore, Goff, and
Macdonald (2006) explored how dramatic play and structured drama activities foster the
development of dialogic competence, the ability to engage in sustained, purposeful verbal
exchange, in young learners. Stinson and Freebody (2006) further established connections
between drama pedagogy and improvements in oral language proficiency, arguing that the
performative demands of drama compel learners to attend to linguistic accuracy, prosody,
and pragmatic appropriateness in ways that conventional language exercises rarely do.

At the preparatory school level specifically, drama has been found to serve important
affective and motivational functions. Research by Fleming (2011) and Cremin (2009)
indicates that adolescent learners, who are often acutely sensitive to peer evaluation and
social performance, can find in drama a psychologically safer space for linguistic risk-
taking, particularly when the fictional frame provides a degree of protective distance
between the learner's own identity and the character being portrayed. This protective fiction,
as Heathcote and Bolton (1995) termed it, allows students to explore complex social and
moral scenarios without the anxiety that might accompany direct self-exposure.

2.2 Digital Technology and Language Learning
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The integration of digital technologies into language education has been one of the
most extensively documented and debated developments in applied linguistics and language
pedagogy over the past two decades. Warschauer and Healey (1998) provided an early
taxonomy of computer-assisted language learning (CALL) approaches, distinguishing
between behaviourist, communicative, and integrative orientations. Subsequent scholarship
has progressively emphasized the potential of digital tools to create authentic
communicative contexts, facilitate multimodal literacy practices, and support learner
autonomy.

The emergence of Web 2.0 technologies brought with it a proliferation of
participatory, interactive digital environments that have significantly expanded the
pedagogical possibilities available to language educators. Platforms such as digital
storytelling tools, collaborative writing applications, virtual worlds, and interactive video
environments have each been explored as potential vehicles for language learning. Research
by Reinhardt and Sykes (2014) on digital game-based language learning demonstrated that
immersive digital environments can generate high levels of learner engagement and create
conditions favorable to incidental language acquisition, particularly when the digital tasks
are designed to require genuine communicative interaction rather than merely gamified
drilling of discrete language items.

Within the specific domain of digital drama and narrative-based learning
environments, Niesyto, Buckingham, and Fisherkeller (2003) highlighted the ways in which
digital media production activities, including the scripting, performance, and editing of
short dramatic narratives, support the development of multiliteracy competencies. More
recently, scholars such as Cziboly and Bethlenfalvy (2020) have examined the potential of
online and technology-mediated drama practices, a domain that gained significant
momentum following the disruptions to face-to-face education wrought by the COVID-19
pandemic. Their findings suggest that digital drama, when thoughtfully designed, can
preserve many of the interpersonal and collaborative dimensions of traditional drama
pedagogy while also introducing new affordances related to asynchronous participation,
multimodal composition, and expanded creative expression.

2.3 Enrichment Curriculum and Preparatory School Learners

Enrichment education, as a curricular philosophy, is premised on the recognition that
learners vary substantially in their intellectual interests, learning profiles, and
developmental readiness, and that effective schooling must therefore offer differentiated
opportunities that extend beyond the standard curriculum for those capable of and interested
in deeper engagement. Renzulli's (1977) Enrichment Triad Model remains one of the most
influential frameworks in this domain, proposing a progression from exploratory activities,
through group training in creative and critical thinking skills, to individual and small-group
investigations of real-world problems. While originally developed within the context of
gifted education, enrichment approaches have more recently been extended to diverse
learner populations as a means of fostering higher-order thinking and intrinsic academic
motivation more broadly.
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For preparatory school students, who typically range in age from twelve to fifteen
years, enrichment curricula must be designed with sensitivity to the distinctive cognitive,
social, and emotional characteristics of early adolescence. This developmental stage is
marked by heightened identity exploration, increased sensitivity to social relationships and
peer dynamics, growing capacity for abstract reasoning, and a frequently intensifying
interest in questions of fairness, authenticity, and social justice. Literary texts such as Pride
and Prejudice, which engage precisely with these concerns, can therefore serve as
exceptionally appropriate anchoring content for enrichment curricula aimed at this age
group, provided that they are rendered accessible through pedagogically supportive
instructional scaffolding.

The intersection of enrichment education and technology-mediated learning
represents a relatively underexplored area of research, though promising work has been
conducted by scholars such as Kaplan (2009), who examined the use of digital humanities
projects as enrichment activities in secondary schools. The present study contributes to this
emerging area by investigating a specific model that combines the affective and
communicative power of drama with the interactive and multimodal affordances of digital
technology, framed within an enrichment curricular context.

2.4 Pride and Prejudice as a Pedagogical Resource

The pedagogical deployment of literary classics in EFL contexts has been a subject of
ongoing scholarly debate. On one hand, scholars such as Collie and Slater (1987) have
argued compellingly that canonical literary texts offer rich opportunities for vocabulary
development, cultural insight, and exposure to sophisticated grammatical structures. On the
other hand, critics have noted the risk of alienating learners through encounters with texts
whose linguistic register, cultural assumptions, and social contexts are remote from their
own experience.

Pride and Prejudice, in particular, presents a distinctive pedagogical profile. Its
dialogue is notably rich in socio-pragmatic complexity; characters negotiate status, desire,
and social obligation through elaborate verbal performance, making the novel an
exceptional resource for the study of conversational implicature, politeness strategies, and
register variation. At the same time, its socio-historical distance from the contemporary
experience of preparatory school students in non-Anglophone contexts creates genuine
comprehension challenges that must be addressed through appropriate pedagogical
intervention.

The use of dramatic adaptation as a means of bridging this gap has a substantial
pedagogical tradition, encompassing theatrical performance, readers' theatre, and, more
recently, digital adaptation projects. Researchers such as Lazar (1993) and Carter and Long
(1991) have demonstrated that dramatic engagement with literary texts can deepen
comprehension, promote critical interpretation, and enhance affective connection to
narrative and character. The present study builds on and extends this tradition by situating
the dramatization within an explicitly digital, interactive framework.
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3. Theoretical Framework

The instructional model developed in this study is grounded in a composite
theoretical framework that draws upon three complementary theoretical traditions: socio-
constructivism, drama-based learning theory, and digital constructivism.

Socio-constructivism, principally derived from the work of Vygotsky (1978) and
elaborated by subsequent scholars including Lantolf (2000) within the domain of second
language acquisition, posits that cognitive development and knowledge construction are
fundamentally social processes mediated by language and other symbolic tools. Within this
framework, learning is understood to occur most effectively when learners engage in
collaborative, meaning-making activities within their zone of proximal development, the
space between what they can accomplish independently and what they can achieve with
appropriate support. The interactive digital drama model is designed to create precisely such
conditions, positioning the dramatic text as a shared object of inquiry and the digital
platform as a collaborative mediating tool.

Drama-based learning theory, as articulated by scholars including Bolton (1984),
Neelands (1990), and O'Neill (1995), emphasizes the distinctive epistemological status of
dramatic activity as a form of embodied, imaginative knowing. Within drama, participants
simultaneously inhabit and reflect upon fictional situations, developing what O'Neill terms a
double consciousness that allows for both empathic engagement and critical distancing.
This duality is particularly valuable in an educational context, as it enables learners to
explore social and moral complexity through the protective mediation of fictional roles.

Digital constructivism, associated with scholars such as Jonassen (1994) and Papert
(1980), emphasizes the educational potential of digital tools as cognitive artifacts that
support learners in constructing knowledge through active, creative engagement with digital
media. In the context of the present model, digital tools serve not merely as delivery
mechanisms for instructional content but as collaborative construction environments in
which learners co-create dramatic artifacts, negotiate interpretations, and produce
multimodal performances. This constructive orientation distinguishes the model from more
passive, consumption-based approaches to educational technology.

4. Methodology

4.1 Research Design

This study employs a mixed-methods evaluative research design, combining
quantitative assessment of language proficiency outcomes with qualitative investigation of
learner experience, motivation, and perceptions. The evaluative dimension of the study is
framed within a formative and summative evaluation paradigm, drawing on the evaluation
models proposed by Stufflebeam (2003) and Kirkpatrick (1994). This design was selected
to capture both the measurable linguistic outcomes of the instructional intervention and the
more nuanced, experiential dimensions of learner engagement that quantitative instruments
alone cannot adequately assess.
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4.2 Participants

The study involved a total of sixty-four preparatory school students drawn from two
intact classes at a public preparatory school in an urban educational district. One class (n =
32) was designated as the experimental group and participated in the interactive digital
drama enrichment curriculum, while the second class (n = 32) served as the comparison
group and received conventional English language instruction based on the standard school
curriculum. Both groups were at equivalent levels of English language proficiency, as
confirmed by pre-intervention testing using a standardized English proficiency measure. All
participants were between thirteen and fourteen years of age, and the study was conducted
over an eight-week instructional period comprising two dedicated sessions per week of
approximately ninety minutes each.

4.3 Instructional Model Description

The instructional model developed for this study comprises six sequential phases,
each of which is designed to build upon the preceding phase while progressively deepening
learners' engagement with both the literary text and the language learning tasks embedded
within the dramatic framework.

Phase One, Orientation and Context Building, introduces students to the social and
historical world of Pride and Prejudice through multimedia resources including digital
timelines, interactive maps of Regency England, and brief video introductions to the novel's
major characters and themes. This phase prioritizes vocabulary pre-teaching and cultural
contextualization, ensuring that learners enter the dramatic activities equipped with the
background knowledge necessary for meaningful participation.

Phase Two, Character Immersion, invites students to select and research a character
from the novel, developing detailed character profiles that address personality, social status,
relationships, and communicative style. Students present their character profiles to peers
using a dedicated digital presentation platform, receiving feedback and engaging in initial
character-based dialogue activities.

Phase Three, Dramatized Interaction, forms the experiential core of the model.
Students engage in structured, scenario-based dramatic activities drawn from key episodes
in Pride and Prejudice, navigating social encounters, negotiating dialogue, and responding
to narrative challenges within the fictional world of the novel. These interactions are
mediated through a purpose-designed digital platform that provides character prompts,
social scenario descriptions, and multimodal response options including text, audio, and
short video performance.

Phase Four, Collaborative Scripting, requires student groups to collaboratively author
original dramatic scenes inspired by the novel, adapting or extending the narrative to
address contemporary themes while maintaining fidelity to the characters and social
dynamics of Austen's text. This phase targets writing proficiency, creative use of language,
and collaborative negotiation skills.
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Phase Five, Digital Performance, provides students with the opportunity to record
and present their scripted scenes using accessible digital video production tools.
Performances are shared within the class learning community, followed by structured peer
feedback sessions guided by teacher-developed assessment criteria.

Phase Six, Reflective Evaluation, engages students in structured reflection on their
learning journey through learning journals, exit surveys, and facilitated discussion. This
phase serves both evaluative and metacognitive functions, encouraging learners to articulate
what they have learned, how their understanding has developed, and what they found most
valuable or challenging about the experience.

4.4 Data Collection Instruments

Quantitative data were gathered through a pre- and post-test design utilizing the
Oxford Quick Placement Test (OQPT) as a measure of general English proficiency,
supplemented by purpose-developed assessments targeting the specific language skills
addressed in the curriculum, namely reading comprehension of literary text, oral fluency,
and productive vocabulary use. Attitudinal data were collected through a validated Likert-
scale questionnaire, administered at three intervals: before, during, and after the
instructional period. Qualitative data were gathered through semi-structured interviews with
a purposively selected subsample of twelve experimental group students, four focus group
discussions, and thematic analysis of student learning journal entries.

4.5 Data Analysis Procedures

Quantitative data were analyzed using descriptive and inferential statistical
procedures, including independent samples t-tests to compare pre- and post-test scores
between experimental and comparison groups, and paired samples t-tests to assess within-
group gains. Effect sizes were calculated using Cohen's d to provide a measure of practical
significance beyond statistical significance. Qualitative data were subjected to thematic
analysis following the procedures outlined by Braun and Clarke (2006), with themes
identified inductively from the data and subsequently cross-validated through member
checking with participant representatives.

5. Results and Discussion

5.1 Language Proficiency Outcomes

The quantitative analysis of pre- and post-test data yielded several findings of both
statistical and practical significance. With respect to overall English language proficiency,
experimental group students demonstrated a mean gain of 11.3 points on the OQPT (pre-
test M = 42.7, post-test M = 54.0), compared to a mean gain of 4.1 points in the comparison
group (pre-test M = 43.1, post-test M = 47.2). An independent samples t-test confirmed that
this difference was statistically significant (t(62) = 6.84, p < .001), with a large effect size (d
= 1.71), indicating that the interactive digital drama enrichment curriculum exerted a
substantially positive influence on general English language proficiency.
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Analysis of the targeted skill assessments revealed that the most pronounced gains in
the experimental group were observed in the domain of reading comprehension, where
students demonstrated not only improved literal comprehension of the literary text but also
enhanced capacity for inferential reading and interpretive engagement with narrative. Oral
fluency assessments, rated by trained raters using a validated analytic rubric, similarly
indicated significant gains for experimental group students, with particular improvements
noted in areas of discourse coherence, pragmatic appropriateness, and vocabulary range.
These findings align with and extend the claims of prior research on drama-based language
learning, suggesting that the interactive and performative dimensions of the model create
conditions that are particularly conducive to the development of oral communicative
competence.

Productive vocabulary gains were also notable, with experimental group students
demonstrating significantly broader use of novel vocabulary items drawn from the text in
their written and oral productions, and evidence of deeper lexical knowledge as indicated by
their capacity to use new vocabulary items accurately across varied contexts. This finding is
consistent with research on the relationship between meaningful contextual vocabulary
encounter and retention, suggesting that the repeated, varied, and emotionally meaningful
engagement with vocabulary afforded by the drama context significantly supports lexical
acquisition.

5.2 Learner Motivation and Attitudinal Change

Quantitative attitudinal data from the Likert-scale questionnaire indicated significant
positive shifts in experimental group students' orientation toward English language learning
and literary study across all three measurement points. By the conclusion of the
instructional period, experimental group students reported substantially higher levels of
intrinsic motivation for English learning, greater confidence in their communicative
abilities, and markedly more positive attitudes toward literary engagement compared to
their baseline ratings and to comparison group students' end-of-study ratings. These
attitudinal shifts were particularly pronounced among students who had initially reported
low confidence in their English abilities, suggesting that the interactive digital drama model
may be especially effective in reaching learners who have previously experienced difficulty
connecting with conventional instructional approaches.

Qualitative data from student interviews and learning journals provided rich
elaboration of these quantitative findings. Students consistently described the drama-based
activities as more engaging and personally meaningful than their regular English classes,
frequently invoking their emotional connections to specific characters as central to their
experience. Several students articulated, with varying degrees of sophistication, an
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awareness of the ways in which their character-based work had deepened their
understanding of the English language as a socially and contextually embedded system
rather than a collection of discrete rules and items to be memorized.

5.3 Pedagogical Strengths and Limitations

Focus group discussions and teacher reflections highlighted several perceived
pedagogical strengths of the interactive digital drama model. Participants consistently
identified the motivational power of the dramatic frame, the accessibility and inclusivity
afforded by the multimodal response options, and the quality of collaborative learning
generated by the collaborative scripting and peer feedback phases. Teachers noted that the
model created unusual opportunities for students to take genuine communicative risks and
to engage in extended, purposeful language use in ways that conventional classroom
activities rarely elicit.

At the same time, participants identified several significant challenges and
limitations. The technical demands of the digital platform created initial barriers for both
students and teachers, with the orientation and troubleshooting required in the early phases
of the intervention consuming instructional time that might otherwise have been devoted to
language learning activities. Several students noted that the socio-historical distance of the
novel remained a source of difficulty even after the contextualizing activities of Phase One,
suggesting that additional scaffolding or alternative contemporary parallel texts might
strengthen the model's accessibility for all learners. Teachers also expressed concerns about
the demands placed on their own technological competence and the need for sustained
professional development support to enable effective facilitation of the model.

5.4 Critical Discussion

The findings of this study invite a critical reflection on both the promise and the
limitations of technology-mediated drama as a vehicle for enrichment language education.
The evidence of significant linguistic and motivational gains is encouraging and lends
empirical support to the theoretical premises upon which the model is founded. However, it
IS important to resist the temptation to attribute these gains solely to the digital dimension of
the model. The interactive drama activities, which could in principle be conducted in non-
digital formats, may account for a substantial portion of the observed effects. Future
research employing a three-arm design that includes a non-digital drama comparison
condition would help to disentangle the distinctive contributions of the digital and the
dramatic elements of the model.

A further critical consideration concerns the generalizability of the findings. The
study was conducted within a single school context, and the characteristics of the
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participating students, including their socioeconomic backgrounds, prior language learning
experiences, and access to technology, may not be representative of preparatory school
populations more broadly. The model's effectiveness may be significantly influenced by
factors such as class size, the technological infrastructure available in the school, and the
prior experience of teachers with both drama-based pedagogy and educational technology.
These contextual dependencies suggest the need for caution in generalizing from the present
findings and underscore the importance of adaptation and piloting when the model is
implemented in different educational contexts.

Finally, it is worth considering the extent to which an enrichment curriculum
centered on a canonical British literary text may inadvertently reinforce cultural hierarchies
that privilege Anglophone literary traditions over the literary and cultural resources of
students' own societies. While Pride and Prejudice offers genuine pedagogical value for the
reasons articulated throughout this study, curriculum designers and teachers should remain
critically attentive to the messages about cultural value and prestige that are implicitly
conveyed through canonical text selection, and should seek to complement canonical text
study with engagement with a diverse range of literary and cultural resources.

6. Conclusion

This research has presented the construction and evaluative examination of an
instructional model grounded in interactive digital drama, developed as an enrichment
curriculum for preparatory school students using Jane Austen's Pride and Prejudice as its
literary foundation. The study's findings offer substantive evidence that engagement with
this model can yield meaningful gains in English language proficiency across reading
comprehension, oral fluency, and vocabulary development, while simultaneously fostering
enhanced learner motivation, greater communicative confidence, and more positive
orientations toward literary study.

The theoretical framework underpinning the model, which integrates socio-
constructivist learning theory, drama-based pedagogy, and digital constructivism, provides
a coherent conceptual architecture for understanding why and how interactive digital drama
generates these outcomes. When learners are positioned as active co-constructors of
dramatic meaning within a technology-mediated collaborative environment, they are
afforded opportunities for purposeful, emotionally resonant language use that conventional
instructional approaches rarely provide. The protective fiction of dramatic role-play,
combined with the multimodal and collaborative affordances of digital tools, creates
conditions that are simultaneously intellectually stimulating, affectively engaging, and
linguistically demanding.
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The study also surfaces important practical and critical considerations for educators
and curriculum developers seeking to implement or adapt the model. Technical
preparedness, teacher professional development, careful cultural reflection in text selection,
and attentiveness to diverse learner needs are all identified as significant determinants of the
model's success. Future research should address these contextual dimensions in greater
depth, employing longitudinal designs, diverse participant populations, and comparative
conditions that allow for more precise attribution of observed effects.

In sum, this study contributes both a theoretically grounded and empirically evaluated
instructional model and a set of critically informed recommendations for the field of EFL
enrichment education. Interactive digital drama, when thoughtfully designed and carefully
implemented, represents a significant enrichment of the pedagogical possibilities available
to preparatory school English teachers, one that honors both the enduring value of great
literature and the communicative and creative potential of digital technology.
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