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Abstract
Aspects of relational pedagogy were examined irarM3 Drama classroom in a large state
secondary school over a week of lessons. Theeacid six students who volunteered to
take part in the research were observed then istged about the nature of relationships in
the classroom that week, and in general. The &ramid students in the class related to each
other in a positive and constructive manner as Waked together on developing a piece of
drama. The students reflected on the importantlesf relationship with their teacher and
their peers as part of their learning. These figdisuggest the nature of how Drama is taught
promotes the development of relationships in asctasn. This development impacts
positively on their understanding of themselves aitn@rs, and their learning in and of

Drama.

Keywords:Drama pedagogy, relational pedagogy, social cilltheory
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Chapter One: Introduction

Setting The Scene

My teaching journey started twelve years ago ascabkscience teacher but |
discovered drama education eight years ago witfinstyclass of twenty five Year 9
students. After many productions, Shakespeare ettigns, Stage Challenges, in-class
performances, theatresports, working with outsidgwrights, time spent growing a Drama
department to around 250 students a year, androbaetutoring with students | decided to

take a year away from work to study.

One of my Drama students in a speech he gave wignalduated college at the end

of Year 13 stated,

...my Drama teacher gave me the confidence to aticapit is okay to show who | really

am, to put myself on the line...it's about beinghfuitand honest. It's hard work. ...Lots of
continued practice, lots of extra time has to go imake a small performance work. Also
taking direction from people who know better anaabhe only giving you that advice
because they only want you to be the best thatgoue...My Drama teacher is more than a
teacher, she’s a person who can see potential aeg tp the every extreme possible to
ensure brilliance in her students.

(‘Noah’, November, 2007)

In these words lay the seed for this research grojeor him the nature of the
relationship between the teacher and the studagéegla fundamental role in his
development as an actor, and as a person. Gieesmércdotal feedback received from my
Drama teaching colleagues about the nature oflagses | understood that this was a shared

belief.

When | took leave at the start of 2008 | begaretmirabout relational pedagogy and

the impact of relationships in the classrooms adestit learning. The breadth of literature
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encouraged me to focus my investigation on whaspgeeific features of these interactions
9

were, and how they also impacted on what studermdenstood about their learning.

This project focuses on observations of a Year 8a class and interviews with
selected students and their Drama classroom teattheas hoped that this data would bring
to light the features of relational pedagogy thratia a Drama classroom, and how the
students perceive themselves and their relatioashithe learning process. In particular, |
was interested in investigating specific strateghes$ could help foster and develop positive
working relationships in a classroom. | hypothedithat at the basis of these strategies were

the notions that:

» the nature of relationships in the classroom, wéreiths between the teacher and the

student or between peers will affect their learnend

» care is a legitimate feature of the pedagogicatiaiships in the classroom.

Enabling students to gain a deeper understanditigeoflearning and examining the
impact of the learning relationships is centrahtgestigations in New Zealand education (for
example, Bishop and Berryman, 2006). With theohiiction of the draft New Zealand
Curriculum along with continued research into cutly inclusive pedagogy in our

classrooms, this research sits comfortably withese new developments.
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Our Chosen Theatre Form: Relational Pedagogy
10

The New Zealand Curriculum (2007) is currently lgeimplemented in schools.
Building on the already well known and establistestning areas, strands, objectives and

values the new curriculum introduces a set of Keyn@etencies:

e Thinking;

» Using language, symbols and texts;

* Managing self;

* Relating to others; and

» Participating and contributing (Ministry of Eduaat| 2007, p. 38))

These Key Competencies are described by the MyratEducation as “...the
capabilities that young people need for growingtkivag, and participating in their
communities and society” (Ministry of Education0Z0Q p. 38). The guidance given by the
Ministry in the curriculum document suggests th@ionls need to be aware of integrating
these competencies into existing and new programvhés also looking at ways of making

sure students understand what they mean.

Alongside the development of a new curriculum & ghowing body of research in
New Zealand that calls for a more inclusive appnadaceaching especially with regards to
raising Maori achievement. The work of Macfarlg2@04) and Bishop and Berryman
(2006) demonstrates that there is a need to bffddtere relationships with students in our
classrooms in order to raise Maori student achi@renStrategies identified within a
culturally inclusive pedagogy call for knowledgerigeshared and reshaped; high
expectations given to students; teachers caringttmtents achievement; and collaboration
between teachers and students to help establistvarkdtowards a commonly held vision or

goal (Macfarlane, 2004: Bishop & Berryman, 2006).
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Relational pedagogy appears to be particulatevent to the work of Drama teacheri .
as much of the work involves knowing an individgatrengths and weaknesses. Devising
performances requires teachers to know what roldgvelop, how to develop drama with
students for performance without a script and enahldents to provide feedback to one

another and reflect on their own performance.

Relational pedagogy clearly has a place in NZ sisha® demonstrated through the
continued support of the Te Kotahitanga, a protesdilearning programme - for schools and
teachers - based in relational pedagogy (BishopBamd/man, 2006). If this is so then
curriculum leaders need to take the initiative amwvestigate what this might look like in their
curriculum area. This project is a beginning tdenstanding what relational pedagogy looks

like and how it might be fostered in a New Zeal@rdma classroom.

Researcher Background: Knowing Your Role

Subjective experiences of reflexive research anatainsic part of social science
research (Davies, 1999). As will be seen, theesiiive experiences of the students in this
study are a key part to answering what impactyfthe relationships in their class have on
their learning. Davies (1999) further explains tbgearcher needs to be reflexive so that
there is a process of self reference for the rebear He contends that if there is
transparency regarding reflexivity the researchentexpresses their awareness of their

connection to the research situation and henceefeict upon it.

It is therefore important that time is taken asthoint to explain my own background
in relation to the learning and teaching of Dramayrder for the reader to gain an

understanding of any personal bias which may impgon this research. | first started
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taking Drama lessons outside of school when | wasrad 11 or 12. Over my time at high
school | participated in productions and small playenjoyed role play in class as this gave12
me the opportunity to express my extroversion. @digih | had the tendency to be introverted
and insecure on the surface drama was a way torbeae else for a while. | ‘lost’ my love
for drama whilst at university, thinking that it sime to focus on a degree and a job. | was
not yet mature enough to realise life can be futhany different types of work and play.
However, in my first job in the Select CommittediCd at Parliament drama and theatre
found me again. Through a series of new friendshjpined Stagecraft Theatre in

Wellington and immersed myself in acting, stage agamg, and assorted production work. |
realised that a healthy enjoyable past time was lmaek in my life. | came to the

understanding that theatre was one of the passiany life, and accepted it would always

be there in some form or another.

After four years at Parliament | left to changeeeais, and trained as a secondary
school teacher. Although | specialised in the &8ldgciences for six years | continued to
incorporate drama and theatre into my working lifdelped out with school shows and the
theatresports team. This time in my teaching casas important not just because it
cemented my skills as a teacher, but becauseaddimted me to the impact of drama on
young people. It wasn't just about me anymoreteA$ix years the time came for a re-
evaluation of what | was teaching and why, andn #eat the time had come for me to link
one of my passions to my work. | took study leaveake as many Drama papers as | could

whilst at the same time setting up a Drama depantiaiethe college where | worked.

The experience of Drama in my life resulted in @eseof assumptions. When | was

young | learnt through Drama confidence and thetalbdo speak in front of others. When |
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was older | valued the sense of community that caittebeing involved in theatre again.

13
When | involved myself with young people | learmhseeing them learn and grow as young
people through Drama was crucial to whom | was @aeher. These experiences influenced

my thinking and therefore have influenced this agsle.

The way | see Drama in the classroom has impagctdww this research was

conducted. In particular, from my own experientelieve the following:

Drama is a powerful medium to develop confidencgaang people;

» awareness of other people’s points of view develspgeople take on different and

challenging roles;

* involvement in Drama and theatre activities helpgedop a sense of community that

can support and assist people in feeling that lizang a place in the world;

* Drama education puts teachers and students irtisitsavhere they learn from the

context given and each other; and

» the teaching of Drama allows for strong pedagogiealtionships to be formed as

trust and risk taking are key to learning new skalhd attitudes.

The lens | employed through which | viewed the ipgrants and the data in this research,
is one which does not specifically focus on cuildoulevels, learning outcomes, or
achievement standard criteria. My experiences @rdma have helped shape me
holistically as a person. My students have grosvpeople, not as measurable outcomes.
My research sought to explore the potential of Crandevelop young people, and the

holistic lens — the view | am comfortable employinthrough which | scrutinised their work.
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Context: Scenes 1, 2 and 3

This research is situated in several contextg)yfjrhe immediate physical context of
the school site, secondly, the curriculum contéX@@mma teaching in New Zealand and
finally the wider context of pedagogical stratecaesl knowledge which is amassing within
New Zealand academia. Each of the situationsneilV be briefly looked at to help place the

research in context, more elaborate discussion®@ilound throughout the thesis.

School where
research took
place

Drama
curriculum
being taught

Relational
pedagogy and

0 current research

Figure 1: Context of Research

Scene 1 - The SchoolThe school where the research took place is iedgc
secondary school with a roll of approximately 14@@dents. It is situated in a beachside
community approximately 50 minutes from central Wgton. It offers a broad range of
curriculum options and encourages students toggaaite in sporting and cultural activities.
A more in-depth discussion of the school and thsstbom featured in the research can be

found in Chapter Three: Methodology.

Scene 2 — The Drama Curriculum.Drama in New Zealand is part of the Arts

Curriculum. This particular research was parthef delivery of a Year 13 Drama programme
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of study. One of the units covered at Year 13 is tmuse drama techniques (voice, Is
movement, body posture, space) to interpret atscBpring the time of collecting data from

a Year 13 Drama class they were learning waystéwpret a script using emotional memory
(Stanislavski, 1936). This entailed interpretihg script and finding a relevant emotion from
their own experience that could be used in a perdoice of their interpretation. The detail of

what Drama curriculum content is taught, and wkalssare developed at this level of

secondary school is given in detail in Chapter Tlterature Review.

Scene 3 - Pedagogical Knowledgé here are changing attitudes in education in New
Zealand about how we teach and learn. Becoming mmbedded in research is a desire to
understand diversity and the importance of relatigps. This project intends to contribute to

this body of knowledge and investigate what thisnsein Drama education.

In 2002 at an NZCER (New Zealand Council for Eational Research) conference
on ‘Teachers make a difference’, the perspectivéiseoparticipants at the conference were
gathered. When asked for their views on researeducation several groups of participants

stated the following:

that research could be curiosity driven, rathen tltl@ussed on outcomes or outputs;

- that the focus of research should be for the beatfearners;

- that research was needed on teacher expectatidrisoanthey influence learning;

- that questions such as what are students persegetbout their learning and what
they want from their education need to steer reseand

- for teachers to operate as teacher-researchersdfjeiyed release time to think,

reflect, observe others, share ideas in schook with other schools, and work with

other educators. To be able to work from an ewiddrased practice would enable
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them to develop a better understanding of the& asl a researcher/teacher, and to
develop skills in actually undertaking research emerpreting data. (2002, p. 91). o
Six years down the track this teacher researchetak@an a year to do exactly what the
NZCER feels would contribute to research that storma student’s perspectives, and allows

me to work from evidence based practice.

Thesis Organisation

This thesis is broken into distinct chapters whamtus on the background,

surrounding literature, approach, data gatherinjaaralysis and discussion.

Chapter One has provided an overview of the backgtdo the research and the

researcher and a description of the contexts ichwtiie projects sits and intersects.

Chapter Two will examine the range of literaturattfocuses on interactions in a
classroom setting, and the importance of care dagegical relationships. The literature
review will also place this research in our New|Zad context, drawing on the extensive
literature to date which focuses on inclusion dtaltures, and how strong working

relationships based on respect and understandenip@foundation of this inclusion.

In Chapter Three the design of the research withbggained along with why it was
chosen to use observations and interviews as tiremethod of gathering data. This section
will also describe how the data from various sosiwas analysed and explain the open

coding and content analysis.

Chapter Four describes what the data revealautlihes the findings relevant to the
identification of features of relational pedagogiat the student’s perceptions are of the
impact of relationships and interactions in thesstaom, and what (if any) differences there

are in the way different genders view relationsipthe Drama classroom.
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In Chapter Five themes from both the observatiandlinterview data will drive the
17
discussion on:

the features of relational pedagogy that wereentith the year 13 Drama class;

the impact of the relationships evident in thesstaom on students and their learning

in and of drama;

the nature of relationships in the class in retato the similarities or differences in

gender perceptions;

implications for the teaching of both drama aratteng in general.
Chapter Six summarises the main points from thudysand suggests further areas for

research.

The following chapter reviews the literature pegtihto this research.
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Chapter Two: Literature Review

This research is based on the premise that whaieimsgn the classroom from a
societal or cultural point of view will influencéuslent learning. This literature review will
explore the theory of socio-culturalism, its apglion to the classroom environment and in
particular this research project. Further featue¢sted to this theory such as the pedagogy of
care and relational pedagogy will be examined.sTiterature review will overview the
growth in research with a socio-cultural basishie New Zealand education system,
including research on Maori students in our edooasiystem, and research undertaken
through the New Zealand Council of Educational Reseconcerning elements of relational
pedagogy and teaching in the Arts (in the New Zehf@urriculum). Finally, this literature
review will outline what is meant by Drama educatio a New Zealand secondary school so

as to help complete the picture of the settingtics research.

Socio-Cultural Theory in Education

At the very onset of this literature review it sportant to outline the theoretical basis
for this research before then exploring researctosnding the filtering paradigm of
relational pedagogy employed in this particulaeisiigation. Sharon Grady (as cited in
Taylor, 1996) states, with regards to researchramia education, there is a relationship

between:

- the theoretical lens or lenses through which teeaecher will approach their
investigation;

- the filtering paradigms that are then employed; and
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- the methodological tools through which the researthen interprets the work (how
19
to gather and analyse the data).

Theoretical basis: Socio-cultural framework. Trends in learning and pedagogy
which have been identified for a2tentury education include the movement of research
from one which examines children’s chronologicalelepmental needs to the trend which
considers new theories and pedagogical practiceshveine derived from socio-cultural
theory (Department of Education and Training, 20@®)cio-cultural theory contends that
children learn within the context of their sociabdecultural relationships (Department of
Education and Training, 2005). Nuthall (2002) fert suggests that intertwined with the

student’s own cultural and social contexts areucaltrituals established in the classroom.

Learning and thinking are always situated withitudural setting and meaning is
made from cultural communities we find ourselveg8runer, 1996). The shared symbolism
where a mind is developed is where a culture csatgereality’. This symbolism, through
features such as language, is where a child ga@nsdbility to make meaning (Bruner,
1996). Therefore at an educational level we nedzktaware of the cultural communities our
students belong to so we can best meet their lgameeds. If we cannot communicate
across these cultures effectively, both in veribal mon-verbal ways, our role as a teacher is

diminished greatly.

Socio-cultural theory proposes that there is a neesge schools as part of society not
separate and therefore part of our culture (Brut@96). There is no preparation fie;
their educational experience is parlitd. Focussing on ways to validate and encouedige
who are in a school would be to develop pedagogitategies that focus on engagement
with the different cultural realities of the chiér whose education we are responsible for. A

growth in awareness of a student’s cultural commyunay lead to a change in teaching
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strategies from transmission type models of dejitemrmore interactive ways of engaging

student interest.

Bruner (1996) outlines many different featuresfwralism including:

» when children interact with others they learn akeatiture, and how they conceive
the world;

» that a mutual community of learning needs to bal#sthed in schools to provide
modelling and scaffolding for all learners;

» that creating and producing work together helpsoa of learners to externalise
their learning, thereby creating shared and negativays of thinking;

» as education is crucial to the formation of setéem then there should be systems in
place in schools to provide support for this forimatand

» associated with this development of self esteeforischools to develop the narrative
skills of students to help them construct an urtdeding of themselves and their
culture.

(pp. 20 - 42)

Two of these opinions or tenets as Bruner descthms, in particular, have a place
in this investigation. The first is the tenet off @steem and identity, and the second is the
narrative tenet. They are particularly relevarthie research because they look at
relationships in education as a means to buildinggerson’s belief in themselves. A
useful means to do this is through valuing whatngppeople have to say. The view taken by
Bruner is mirrored in the way | have formulated ragearch questions, gathered and

analysed data, and looked for aspects of relatipg@gogy in a Drama classroom.
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Bruner: self esteem and identity. Bruner states that schools are places where the;e1
are encounters which regulate “aspiration, configenptimism and their opposites” (1996,
p.36). Schools are in a powerful position to depedelf esteem and identity. How a child
views whether they are succeeding or failing caatbéuted to the criterion that a school
gives for success and failure, which consequehttydffects their self esteem. Bruner uses

the term self esteem to explain what he describe’s.ahe phenomenon of ‘Self’, and we

know that education is crucial to its formation9@b, p. 35).

Bruner explains further that the positive developtd self esteem and identity can
be linked to what support is given to children frtme external school environment. He
states that giving children a second chance, hamgpargood if unsuccessful try and
allowing the “chance for discourse that permits tménd out why or how things didn’t

work out as planned”, are all features of suppBrtger, 1996, p. 37).

Two of the ways in which a child can develop ssteem are via school practices
which not only give support in the manner descrileave, but also help develop the
student’s sense of ‘agency’ or power over therdiv When recapping previous tenets
described Bruner (1996) states a school might stipip® development of this agency by
constructing a learning environment which encousageense of community in what and
how students learn, and through the granting ofemesponsibility when setting and

achieving goals.

This is in contrast to what is often consideredrtfeasure of student success and
failure in schools, such as assessment againshaktegenerated criteria. Bruner states that
the preoccupation with “performance’ and bureaticrdemands of education” (1996, p.39)
neglects the more personal side of education. iShie side which Bruner believes develops

the students own power and their self esteem.
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In a drama classroom, teaching with Bruner’'s madehind could involve strategies -
such as placing the teacher in the role of leaimencourage students to take on different
roles, to establish in the classroom the featufeghat it means to be in a supportive
community, and to allow and encourage the co-caostm of tasks. The purpose of this
research is to observe a Year 13 Drama Class noifigld in fact this is occurring within the
classroom. If this is not occurring this researcy in fact provide evidence of opportunities
lost within the classroom to create this environmehit is occurring this research seeks to

understand what this looks like in the classroommatpractices enhance community and co-

construction as explained by Bruner (1996).

Bruner: the importance of narrative. Bruner explains that narrative or telling
stories about our experiences helps us make séwse lives, and is a way for us to make
meaning. The connection is made to education giramderstanding that building students’
skills in narrative will help them construct thaentity and how they place themselves in the
world. The example Bruner gives of what could heapi this understanding is not
developed is when he talks of the power of an ‘fingent, incomplete or inappropriate story
about oneself’ (1996, p. 40). A narrative that hasbeen told or valued can lead to

neurosis, certainly not something we would wararasutcome of the education system.

Bruner’s suggestion that how we see our lives cano@s what we tell people is
integral to this research. It is important to nolyoview from the outside what interactions in
the class look like, but also to allow the voicdla# students involved in the research to be
heard. The meaning they attribute to what impalettionships have (if any) on their learning
is integral to understanding if relational pedagbgg a place in discussions on student
learning. The student’s narrative in this reseattoh interviews with them and the
subsequent content analysis, is essential. Oftaareh into co-construction and teacher

pedagogical relationships relies heavily on theeaf the teacher — however as this
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relationship is concerned with both parties wittia relationship and the nature of power,
23
student voice should clearly be an essential eleofeamny research examining

teacher/student relationships.

Bruner’s socio-cultural theories provide a key lérsthis research. The study also
draws on literature surrounding the teacher’s pediagl responsibility to care for their
students. There is evidence that indicates howhrtiue teacher is aware of this
responsibility will impact on what types of relaighips are established in the class (Hatt,

2005; Noddings, 2003).

Pedagogical Responsibility To Care

Recent current research in the field of establgih@lationships in the classroom (as
the foundation for quality teaching) indicates ttiare is a substantial body of literature
advocating a more holistic approach to pedagodlyarclassroom. According to Hatt (2005)
it is the pedagogical responsibility of the teadimerespect children and establish
relationships with them in the classroom; thisumtwill help create a sense of safety and
belonging. If these factors are missing a consecgieould be that the child will pay little

attention to academic subjects.

Central to Hatt's argument is the belief that knogvand understanding the student is
the most important aspect of the relationship betwee teacher and student, and that as
such, children should not be viewed as being atadie simply serve the school, or
administrators, or even the curriculum. What etid are at school for is to learn and
develop as people, and it is therefore the respomgiof the teacher to care for the student,
take the time and energy necessary to understaatiméy be preventing them from
learning, and offer “alternative, significant anéaningful experiences” in the classroom to

aid their learning (Hatt, 2005, p. 680).
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The pedagogical responsibility of the teacher te ¢ar their students links to socio-cultural "
theory. It asks the teacher to consider that t@iiude towards their students and the
approach they take to fostering relationships wigm will influence their learning and
development. This is because the teacher’s apptoabeir role influences the culture of the
classroom. In this study observations were usegé evidence that the teacher is

developing these relationships with the studendsveimat this entails within a teaching and

learning relationship.

This teaching approach does not see the studenpdysas ‘clients’ who must pass
tests that show what the education system defim@selligence. The teaching must also
include the heart and the best way to teach usisgapproach to always see the student as a
person who has immense possibility. One featuthisfapproach is through leading by
example, as “one of the greatest and most effentiveels of teaching is by example or

model” (Hatt, 2005, 684).

The teacher has a primary responsibility to car¢He child and to ensure that
learning increases their self esteem and builds ithentity (Noddings, 2003). Caring for the
child entails being aware of the individual neetla student and playing a part in the
development of their self esteem through praigh@positive aspects of their identity and
learning, as Noddings notes, “Possibly there isvoose pedagogical crime than that of

making a student feel stupid” (2003, 183).

Noddings (2003) explains that the role of teaciedeveloping self esteem and the
crucial impact of relationships in learning. Sheglees that teachers need to develop
classrooms that are established as caring comrnasinitiich include and respect all students,
and that time is taken to get to know all stude@$ particular interest to this research is

Noddings’ claim that secondary school teachers nawe difficulty getting to know
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students. She believes it is harder for high skteazhers to get to know their students, ancé5
it's not unusual for these teachers to judge thieidents almost entirely on how well they do
in their particular courses. As a consequence Nadclaims the learning and development
of the student may be impacted when students femiyamous leading to problems in the
academic and discipline areas. The most appreprat to manage and foster development
of students is through the notion of care. As Noddiexplains, “Students will do things for

teachers whose care is regularly demonstratedcany involves responding to the

expressed needs of the cared for” (2003, p. 242).

An example of a caring attitude in the classrooimgsrporating into the classroom
pleasure and ‘fun’. Noddings (2003) notes thateolvservers see aspects of fun in the
classroom as evidence that little work is beingadoHowever, she adds that there is still
much to be investigated into the role of fun arayph the classroom and also the role the
teacher has in ensuring that these informal legrsituations still meet the learning needs of
the students. She notes, much is dependent deableer’s skill and knowledge of how to
use games and such like in the classroom to thetilatmosphere. This point is especially
pertinent to this research as Drama teachers usg diferent ways to engage and work
with students, including the use of games for dpepurposes. Of relevance to this research
is the part drama plays to engage and developse sdrifun’ in the classroom, whether it is

merely the presence of games or the way in whiei éne implemented.

The teacher has the pedagogical responsibilith@sdult in the classroom to ensure
that they are the role models of what they wansthdents to learn about being a caring,

respectful adult. As Noddings explains,

“Children need secure, loving relationships witlhiladaregivers. They need, and
should be able to expect, adult intervention whaneone threatens to harm them or
when they threaten to harm others. They deserentiiusiastic introduction to their
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society’s most valued culture, and this should dmmplished without coercion”
(2003, p. 260). 26

According to Noddings (2003) this is all part dbeger picture which asks educators and
administrators in schools to seriously examine vibngbing on in schools and ask whether
what is done is in line with wider aims of educatioNVhen such aspects such as caring for
the development of students in the classroom ighes it may be argued that teacher have

lost their way with what is an essential aim of eation.

If teachers are seeking to influence the learnin@r students then the pedagogical
relationship needs to be one where the pedagamithbrity of the teacher is based on care
and on an internal agreement from the child, netlmsed on misuse of power (van Manen
1991). This relationship between the student baddacher is one of the key relationships,
outside of the family, that will influence the déwmgment of a child. Van Manen (1994) sees
that the teacher’s responsibility as the pedagagyteeknow each child they teach, and to be
aware of each child’s uniqueness. This requiltegeéacher to believe in the importance of
taking time to build a relationship, and show a oatment to the overall growth in maturity
for that child. At the centre of this commitmesthe interest in the development of the

child, as van Manen explains,

“The pedagogue is a supporter along the way: sometio can be relied upon, who
believes in this child, who accompanies the chalchg distance through life, sharing
what he or she knows, showing what one can becaaading the conditions and
secure spaces for young people to play an actisterptneir own becoming” (1994,
p.162).

Van Manen (1994) argues that the need for pedaglocsce for the child in the
classroom has increased as changes in societytdieae place since the mid twentieth
century. He draws on research which argues tleat¢ thas been a shift in the focus of the
current adult generation, with adults looking lasksow to help others, and more at issues

associated with the self, and care for the sef.aAonsequence, western societies find
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themselves with a generation of adults that “refusegrow up and take responsibility for the
27

world that they are leaving their children” (1994146). The concern here is that the interest

and care needed to be given to children has bdestitied over time, with adults focussing

on their own needs.

Further shifts in western values and the changashidive taken place in families,
schools, and neighbourhoods have had a signifiogrdact on schooling. Due to societal
changes including: growth in single parent famibesl blended families; the increase in
affluence and poverty; the effects of consumerim;growth of technology; and in some
countries the growth of violence in the communitygny areas of a child’s life have changed
overall in their structure during the past fortyfifoy years (van Manen, 1994). Van Manen
argues that increasingly there are less and lesegl physically, emotionally and mentally
where children can be supported and protectedfiaddareas in which to live, play,
explore, learn and develop” (van Manen, 1994, p)14 he role of the pedagogue becomes

all the more important when school is the only dogdhese qualities to exist.

Basing pedagogy on care and not on establishinggpand authority over an
individual can also be viewed as the means tomiffgate for different students’ identities
and/or cultures. Bruner (1996) states that theeserieed to see schools as part of society, not
separate, but rather part of our culture which ergble us to engage fully with different
cultures within our schools, and look at ways tbdate and encourage all who are there.
This more personal side to education asks us tagegith the development of the student’s
sense of self. As he explains, “Any system of atioa, any theory of pedagogy...that
diminishes the school’s role in nurturing its piggdelf esteem fails at one of its primary

functions” (Bruner, 1996, p. 17).



Relational Pedagogy in a New Zealand Secondarg@drama Classroom

There has been criticism of focussing on pedagbgare. Giesecke (1979) argues
that asking teachers to approach their students &@osition of pedagogical care is asking28
too much of them, that there is no way they cae ¢ine same kind of care that is received in
the family. Furthermore and perhaps most impolaittis difficult to assess in a scientific
and objective manner whether the pedagogical oglstip exists in concrete and particular

circumstances. Finally, Giesecke (1979) arguasitimimpossible for a high school teacher

to maintain pedagogical relations with every onéhefr students.

Van Manen (1994) uses these examples to show hbffieeent mindset is required if
we are to take the view that pedagogical relatamesthe most important aspect in a
classroom. The view of Giesecke is one which deesdie of the teacher as one who imparts
information, not one who cares for the child areirtkearning. Furthermore, if you were to
subscribe to Giesecke’s argument that teachelgs@apable of establishing relationships
with students you may be aiming for the lowest canrdominator with teachers — which in
turn could be what you then receive. Van Manen erages a more hopeful and optimistic

view of teachers’ capabilities.

Giesecke (1979) raises an important issue whem@sidw pedagogical relations can
be measured. As will be explained further in thethndology section relationships by their
very nature are about how people interact, andh@agsurement of this is done so,
subjectively, by the people experiencing the inteoa. Van Manen explains that the
positivist view given by Giesecke needs to be vieeagainst how children actually
experience classroom life, or how teachers tallualio Therefore the examination of
pedagogical relations in general, and specifidallthis research, involves qualitative data

not scientific objective data on the basis that thimore appropriate for this study.
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This literature demonstrates that there are sdyolarces advocating that research 2
into the nature of relationships in the classrosnalid, and how care can be seen as a
legitimate feature of pedagogical relationships addition, bringing this concept into a New
Zealand context, there is literature to supportcre as seen in the loving kindness and

concern shown through aroha (Macfarlane et al, 2008

At this point it is important to consider the sgiecsetting of this research: the New

Zealand Education system.

Socio-Cultural Theory and the New Zealand EducatiorContext

Culturally inclusive pedagogy.Socio-cultural theory is also emerging in
amendments to New Zealand’s Curriculum. Recehtigé¢ involved in analysis of Key
Competencies found strong links between westeriosadtural theorising on human
development and the values embedded in the conpeseiMacfarlane et al, 2008, p.105).

According to these researchers:

In discussing the pedagogical implications of tHesekey competencies for Maori
education, the Commentary Group found itself makegular connections to broader
socio-cultural perspectives on learning and teagtidtuner, 1996; Glynn et al.,
2005; Gregory et al., 2004; Vygotsky, 1978). Sscbio-cultural approaches
maximise opportunities for students at all levelgearn within the context of
supportive and nurturing interactions with theiegsein educational contexts.

(Macfarlane et al, 2008, p.105)

Given the nature and diversity of schooling in N&saland researchers have
championed the need for a socio-cultural approaafaitds our thinking about learning and
development. Macfarlane believes that cognitive iatellectual development results from
interactions with others in social settings (Malefae, Glynn, Cavanagh, Bateman, 2007).

Building on this notion is the theory that givemthearning occurs through interactions. It is
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through developing relationships with skilled memsbef a cultural community that children
30
will learn and develop “autonomy over their ownrteéag” (Macfarlane et al, 2007, p. 66).

Application of socio-cultural theory in an educaiab context requires teachers and
schools to “examine and modify the way they engagkinteract with their students and the
pedagogical practices they employ” (Macfarland ,e2@07, p. 66). The basis of this
research is to investigate what learning and deweémt, if any, can occur through how

relationships are fostered and developed in a Ddassroom setting.

As this research is situated in a Year 13 Dramssoteom in New Zealand, it is
important to discuss an existing large body of Nma&land research regarding the impact of
pedagogical relationships in the classroom fromaaitworld view. This approach offers
ideas and strategies on the nature and potentralaifonships in our classes but does not

have to only apply to Maori students, as recerdgaesh in this area notes,

“...the world views of Maori people in New Zealanaypide an extensive and
coherent framework for theorising about human dgwelent and education, and are
able to contribute strongly and positively to tlevelopment of a national school
curriculum for the benefit of all students.”

(Macfarlane, et al, 2008, p.103)

The ‘Edu-cultural Wheel’ proposed by Macfarlan€0904 links together the competence of
the teacher, the building of community in the adlasm, and with family and community, the
values which underpin these relationships. At grre of the ‘Edu-cultural Wheel’ is
pumanawatangaa concept which describes the tone of the legranvironment.

Macfarlane contends that this encompasses the phasin the school, the class and the

attitude of the teacher.

Surrounding and emanating from the hepunganawatangeare the concepts which

Macfarlane contends are central to the developwieatculturally inclusive pedagogy. These
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conceptsywhanaungatangdbuilding relationships with students and the wic@mmunity)
manaakitanggcaring for the students and creating a safe Havamgatiratanga(the i
effectiveness of the teacher), daatahitanga(the ethic of bonding, as a class) link to each
other through the heart of the learning environmdiite key message from Macfarlane
(2004) is that the overall goal is to develop aaly responsive teaching. By their very

nature these concepts and the strategies whichatentom them are relationship-based. As

Macfarlane (2004) explains,

“Students who have had negative experiences aileeiinto revise their views of
themselves and of their potential simply becausg #re not invited to do so by their
teachers. If, however, their experiences of seaes, of others, and of the learning
environments become positive, then it becomes ples&r them to believe it is
reasonable to revise these views. Hence soundjpgdavhich is relationship-based
is critical to the process of restorying (2004 001"

In Macfarlane’s (2004) description of a culturatglusive classroom he describes
the importance of the teacher’s awareness of thd teebuild up the inner resources of the
child; to be aware of the child’s background, fegd and emotions; and to realise the
importance of the teacher in acknowledging all peapa way which respects their dignity.
These qualities come through in the strategies usttk classroom, and in contact with
whanau and the wider community. By meeting théucal learning needs of those in our
classes, we in turn meet the needs ofreatbugh applying strategies which have at theiyve
core the premise that the quality of the relatigmsim the class will affect the learning that

takes place.

Strategies in culturally inclusive pedagogy.The purpose of this section is to
explore in greater detail a strategy that has eetehigpm research into culturally inclusive
pedagogy. The work of Russell Bishop and the EffecTeaching Profile (ETP) which
emerged from the Te Kotahitanga project will belax@d as a contribution to the wider

discussion on what constitutes features of relatippdagogy.
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Te Kotahitanga Professional Development Programme.
32

Bishop (2005) explains how the whole notion of Ma@oithe mainstream New
Zealand education system has been based on a disaicolonial hegemony, as seen in
texts used in class, and studies detailing thetnegeffect of home life on Maori educational
achievement. He notes when paraphrasing Brunehdsetwho interact with learners will
be doing so guided by their own notions about whdtiren’s minds are like, and how they
learn” (Bishop, 2005, p.73). What has been prevateteacher's minds has been a view of
Maori which on the whole does not take into accabeir own cultural views of education,

achievement and learning.

This point also links to Bruner’s (1996) perceptadrschools as part of society, part
of which is made up of different cultures. At sohseparating Maori from cultural
experiences and aspirations can lead to studesttdtion and alienation. It is important to
recognise the identity and qualities of our stud@miclassrooms. A student’s relationship
with their teacher can influence how they undeidi@isubject, feel about themselves, and in

general how engaged they are at school (Bishofh)200

Student voice has demonstrated the importanceadfuiiding of relationships
between teachers and students. The student nag@tom Bishop and Berryman (2006)
focus on how the relationships formed in the cla@sr are important to learning and
engagement. These relationships could enable er hettlerstanding of Maori students, and
so benefit how the teacher approaches his or Bsotes. Students stated that the quality of
the relationship impacted on their engagement andess in particular subjects. In
particular students stated that teachers who hedldittheories of Maori underachievement

reinforced Maori stereotypes and led to studentsinéng disaffected.
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“From the student interviews we learnt that wheroMatudents have good
relationships with their teachers, they are abliative at school. Good relationships33
are based on teachers embracing all aspects &TtReincluding caring for them as
culturally-located individuals as Maori, caring their performance and using a wide
range of classroom interactions, strategies ancbow indicators to inform their
practice” (Bishop, Berryman, Cavanagh, Teddy, 2@02).

Effective Teaching Profile (ETP) The ETP is based on two central understandings,
these being to reject deficit theorising to explsliaori educational achievement levels, and

to be committed to accept responsibility for therteng of their students (Bishop et al, 2007,

p.1).
The six key elements of the ETP are that teachers:

- care for their students as culturally located idials;
- have high expectations of the learning for students
- are able to manage their classrooms so as to pedeerining;

- are able to engage in a range of discursive leginteractions with students or
facilitate students to engage with others in thveags;

- know a range of strategies that can facilitatenieay interactions; and

- promote, monitor and reflect upon learning outcothesin turn lead to
improvements in Maori student achievement andttieat share this knowledge with
the students (Bishop et al, 2007, p. 1).

Macfarlane (2004, 2008) and Bishop and Berrymafg2@ote the following
gualities of teaching as being essential to meeh#eds of Maori students. It could also be
argued that these following qualities are essefdrahny teacher to be aware of if they wish

to meet the needs of all individuals in their césss

- high expectations are set and conveyed to students;
- care and aroha are at the basis of interactioms; an
- collaboration is encouraged on tasks not only betwstudents, but between teachers

and studentsako)
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There are similarities in van Manen’s (1994) feasunf the virtuous teacher such as:
34

- when interacting with a student the teacher shdiddlay patience and humour;

- there should be diligence on the part of the teaichihe sense they are aware of
the need to work at forming and maintaining theguedjical relationship;

- the teacher needs to believe in children and ttagabilities; and

- the teacher needs to have special knowledge arability to understand how to
motivate and teach to a diverse range of indivigtiadlent needs (van Manen,
1994, p. 156).

Both sets of qualities describe the need for rddpdae at the basis of the teachers’
view of their role (including features of respegtls as care, patience, humour). They both
talk of the necessity of believing in and settimghhstandards, and finally that there is a need
to be informed so as to be effective in the choicstrategies (for example, collaborative is

appropriate to meet the needs of a group of legriethis case Maori).

The work of Macfarlane et al (2008), Macfarlane(q2)) Bishop (2005) and Bishop
and Berryman (2006) demonstrates that there iswigg body of research in New Zealand
to draw upon which focuses on building effectiviatienships with students in our classes.
Including the Maori world view in the literatureview for this thesis widens and deepens the
discussion on what could provide quality educafarall New Zealanders. The inclusion of
overseas writers on the pedagogy of love and ¢#a#t,(2005; Noddings, 2003; van Manen,
1991, 1994) illustrates that the legitimacy of sachapproach has already been studied at
length. The literature discussed to this poietéfore supports the legitimacy of the
approach in the classroom. The purpose of theareh investigation is to clarify what
pedagogical relationships look like in the classnand how they are realised through the

process of teaching.

It is necessary to now turn to this investigatiosspgcific case study of relational
pedagogy in a Year 13 Drama Class in a New Zeaandndary school. Firstly, where this

intended research sits in terms of other researaklational pedagogy in general will be
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examined and then discussed specifically in rataiiothe Arts Curriculum in New Zealand.
35
Following this, literature covering aspects of #pecific nature of Drama education in New

Zealand will be reviewed.

Relational Pedagogy in New Zealand: General

Relational pedagogy is a term which is debateddafithed in both international and
national literature the intention of this sectisrio provide and overview of this research to

date.

A definition of what is meant by relational pedaga@an be linked to general
overseas research, and to the teaching of Arteim Realand. Pedagogy is generally
defined as the science of teaching, or the artiense of being a teacher, and generally
refers to strategies of instruction, or a stylenstruction. Van Manen (1994) explains that
focusing on the pedagogy of the teacher allowsHerelationships in the classroom to be

developed, which cannot happen when the focus onepts such as curriculum.

Even when it may seem that the focus of the lei&son the content of the
curriculum, at the heart of the interactions aeeréationships that allow the delivery of the
curriculum to be realised. As van Manen (1994)&rg, each situation is pedagogically
charged because something is expected of the teadhethermore van Manen contends
that rather than approach research and develogm#éns area from a rational point of view
and one which espouses ‘strategies’ it would Wbt think that “spaces can be created
where pedagogical relations in classrooms and $elhawe a chance to emerge, to be
nurtured and strengthened “(1994, p.152). This tiees a flow on effect to the methodology
employed to research pedagogical relations. Giveriocus away from a positivist point of

view van Manen argues that pedagogical relationsdearesearched but that this must be
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qualitative in nature. The research design & pinoject has been constructed with this in
36
mind, using qualitative data to research human ipee in a classroom setting.

Pedagogical relations have also been termed redtpedagogy and have been used with
regards to research on tertiary teaching in theddribtates. Baxter Magolda (as cited in
Brownlee, 2004) describes teaching which encompass$ational pedagogy as helping
students develop an understanding of what thewp|@arhow they know. She explains that

this approach:

- respects the student as a learner;
- links what the student is learning to their own exgnces;
- provides a constructivist perspective on knowind Earning; and
- looks for opportunities for learners to find outatltheir peers think.
(Brownlee, 2004, p.18)

Although in a different setting, this example date@nal pedagogy with an older age group,

illustrates the transferability of this term tofdifent age groups.

In the arts, the importance of relationships hag loeen advocated by Eisner (1972).
There is a need for honest relationships basedushdand openness, which in turn will
develop what the teacher understands of the studedtvice versa (Eisner, 1972, p. 180).
The types of relationships described are thoseevteachers: include students in curriculum
decision making; talk with students about what thalye in art; and role model to students

interpretations of art work (Eisner, 1972, p. 182).

Relational pedagogy and its place in the Arts Curgulum in New Zealand.

Pedagogical relations have been the focus of relséaNew Zealand. The report
Quiality Teaching for Diverse Students in SchooliBgst Evidence Synthe$BES) written
by Adrienne Alton-Lee (2003) and commissioned leg/ew Zealand Ministry of Education

outlines ten characteristics of a quality teaclesregated from research evidence. Four of the
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ten research based characteristics of quality teg@re highly relevant to this intended
37
research. The BES asks that teachers ensure:

- “Pedagogical practices enable classes and othaingagroupings to work as caring,
inclusive, and cohesive learning communities;
- pedagogy scaffolds and provides appropriate feédbastudents task engagement;
- pedagogy promotes learning orientations, studdfitesgulation, metacognition and
thoughtful student discourse; and
- teachers and students engage constructively in@aaitated assessment.”
(Alton-Lee, 2003, pp. 2-6)

At the heart of these four characteristics areufestwhich encourage quality communication
between teachers and students and between studruigssing on the quality of the

relationships allows for group work and co-congircto take place.

Relational pedagogy in a New Zealand setting hes laéen explored through research in
a primary school setting. Fraser et al (2007)ineth definition of the term relational
pedagogy and discuss its implementation in a chetrgetting. Relational pedagogy is
defined in the Arts as meaning the social aspdasctassroom (relationships between peers
and teachers), and the relationship with the selfthe art-making process. The authors
focus on the application of relational pedagogyhe Arts Curriculum in New Zealand
(Dance, Drama, Music and Visual Arts) and how défe relationships affect learning in a
primary school Arts classroom. This is becausghe Arts the personal, emotional and
psychological world of the child is explored (Fnastal, 2007). They moot the point, and
support it with a general reference to Bergum (2@03.22) that teaching in The Arts does

not follow traditional concepts of power, and ttamhal notions of knowledge construction.

Fraser, Henderson and Price (2007) found there marg/ ways in which relational

pedagogy was evident in classrooms they obserkreparticular:

- that there were rituals in the classrooms whichegisupported or constrained
childrens idea development when children were iegrim the Arts;
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- that the use of teacher-in-role (a strategy wheeddacher moves into a role to
extend and/or deepen a drama) drew more involvefr@antchildren; 38
- the teacher’s skill in how they introduced and veatkvith dramatic conventions
meant ideas were explored at a deeper level;
- that group dynamics affected how ideas developédamirt being studied, with
compromise being observed; and
- that peer tutors in the class could be used indand informal ways (Fraser,
Henderson et al, 2007, p. 65 — 67).

Details of what is meant by rituals or common past which could either constrain or
support learning in the Arts classroom are desdrdsebeing unconscious assumptions on the
part of the teacher about how to teach, or in soases, what to teach. As an example,
Fraser et al (2007) describes how learning in thie may be constrained by several common
practices such as; the type of group a student the topic or theme chosen by the teacher,
the resource choice made by the teacher, the emspiragerbal understanding of tasks and

concepts, or even the limited use of feedback ork Wt was performed.

Fraser et al (2004) also found that what influertbedchoices of the teacher as
described above was their own approach to the itegoli the chosen Art form. As Fraser et
al (2004) state,"...teachers develop distinct peda@l content knowledge, and this, along
with the particular culture of each school, influea how the Arts are interpreted and
experienced by children (p.26)". This statemenusthte read with the findings of an earlier
Ministry of Education report into teaching and tgag in the Arts.Like Writing off the
Paper(2004) stated that the Arts provide pedagogicatexis where more human and
negotiated relationships can exist, and that theyaso environments where teachers and
students can learn from each other. Fraser eDaU{2explains that it is not necessarily the
subject that will dictate how the subject is taydpuit that the teacher’s own knowledge of the
subject will influence how the subject is experieshdy children in the Arts classroom.

Many Drama teachers come from different backgrouwitts different areas of expertise such

as process drama, theatre, or knowledge in a pkatidramatic form, such as mask or mime.
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Or, teachers may come to teaching with a knowlebigern from of a variety of these areas.
Fraser et al (2004) suggests that although Drarmea gmvide the opportunity for co- i
construction of lessons where teachers and chilcliariearn from each other it is the
pedagogical content knowledge of the teacher, dmat they do with that knowledge that

will dictate to what extent this co-constructiofiiences student learning.

This is illustrated through examining the dramabavention of teacher-in-role. This
convention is where a teacher steps into the rfodeatmaracter, normally in a process drama
which encourages students to participate in legrtiirough inquiry or discovery. Teacher in
role is a teaching strategy that allows the chiideesee the teacher play a role, thus enabling
students taking part in the drama to extend tle@iming and inquiry. How and when to use
the teacher-in-role convention is dependent orp#tagogical content knowledge of the
teacher, as it is a strategy used to progressrdtegs drama. In terms of the relationships in
the class Fraser et al (2004) found that childneneiased their commitment to the drama
when the teacher stepped into a role, therebyartimyg “this is a game we are playing
together “( p. 54). In general Fraser et al (200dnd that where there was regular Drama in
the classroom, there was an atmosphere of “playfdicrafted spontaneity that, at times,
extended beyond the actual drama lessons” (p. Bi2gy link this creative atmosphere to the

development of relationships in the drama classtdamth fictional and real.

Group work is used in many classroom settings andnt research into the teaching
of the Arts in New Zealand has found it used extehg (Fraser et al, 2007). This research
suggests that co-operative group work allows fdisskuch as listening, turn taking,
guestioning and supporting. It was also notedtthatiow the development of these skills
teachers need to make careful decisions about hawpg are composed, the nature of the

tasks engaged with, and what social and co-operakilis are required (Fraser et al, 2007).
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Turn taking and offering ideas are essential skiltsdleveloping ideas in Drama.
Terms used in improvisational theatre for thesissire the giving, receiving and blocking *
of offers (Johnstone, 1981). Within a group, affean be defined as the giving of an idea or
ideas, and the ability to listen and accept ideas fothers. Teaching how to say yes to
offers allows for ideas to develop in a Drama ¢lassl is a valuable mechanism for teaching
how to work with others. If explained and tauglitwekill, students will understand that

their generosity and respect when sharing and imgxtéing ideas will impact on themselves

and others. As Johnstone explains,

“What happens in my classes; if the actor stayk wié long enough, is that they
learn how their ‘normal’ procedures destroy otheopde’s talent. Then, one day,
they have a flash afatori— they suddenly understand that all the weapanswere
using against other people they also use inwaadjginst themselves” (1981, p. 93).

If the pedagogical content knowledge of the teaelmeompassed this view of Johnstone
(1981) then there would be a different focus tovtloek of groups, and certainly one that saw
group work as very much a process. It would aksoite where clear communication about
the terms described was evident. This would aflavwstudents to learn an awareness of their
own behaviour and role within their group. Howevecannot be assumed that all Drama
teachers have knowledge of how to structure anthtdee giving, receiving and blocking of

offers.

There is huge potential within the pedagogical eohknowledge of Drama teaching
to allow for relationships within the classroombi®the basis of the delivery of the

curriculum content.

Converging themes in the arts, relational pedagoggnd culturally inclusive
pedagogy. Working alongside students means understandingnkeds, strengths and

weaknesses, and using the teacher’s knowledgeatimtstudents learning. Underlying the
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approach to this research project is exactly thesnse; that the quality of these working
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relationships will influence learning in the Dramriassroom and beyond.

There are themes in both the literature from retean relational pedagogy in the
arts and on culturally inclusive pedagogy whichespo converge. A reason for this is
because the research from both areas have a sdticat basis and therefore a similar lens

through which they view their research.

The ETP in the Te Kotahitanga project also closeks to relational pedagogy in the
arts. In particular the ETP speaks of using aeafegstrategies to facilitate learning, and a
range of types of interactions with students toaggegtheir interest (Bishop et al, 2007). This
is linked to the arts research which discussedehehers’ expertise in using pedagogical

strategies unique to the Art form, and the useeefpto support learning (Fraser et al, 2007).

A particularly interesting aspect of the ETP is tagction of deficit theorising to
explain Maori educational achievement levelss Wifficult to form positive relationships
when teachers assume that the deficit lies in lild/@mily - it limits teacher agency and
makes forming relationships difficult (Bishop et 2007). These aspects will feature in the
methodology section with regards to the focus chtwhas observed over the course of four

lessons, and the questions used in the interviews.

The New Zealand context: Drama Education

To complete the picture of the context in whiclsttésearch sits in it is necessary to
outline the general nature of Drama education@Nbw Zealand secondary school system.
This part of the literature review will highlighte key learning areas of all levels of the
Drama curriculum. It will also explain how thegeas are catered for in the senior

secondary school context. This context concergratethe Drama achievement and unit



Relational Pedagogy in a New Zealand Secondarg@drama Classroom

standards which can contribute to the various Mati€ertificates in Educational
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Achievement (NCEA).

When the Arts Curriculum was released in 2001, Rravas one of the four art
disciplines to make up The Arts Curriculum. ThesAare one of the eight essential learning
areas identified in the New Zealand Curriculum Feamork. This continues to be the case

with the release of the new curriculum in New Zadl§2007).

When the rationale for including Drama in the ACusrriculum was discussed, there
were a number of reasons given which not only jgairibd the content to be taught but also
the benefits of the manner in which Drama was taughthe 1999 background paper to the
Arts in the New Zealand Curriculum it was stateak thrama was a subject in an overall
discipline (Arts) which offered ways of learningndadeveloping students who would be fully

equipped for our ever changing society. As thécgalocument states,

“The arts disciplines comprise literacies that cbwite to our ability to explore,
negotiate, communicate, interpret and make measfitige radically changing
realities of contemporary culture and society” (299. 14).

At all levels of the school system in New Zealanmama Curriculum content is based
on the strands outlined in the New Zealand Cumicutiocument. These are, in no particular

order:

- Developing Ideas in Drama,;

- Understanding Drama in Context;

- Communicating and Interpreting in Drama; and

- Practical Knowledge in Drama (New Zealand Currioul@007, p. 20)

These strands allow for students to learn how tasdetheir own drama, perform a
role in a drama (whether in a technical, actingraduction role), and learn what tools are
available to them which are required for their perfance (the techniques of drama for
example, use of body, and voice). They also lehout the features and purposes of

different forms of theatre and Drama. Surroundiregdelivery of the content in different
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contexts are tasks which increase confidence ®riaks, opportunities that are created for
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students to learn how to work independently ant wihers, and the creation of work which

has meaning (New Zealand Curriculum, 2007).

From the strands outlined above - and their idexatibchievement objectives -
learning outcomes are created which allow teadioemsonitor the development of skills and
understanding of their students. Assessment$iaredrawn up to gauge the strengths of
students in relation to the learning outcomes, @ss$ible next steps. Assessment in Drama
can be on the skills of performance, or it coukirthinderstanding of specific content or
contexts as reflected in written work (scripts, peEgsessments, reflective journal entries.)
Drama teachers have to ensure that they are ad¢anty about the intent of a unit of work,
but also what outcomes they are expecting fromestisi]l as outcomes may not always be
associated with a final performance. The Develgpiteas in Drama strand, for example,
can use assessment which is taken from storybgassigions when watching self and/or a
group on video. This is because the focus ofdtrend is on the decision making process,
not necessarily on the final product. This is dlecase for the Understanding Drama in
Context strand which asks for students to expltinerdorms of Drama and theatre, and what
meaning can be made from these different formseg#sment of their understanding could
be in the form of a practical presentation of theatre form or it could be through using
features of the chosen form in a different contipectly relevant to their own lives, for
example, a modern day Romeo and Juliet, or a nitaskt about a celebration in their own
lives. Understanding could also be shown in otleebal forms of presentation, or through

written work.

The four strands outlined are developed througiptieary and junior secondary
levels, and assessment of the progression of gia@éefollows the wording of the strands

and learning outcomes, and in some cases, the Emp€tencies covered in a unit of work



Relational Pedagogy in a New Zealand Secondarg@drama Classroom

as well. At a senior, secondary school level teiculum is parallel and linked to the

44
relevant NCEA level of Drama. This link is statadhe explanatory notes for each
achievement and unit standard, but the detailfittkage is left to be made clear in the unit

plans designed by teachers.

Levels 1 to 3 of NCEA Drama offer a wide range dfiavement and unit standards
for teachers to select to assess student workh &aadard is worth a certain number of
credits, which if passed, can go towards the olbiaional Certificate for each level.
Overall, the content that can be covered falls ihtee areas described in the background
paper on the Arts Curriculum in 1999, being Drameafion (process drama), Drama
Performance (performance of a text), and Dramai&udrama as performance) (Ministry
of Education, 1999). These areas are all accodatad the four strands previously
described. The unit standards and achievemendatas all vary in the amount of credits
offered and content focus of the standard. Fomgie, a presentation of features of a
different theatre form at Level 1 is currently wo8 credits, whereas devising an original
drama at Level 3 is currently 6 credits. Teaclebi®ose from the ninety six NCEA unit and
achievement standards available over the threéslaggo what achievement and unit
standards will be offered to their students duthegyear, with one full year course
comprising of up to24 credits. Some school chadossfer less and spend more time on the

skills and content within the specific units of \wor

The teaching of Drama therefore allows for freedomthe part of the teacher to meet
the needs of those in his or her classes, whistiacorporating a range of content and
contexts. Although there is a set list of playgegifor Scholarship Drama, for the other year
levels it is left to the teacher and/or their Dradiegpartment to choose the scripts, theatre

forms, and stimuli for devising Drama, thus enaiplidrama teachers to not only draw on
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their strengths but also to learn other forms antexts of Drama they may not be familiar
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with.

There are also certain aspects in the Drama Ciunctwhich focus on quality
relationships in the classroom, for example, Dranmuavides opportunities for students “...to
learn to work both independently and collaboratitel construct meanings, produce works,

and respond to and value others contributions” (Yae Zealand Curriculum, 2007, p. 20).

In addition it was also noted in the policy docutenpporting the introduction of all
levels of Drama, that Drama was a subject whichuvague in not only the teaching of
process drama, performing a text, and drama agf@rp@nce, but also that it offered
distinctive pedagogical approaches. In other waxaully explore the body of knowledge
which encompasses Drama in our schools, certaiis whieaching are necessary. It was the
intent of this research to further refine what samt by these pedagogical approaches, and to

investigate whether they are in fact distinctiveapplicable across a number of subject areas.

Drama education research.Human relationships in the context of the Drama
classroom and how they impact on learning is caliyemder-researched. A very brief
survey of the two editions of the ejournal New Asal Journal of Research in Performing
Arts and Education (2009) shows that of twelveches written on drama teaching and
learning, five were concerned with aspects of pgearama, three focussed on the
performance of a text, and three investigated drasnaperformance in the sense that they
dealt with the teaching of different theatre forn@nly one of the articles dealt with the

nature of relationships in the classroom.

More work and research is needed which examirefetitures of relational
pedagogy and how Drama teaching with this ethosrdarence learning. In the previously

mentioned New Zealand Journal of Research in Ranfigr Arts and Education Saxton and
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Miller (2008) talk of the explicit skills of sociditeracy that can be taught through Drama,
such as accepting ideas, listening to others, céisigedifferent points of view, and taking *
risks. Reference is made to the hidden elemergs®él literacy that can be developed
through the teaching of Drama. These hidden elesmealude empathy, exploring of values,
diversity, understanding, good humour and a seheesponsibility. This implies that this
development of social literacy is dependant on hgwerson shares with another, as these
qualities stem from what happens between peoplerelTare links between teaching with

relationships at the centre of practice and thaipdgies offered by Drama education. This

research was conducted with the hope of strengigehese links.

Awareness of Gender Difference

It is unclear from the research by Fraser et &072@nd Macfarlane (2004) as to
whether there should be account made for differentgender, and whether male and
female students view relationships in the classrddfarently. Certainly in terms of how
Drama can play a role in developing confidence, agarg emotions, and working

constructively with others there is research cotetlion either gender.

Hortiz (2001) investigated the participation of bagvolved in the creating and
performing of two scenes of a devised community.plaFindings from this research
suggested that their participation affected: tbainership of the play’s content; subject-
specific learning, that is, Drama skills and otbentent knowledge; and their personal and
social development. Hortiz found that in a numtfehese areas boys achieved significant

growth, including those boys who had behaviourtiadilties in their normal schooling.

Sanders (2003) investigated the experiences of maggheir female teacher in single
sex drama classrooms over a two year period. Wasagathered through the ethnographic

tradition of ‘telling stories’ from the field. Thiendings of the research, generally
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summarised, were that: drama had the potentiaigakibdown stereotypical notions
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associated with masculinity and boys abilitiesxoet in the arts; that participation in drama
led to a healthy classroom environment characitgeolerance; and that there were key

components of Drama practice that helped develegetlaspects of learning experiences for

boys.

Gallagher (2000) used research data from her ovamBrclasses, and the stories from
the girls she interviewed, to explore how Dramaetid the lives of adolescent girls, and
their understanding of themselves. She statesrthiae data provided the girls described
their learning in and through dramatic role playd &ow this description often helped the
students make sense of their learning. Howevdta@weer also points out that her research
also tackles show the girls perceived themselvéisarsubject of Drama. As Gallagher
states, “Drama is a gendered subject, not masclitimenaths and sciences, which are hard,
of the mind not for girls’ (2000, p. 5). How the subject is perceived aatligd by a student
will influence their level of engagement in claaed it will be necessary in this research to
include the views of both genders to ascertain drethere is any difference in their
perception of the subject and relationships inclhesroom.

As is seen by the previous summary of the effedrama on specific genders, there
is research to suggest that both males and feroatebe affected by the nature of teaching
and learning in a Drama classroom setting, or tijindDrama activities. However it has been
difficult to find relevant New Zealand research @rhfocuses specifically on the nature of
relationships in a Drama classroom, and both gengieilerstanding of these relationships.
This therefore is the reason why a sub questidheé®econd research question was
formulated which asked what were the similaritied differences in student gender

perceptions of relationships in their Drama class.
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Summary of Literature Review
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The above literature review shows that there iexdansive body of research which, from
a socio-cultural basis, looks at relationships ale@sroom as being an important influence on
student learning. The research which is of padrcmterest to this study concerns the
pedagogical responsibility to care, and culturalbtusive pedagogy. For the purpose of this

research the main points have been summarised below

» Socio-cultural theory considers that children leaithin the context of their social

and cultural relationships. This is the theorétizesis to this research.

* Recent research in the field of establishing retethips in the classroom advocates a

more holistic, caring approach to pedagogy.

* There is an existing body of New Zealand reseagganding the impact of
pedagogical relationships in the classroom fromaaiiworld view. This view
advocates the importance of the role of the teaichesing specific culturally
inclusive strategies such as the setting of highdsdrds, the presence of care and
aroha in interactions, and collaboration on tasks/ben the teacher and student and

between students.

* Research on relational pedagogy and the Arts skiwatsnvolvement and learning
are influenced by the teacher using strategies asi¢bacher involvement, group

work, and rituals that establish strong workingtieinships.

* The Drama curriculum in New Zealand allows for ttem on the part of the teacher
to meet the needs of those in his or her classatstvalso incorporating a range of

content and contexts.
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* Human relationships in the context of the Dramastiaom and how they impact on
49

learning is currently under researched.

These ideas have contributed to the formation ofe@sgarch questions which are discussed

in the next chapter.
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Chapter Three: Methodology
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This chapter will explain and justify the case stuelsearch method designed to
investigate the three research questions. Etlisaés are considered, discussed and planned
for. The data collection process and the methapolsed to analyse the data will be

discussed.

Research Questions

The research questions for this investigation are:

* What aspects of relational pedagogy are evideatNiew Zealand secondary school
Drama classroom?

* In what ways do relationships within this Dramassl@om impact on students
understanding of themselves and others, and #eining? and

* What are the similarities and differences in studgmder perceptions of
relationships in a selected Drama class.

Case Study

The methodological approach was designed to inyastirelationships and processes
in their natural setting (Denscombe, 2003). An apph which allows for such an in-depth
investigation into a phenomenon is a case studys dllowed for the exploration of what
relationships are evident and experienced in a Brelass, and what meaning, if any, the

students give to those relationships.

Previous research in a different context suppbesbtion that relational pedagogy
occurs in Arts classrooms (Fraser et al, 2004, pOblowever, there was no way of knowing
whether this would be the case when this reseaxjbgt was undertaken. Therefore a case

study methodology was an applicable research giratAs Denscombe notes,
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“The case study approach is particularly suitalihens the researcher has little

control over events. Because the approach is coedeavith investigating 51
phenomena as they naturally occur, thermipressure on the researcher to impose
controlsor to change circumstances” (2003, p. 38).

The particularly case study approach investigadesgipant understanding of events as they

occur. As Gillman states,

“...the naturalistic style of case study researekes it particularly appropriate to
study human phenomena, and what it means to berhimtlae real world ‘as it
happens™ (2000, p.2).

In this case study research it was important ferstiudents to feel their views were integral
to the research. Their views would form the datd tould be analysed to explore the
research questions. It would be important theesfortreat them as equals in the research
and so every effort would be made to acknowledgettieir views were important, and
would be reflected in the findings. The detailedt®a on interview procedures explains how

interviews were constructed and conducted.

The key disadvantage of using a case study appisdbht there will be a high
reliance on qualitative data to examine the natfirelationships in the classroom. As the
data focuses on interactions rather than end ptsdiles approach could be open to criticism
by those looking for more measurable outcomes tiddrified To strengthen the validity
of using a case study approach data would be tetidocom a variety of sources and allow
for a range of data to be gathered on the stud#estgoints on relationships, which is the
focus of the research. Such depth may not belgessith a quantitative approach that is
looking for variables for measurement. For exanapliee point scale on a continuum which
asks for students to circle a response will proddta that can be used statistically, but does

not provide data that tells us why a number wadeil

Bruner states that telling stories, or establiskngarrative is a mode of thinking and

feeling that helps children create a version ofweld, where they can see a place for
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themselves (1996, p.39). As the second reseamestiqn focuses on students’ perception of
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themselves, others and their knowledge, it woulthiyrtant to source and validate their

point of view on these matters.

Ethical considerations

Ethical approval is required for this research ¢cops it helps protect the researcher,
the participants in the investigation, and the arsity which the researcher is associated
with. This is because if the research involvessfample, human subjects, then people’s
privacy, rights and freedoms may be affected. Whesearch involves young people it is
important that their rights are protected, espbcifit is their behaviour and way of thinking
as students that is being researched (de Myridd5R0Therefore anticipated ethical issues

included the need to ensure views included in #Hia dere respected and protected.

It would be important to allay concerns of the egsh subjects being identifiable.
Therefore the school’s, teacher’s and studentsitities were to be made confidential. The
names of those interviewed and relevant data ¢elieicom the interview sessions were to
remain confidential, and reassurance was giverrdegathe security of any data collected.
Lastly the nature of how the observation data waaaollected needed to be dealt with.
Although permission would be gained from those widighed to be part of the research
project, and who had been made aware of the contfedly and security issues (self-selected
students), this needed to also apply to the regteo¥ear 13 Drama Class. The reason for
this was that other class members were in the elaes observations and a video of the

class were made.

This research was not anonymous but was confidemtéhinformed consent was

required. Through consent forms and an informasioeet outlining the nature and
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objectives of the research and in line with requeats from the Human Ethics Committee at
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Victoria University, the above ethical issues waderessed as follows:

* Permission was gained from students who volunteterée observed and interviewed
for the research, and their parents/caregivers;

* Permission was gained from students who were ityda 13 Drama Class when the
observations and a video of the class took plauelzeir parents/caregivers;

« Permission was gained from the principat chairperson of board of trusteéshe
college involved in the research;

» Students were informed that data will be destragtettie conclusion of the research;

» Students were informed that any of their opiniomai be reported on confidentially
through the use of pseudonyms

» Students were given the opportunity to review witaw transcripts and correct any
factual inaccuracies;

» Students were told they could withdraw at any tprier to data analysis and did not
have to answer a question if they didn’t wish tag a

» Afinal copy of the report would be made availalole¢hem on request.

Copies of the consent forms used are attached jpergix 1.

Settings and participants

Site. The research was situated in a co-educational dacpschool to allow for
gender specific data to be collected. The choseria the research was a secondary school
in the Wellington region with a roll of approximbtd400. Situated in a community rich in
nature, outdoor pursuits, sporting, artistic ankucal activities, the school offers a diverse

curriculum and extra-curricular activities. Thammgraphics of the school population are
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85% European/Pakeha, 12% Maori, 2% Asian and 1%i&®ac¢he ratio of boys to girls is
54
50/50.

Settings. Lesson observations occurred in two spaces. Osawarmal sized
classroom which was often used for Performing Aldsses. It had approximately ten desks
and chairs stacked on one side, a teacher’s dekkliaig cabinet at the back of the room and
a whiteboard along the front of the room. Windavwese along one side with a door leading
to a car park. The other room was a purpose peifborming arts room which is
substantially larger than the first room describ&chas mirrors along one wall which are
used for the teaching of Dance. It has tieredrsgaiong two walls, and windows along one
wall with a door leading to an outside courtyareaar There is a teacher’s desk by the

entrance, and a cupboard where a large steregis ke

The interview room was a small music practice raamch allowed privacy as well
as access to desks and a power outlet for a laptopocols, to ensure that the teacher and the
students knew exactly how the research would berzken, were established for the
observations and the interviews. The protocolatkned in the Researcher Memos

attached as Appendix 2.

Participants. Conducting this research in a Year 13 Drama Classwas a
pertinent choice. The data required to answerdbearch questions needed to be from a
class where the students were well immersed in Bria@dagogy over a period of time. Year
13 is the final year of secondary school for magntagers, and it is possible that some of the
students in this study may have taken Drama dwaud of the five years it may have been
offered at school. They may have also participatddrama classes in primary school.
When reflecting on relationships in a Drama clagsé senior Drama students have more

experiences to draw upon.
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Seventeen females and six males were members sékbeted class. The ethnicity e
compositions were seventeen New Zealand Europ&amther European, one other (South
African) and three Maori. The focus group of dixdents to be specifically observed and
then interviewed, who would be asked to voluntegyarticipate in the research, were three
males (two New Zealand European, one Maori) areethemales (three New Zealand

European). The teacher was also to be approaohediunteer to be observed and

interviewed.

A figure summarising the data collection procedlo¥ess on the next page.
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Data Collection

The diagram below provides a flow chart demonstegtihe research process (refer.2).

Information sheets and consent forms
distributed to the Year 13 Drama Class.

Consent forms completed by six self selected
students and teacher.

Six self selected students observed.

Researcher field notes recorded.

Observed lesson filmed. Researcher field notes
recorded.

The video of the filmed lesson is shown and
discussed with student participants and the
teacher in individual interviews. Initial student
thoughts and researcher field notes taken.

Figure 2: Data Collection Roces:
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Once ethical approval to undertake the researclgwas, | was to speak informally
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to the principal and teacher involved to ascertia@ir openness to this research being
undertaken in their school. Ethical approval fommild then be signed by the principal and

teacher.

Participant involvement for the students was todlantary. The students in the
Drama class were to be involved in lesson actwitegardless of their choice to participate in
the research. It would be clarified with the prpadiand all possible students that the research
findings would be used to inform future teachemirey, course work, conference papers
and/or publications in academic journals. The ctamftial nature of their identities in the

research, and what will happen to the researchvdasaalso clarified.

In the same week preceding the observations, tevassit the Year 13 Drama class
to distribute information sheets and consent foams invite Year 13 students to participate.
| would then leave the classroom, and the teacloatdrdistribute information about the
research and consent forms to the whole class¢muat for any students who might be
caught on video in last observation of lessonher& was then to be a gap of a day to allow
for the families consent forms to go home. Then®had an extra section at the bottom
which was to be filled in if the student wishedstwunteer to be a self-selected participant in

the research, and therefore be specifically obseanel interviewed.

Sixteen students volunteered to participate in agi®ns and interviews. The
selection of the six students from the list of vakers was then based on an equal split of

gender.

Four Year 13 Drama lessons were to be observedomeeweek. In the first three
lessons two of the selected students were obseaaldtime. This was to ensure there was a

reasonable amount of data collected from the obsiens specifically about those students.
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The observation sheet was designed to captureatiens between participants, with the cq
focus on the two students being observed at tmat. tiAfter each observation, within two to
three hours, researcher field notes were to be raladet the general environment the
observations took place in and any thoughts reggrtiie nature of the relationships in the

classroom.

Researcher field notes allow information to be rded. This research tool identifies
circumstances affecting the collection of data sagithe environment, or the nature of a

task, and clarifies circumstances difficult to pigk from observation schedules.
As Denscombe notes,

“Field notes can cover information relating to tintext of the location, the climate
and atmosphere under which the interview was caeduclues about the intent
behind the statements and comments on aspectsiafenbal communication as they
were deemed relevant to the interview” (2003, 2)17

In this research situation field notes would prevevidence of the classroom
environment, the non-verbal language used in ttegview situations, and my thoughts on
the progress of the data collection, in particudaud issues that | withessed. For example, if
observed students left the room to work in verylsgraups this could make unobtrusive
observation more difficult. It was important totedhis in the researcher field notes, so that

possible observer effect could be taken into actoun

The fourth lesson, focussing primarily on the gi-selected student participants,
was to be observed and filmed to provide the stiédr the next stage of data collection,
interviews with the teacher and the six self-sel@étudent participants. This data was
required to answer the second research questiavhdn ways do relationships within the
Drama classroom impact on student understanditigeofiselves and others, and their

learning in and of Drama?
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Several protocols were designed to ensure thdtlthi@g was unobtrusive: masking 5
tape was to be put over the camera’s red ‘filmiigiit; the camera was set up in a corner-to
allow coverage of whole space whilst still the #pilo zoom in where and when necessary;
the researcher was to be seated away from the aaea contact between the researcher

and the students was avoided; and all questions tedre referred back to the teacher.

The purpose of videoing the lesson was to stimulaiaghts regarding the selected
students’ interactions with their teacher and weitich other. The filming would focus firstly
on the start of the lesson, and how the teachexdated the work for that day and set up
tasks. The filming would focus on: how the teacdmoke to students when either in a whole
class setting, when they worked in groups or imeon-one context; and how selected
students worked on the tasks. This meant filminggrt whilst they worked independently, or
involved in group work. If the selected studentgevfar away from the established camera
then the camera was to be moved closer. | woudéarour not to disrupt what the group or
student were doing, or draw attention to the movdrmécamera. Given the purpose of the
video, to stimulate thoughts on interactions indlass, not all activity (covering the above
mentioned moments) in the lesson was to be filmedotal there was to be around half an

hour of filmed material for the students to watetade up of short segments.

As with the previous observations within two toethours researcher field notes
were to be taken. These would summarise the thsughhe researcher regarding the

relationships observed in the videoed lesson.

Data Collection Methods

This section will give detail on the specific metisachosen for data collection which
were to be used to answer the research questidresfigure below demonstrates the link

between the research question and the data callecte
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In what ways do relationships
within the Drama classroom

What aspects of relational

pedagogy are evidentin a New impact on student understanding

of themselves and others, and

Zealand secondary school Drama

classroom? . P
their learning in and of Drama?
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Observations
Columns drawn up on observation
schedules in preparation for open
coding
. V
{ N
7 p Student participant Interviews
Researcher field notes Transcribed
Columns drawn up on right of Columns drawn up on both left and
researcher field notes in preparation right sides of transcriptions in
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. V
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Teacher interviews
Transcribed
L Columns drawn up on right of

transcriptions in preparation for
open coding

Figure 3: Link between the research questions, data colléoh and analysit
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Observations. Observations are used to examine what actuafipdras in a ‘1
situation. Denscombe (2003) explains that thezevao types of observational methods;
systematic observation and participant observaggstematic observation involves creating
schedules of what is to be observed and using seslules to generate primarily
guantitative data. This ensures efficiency. Regeas are directed to what they should be
looking at, so they can produce data that can biyeaded and identify what people do,
rather than what they say they do. This allowsmgamson and contrast. Participant
observation, on the other hand, involves a longeiogd of time in the relevant field, and (in

an attempt to gain an insight into the ‘reality’tbé situation they are observing) may involve

researcher anonymity. The data that is then delleis qualitative (Denscombe, 2003).

In terms of disadvantages, systematic observaéiquires very obvious items to be
precisely observed and recorded. Participant @btien relies heavily on the researcher’s
field notes of their experience in a setting, whielm be based on their recollections, and
therefore own perceptions. Although awareneshefésearcher’'s own perceptions is
imperative when using observational data, usinggypeant observations can raise questions

of reliability (Denscombe, 2003).

A combination of the systematic and participantesbation methods was used in this
research. Aspects of relational pedagogy in piymsahool arts classrooms have already
been identified by Fraser et al (2007) with sugaddtegories identified to assist observing
the features of relational pedagogy. These catgare, very generally, the student’s
relationship with the self and the art form, thedeint’s relationship with the teacher, and the
student’s relationships with their peers. Witthis study, these categories were broken
down even further to incorporate the use of Stanslli’'s (1936) circles of attention when

solely observing student behaviour, and when olosgistudent teacher interactions the
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holistic features of relational pedagogy which podena Kaupapa Maori approach (Bishop,
62
2005; Macfarlane, et al, 2008), both of which wixetheoretical frame for observations.

Theoretical frame for ObservationsKonstantin Stanislavski was a theatre director
and actor in Russia at the turn of twentieth centuttis approach to preparing actors for their
roles on stage marked a turning point in actoningj, in particular because of his focus on
how actors should prepare themselves to play kadiewoles. Stanislavski’s theory on
circles of attention looks at how a student’s focas move between when a student is
focussed on themselves to where the focus is on iwlh@ppening in the wider environment.
| am proposing this as a frame with which to viém interactions in the classroom as in
terms of observing a Drama class these circlegt@ft@on are transferable concepts. In a
class there are students and/or the teacher woakimg, and then there are tasks where there
are peer interactions, and tasks which involveathele class. The Kaupapa Maori approach
to learning is also important to incorporate heyd allows us to view what pedagogical
strategies the teacher is using, and what theaafunteractions are between the teacher and

students, and between peers.

The categories generated from both StanislavskKangbapa Maori are holistic in
that they focus on interactions, reactions, and/badguage. The data collected would be
from notes taken on the observation schedulesass@nd directly afterwards in the
researcher field notes journal, and were to beyaedlvia open coding. Therefore the
purpose of the categories was to be for colleatiogvidence of relational pedagogy, not to

create strict categories for coding.

In this research six students who volunteered tpdreof the project were to be the

focus of observations and interviews. The reasonthis are as follows:
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- The significant aspects of relational pedagogy ctive relationship between teacher63
and student, between peers, and between the stadtihe subject matter (Fraser-et
al, 2007). To gather data the focus of the clhs®vations needed to be on what was
happening between people, and also when studentesweeking alone. Detailed
information about these specific relationships gathered by narrowing the focus to
six students and their teacher; and

- Having spent time already focussing on these stsdenpart of the observational
stage of the data collection | would gain an ovemwof how these students worked in
class. This would prove useful when probes ooflup questions were to be used in
the informal interview.

Observer effect The last point to be considered when discuss$iagise of
observations as a data collection method iotserver effeavhere people in the
environment being observed change their behavithenvihey see they are being watched
(Denscombe, 2003)Denscombe (2003) suggests two key ways to ovezdbeobserver
effect. He recommends that the observer spends siora in the environment before
collecting the data, and has minimal interactiothviose being observed. Once the selected
site accepted my invitation to participate in tl@search, a small amount of time was to be
spent in the year 13 Drama class. Time would nedd allocated for all students to adjust

to my presence in their classroom before | recotdedbservation data and conducted

interviews with self-selecting participants.

A Researcher Memo which explains the procedurewthstto be used when
undertaking the observations in Appendix 2 anddbeervation Schedule is attached as

Appendix 3.
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During the last lesson observed, a video was taken of what the six students were
64
doing at different points in the lesson. This evide, to be used to stimulate their thoughts

about interactions in the class, will be explaifgther in the next section.

Video Recording of an Observed Lesson as Preparatidor Stimulated Recall
Interviews. The interviews with the students in this studyev® be based on Stimulated
Recall (SR) of what occurred in one of their Dragtesses The key feature of this method
of collecting data is that a video or audio recogds played back to individuals in an attempt
to help them recall what they were thinking attih®e of the recording (Lyle, 2003). This
video of an activity, acts as a stimulus to thewae and prompts the participant to recall
what they were thinking or feeling at that time aften used either during or after the video
is shown. Generally these questions are open-emutdan be designed to specifically
reflect the focus of the study (Lyle, 2003). LyBOQ3) claims that there are advantages in
using SR as a research method particularly in caygtthe complexity of classroom
interaction. The video acts as the stimulus ferghrticipant to recall reasons for their

particular behaviour in often new and complicatégiasions.

There are, however, a number of criticisms levediethis method of data collection.
Yinger (1986) states that this method doesn’t digth@lp capture what the subject is
thinking at the time, as the video tape by its veajure provides a different view. In
Yinger’s view the video tape provides the partiapaith a view of their behaviour and the
opportunity to reflect on their decisions and of&planations for their behaviour. However,
he believes this does not correlate to the decisiaking time given to the participant when
they were actually filmed (Yinger, 1986). Thistimism was taken into account in this
research, and the line of questioning in the irthliai interviews did not focus strictly on the

analysis of decision making behaviour, but was w#sed means to generate discussion on the
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action taking place in the class at that time, @mgbarticipant perceptions of the types of
65
interactions in the classroom in general

Other criticism of SR is directed at how peopleasl when presented with a video
of themselves in action. Calderhead (1981) statswhat the participartan recall can be
influenced by what they think of themselves asnpgdd in the video, and that this may
influence the level and type of feedback they giVee other problem linked to this is that
the participanmay already have some degree of knowledge abouittregtion on the video,
or subject under discussion. Therefore there wadenger that students could offer
explanations regarding what they believe the rebeamwants to hear, or what they should be
thinking, as opposed to what they could recall ttieyight about that situation at that time
(Calderhead, 1981; Pirie, 1996). To help alleviseng influenced negatively by how they
initially saw themselves on video, time was allove¢dhe start of the interview for students
to watch themselves before answering any questidhs allowed students to respond to

how they saw themselves as well as time to refieatvhat they saw.

In the case of this research, collecting data fotaservations, video, and student and
teacher interviews also allowed for a larger quguati data to be collected on relational
pedagogy in a Year 13 Drama Classroom. The datédvwie analysed using both open
coding and content analysis. Therefore triangotatvas used to bring together the open
coding themes and the units from the content aigaly&his was done to allow for relational

pedagogy in this situation to be examined fromedéht perspectives.

As stated previously a video of a lesson was useddstimulus for students and a
teacher to think about what was happening in thdiqular lesson, and what they felt about
interactions in that lesson. As this is part @& tlata collection for question two it is

important to understand what the student’s peroaptof the impact of relationships in class
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may be. As Yinger (1986), notes “...stimulatecateis not a means of eliciting interactive
66
thought or reflection-in-action, but rather a metmslicit reflectionen-action” (p. 273).

In this investigation the video footage was to beduas a stimulus for reflectiam-
action in the class,; prompting students to reftectvhat people were saying and doing, what
they considered it meant in that specific contart] any generalisations they might wish to
make about the lesson being recalled. As Ying@8§) notes, using SR as a means to reflect
“...may be an effective way to elicit teacher’s Irop theories and beliefs as well as their
understandings of the specific patterns of behawointeractions” (p. 273). It was hoped

that this would be the case for the participandeis in the study as well.

To help counter any of the challenges presentagsing SR | would firstly film the
class as it usually operated. Following this | vabdésign open ended questions which were
generated from the research questions. | plaroreahihimal time between the video of the
lesson and the interviews. This was to help irs@dhe validity of the data to lessen the
chance that the student’s recall would be undulyémced (Lyle, 2003). To also counter the
challenges of using SR | would concentrate follgnquestions on what the student or
teacher thought about what was on the video, nointeypretation or perspective of what
was on the video. To aid finding sections of tidewo that different students were in | would
capture different sections of video separately wimzant that | could retrieve them more
quickly when watching the video from my lap top.idtvould allow for subjects to recall
what happened, and what they understood happensslation to the segment of video
footage just shown, and not the whole video foatédgel yle (2003) states consideration
must be given to reducing memory loss and usingipts and questions consistent with the

investigation process (p. 874).
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A sheet outlining the structure of the video cliged for the Stimulated Recall
67
interviews is attached as Appendix 5. The opereémpliestions and relevant follow up

guestions were then to be asked in the intervieagsribed below.

Interviews. To gather data to answer the second researchiques what ways
relationships impact on students understandinberhselves, others and learning in Drama,
student and teacher opinions needed to be solgjn.is to ascertain congruence (or
incongruence) between their perceptions. An exarupillustrate this may be a teacher
providing a task to allow for co-operative groupriydout a student has a different view

regarding the impact of this task on their learning

Possible disadvantages of using interviews incthddact that data is collected from
specific people, at specific times and in speafigations. To use one interview raises
guestions of credibility as the data may only bejue to that individual and not reflective of
a range of people in a situation. Another disathge is that some interviewees may be put
off by the equipment used, or by the person comagi¢he interview, and therefore the data

is not reflective of what they actually think (Deosbe, 2003).

Interviewing procedures.An interview schedule was to be drawn up after the
videoed lessanAll six students were to be included on the schedlhe procedure of the
interview would be outlined to students and theyente be given the chance to ask any
guestions about that procedure. It would be aigmortant that those expressing their views
in interviews felt that they could make open anddst comments, and so this was to be

restated to the students at the start of the ii@erv

Before the interview would commence segments o¥itieoed lesson were to be
shown to the student. Specifically, segments shgwie teacher talking with students, the

student working with others and the student indigit working on a task were viewed.
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After each segment the student would be askedessg#rquestions about interactions that o8
occurred during that lesson. The interview wowlcus on participants’ thinking and feeling

at the time of the lesson (see informal line ofgfieming for student interviews in Appendix
4). This stimulated recall interview process waallsb be conducted with the teacher. These

interviews were then to be transcribed.

After each interview researcher field notes werbdaecorded which noted my
perceptions of the student interviews, for exanipleere were situations where | felt |
prompted more or topics that | could explore furiimethe next interview. The observation
schedules and researcher field notes were alltthba prepared for open coding, and the

interviews transcribed in preparation for contamlgsis.

In this research these disadvantages were condidEne data was to be collected
from seven people, six students and one teachendar¥ear 13 Drama Class. These choices
were made to lessen the problems associated wethfgjity, as six students offer a greater
range of opinion than say three or four. Makingititerviewees feel at ease was prioritised.
| would endeavour to create a relaxed atmospherthéostudents and teachers when the
interviews take place. | would use a small handkielde recorder, about the size of a
whiteboard marker. To ensure reliability of datsearcher field notes would also be
recorded during and after the interview procesaltw for the noting of non-verbal

communication, and any other points relevant tariterview environment.

Patton (1987) describes three approaches to ietemvg when collecting qualitative
data. These are: the informal conversational\iwg@r where there are no set or guiding
guestions and where sometimes the person beingigteed may not even realise this is the
case; the general interview guide approach whemetis a list of questions or areas of the

topic to be explored during an interview; and ttemdardised open-ended interview where
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there are carefully worded questions which také easpondent through the same sequencE()e(.9
In this research situation the advantages of thermge interview guide approach meant that
this would best fit. The interview guide servesaahecklist to generate ideas and the
interviewer is free to both cover the relevant ¢spand also build a conversation around any

areas that lead themselves to be pursued further.

In this research the questions to be used in thergkinterview guide stemmed from
the observation schedule, and therefore were lindéke literature reviewed on Kaupapa
Maori (Macfarlane, 2004; Bishop, 2005; and Bishod Berryman, 2006) and Stanislavski
(1936). They focussed on the manner of the intienas between the teacher and the student,
between students, and how the students reflectéldeamown work in Drama. A researcher
memo which explains the procedure that was used whdertaking the student interviews is

attached as Appendix 2, and the draft interviewstjaes are attached as Appendix 4.

The day after the video was taken of the classulevonport the video clips onto my
laptop. Because the camera used was a hard ddee gamera there was no need for video
tapes. This would mean that the imported clipdadbe sequenced using Windows
Moviemaker. The images were then to be transfevnéd a DVD. This would allow the
researcher to not only be able to play back theesco interviewees, but also to select which
ones to show when. For example, the scenes filaraticonsequently sequenced were as

follows:

- the start of the lesson and a warm up game;
- the discussion of the thinking behind the actititgy were to work on;
- group work on the activity (including some teactemdback to specific groups); and

- groups showing their work to the rest of the class.



Relational Pedagogy in a New Zealand Secondarg@drama Classroom

The questions to be used in the student and teatdieeviews were then looked at.
70
Inserted into the sequence were to be what clipe teebe shown before each set of
guestions. The order of the questions didn’t ckaafihough it could have, this was just a

mere coincidence and the order was to be as follows

Clip 1: Teacher outlines the lesson, class warrfgqupstions on teacher student

interactions);

- Clip 2: Student feedback on use of emotional memdgnt — defined in the next
section -(questions on teacher/student interactemms how students listen and/or
react to their peers when being spoken to one eix on

- Clip 3, 4, 5: Video of selected students workinghwither students, teacher moving
around groups and monitoring and giving feedbaciegtjons on how work is
progressing in a group setting, and reflectiong®effectiveness); and

- Clip 6: Video of selected students giving indivitlteedback to the groups who have
performed (questions on atmosphere of the class wia¢ching and responding to
others work, and the role of the teacher in esthlig this atmosphere).

The interview sheet was then to be copied to peoaid outline of the interview to the
student interviewees and myself (quide for therinésvs). The interviews would follow a
semi-structured process where the interviewer hadax list of issues to be addressed but
was flexible in terms of the order of questiong] amich questions they wish to develop
more than others (Denscombe, 2003). At the cormhusi the student interviews, the teacher
was then to be interviewed using again the videth®iesson as a stimulus for an informal
interview. A Researcher Memo which explains thecpdure that was used when
undertaking the teacher interviews, and the dnétrview questions are attached as

Appendix 6.
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Taking Account of Emerging Information. | was conscious to consider the -
emerging findings from my own researcher field sotéfter the observations on the first
day it was noted that the nature of the class’ waokld be influenced by the use of
emotional memory when performing (Stanislavski,@93This information was insightful as
it illustrated the nature of Drama work at thisdevEmotional memory is a term taught
mainly in Drama, but primarily in the senior level$ sets out how a Drama student learning
to portray a role can use their own experiencesragans to understand the feelings their
role may have in a particular situation. For exeEmnm a simplified context, if a character in
a play is angry at a parent, the Drama studenttimal of a time when they were angry at
someone in authority. They would remember how thedy could have felt (fists clenched,

shoulders up), how their voice sounded (loud, angng), and then experiment with this

when rehearsing their role.

This cross over between content matter and theestisdrelationship with the art
form and others had not been considered to any degdh in the literature review and was

interesting to note at this point of the data aditen.

Data Analysis

The data was to be analysed in three levels. Ifrtrstre was the initial sorting of
material for open coding and for content analy3ike second level of analysis was to
generate statements and overall response percsritaged on frequency units from the
content analysis. The third level would involveamporating the content analysis frequency

tables and themes from open coding. Details sfphocess follow.

Sorting and Categorisation Procedures.The first step was to sort data for analysis.
Both the student and teacher interviews and vidéesssbn will be transcribed and formatted

so that they are on A4 sized paper with a substam@rgin to record reflection notes or
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insights to self. The observations schedules asédarcher field notes will also be formatted
72

in a similar fashion.

Open coding The data collected for question one (three observachedules [two
students on each observation schedule], resedieltenotes and one teacher interview) will
then be analysed using open coding. Open codimppeaised as the first stage when coding
data for analysis. Denscombe notes its aim isligcbver, name and categorise
phenomena...” (2003, p.271). This step invohaesihing units to the data which could be a
specific word or words. It could also be that & was given to a particular idea. There is
also opportunity here for the researcher to refbecthis early coding in a column where

notes to self or insights can be kept (Denscomb@3 R

There are four basic guidelines for open codingesk include asking the data
specific questions, analysing the data minutelgrimupting the coding to write theoretical
notes, and not assuming any relevance to variaigle &s age or gender (Berg, 2004, p. 278).
These guidelines will be followed in this researdinis open coding (or initial reflection on
the data) provides the researcher with a set asiéd@ed themes that are then used to form
generalisations. The purpose of this initial cgdimough will be to generate from four sets
of data key words, ideas and themes to later coergoagl contrast with the content analysis of
the student interviews. In line with Berg (2004yds mindful of the research questions
which directed this data collection, being whatezsp of relational pedagogy are evident in a

New Zealand secondary school Drama Classroom.

During the first step | pasted the observation gheeto one side of an A3 art book.
Two columns were drawn up on the other side anellizd “Words/ideas/themes” and “New
insights”. This is in line with both Denscombe Q3) and Berg (2004) who suggest the

keeping of notes to aid the record keeping of ida&loping from the research. Secondly,
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the researcher field notes will be also typed up [@asted into the book, with a column left
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for “Words, ideas, themes”. The same process whswed for the teacher interview. All the
information was read through and a summary oftf@mation then written in the column

titled “Words/ideas/themes”.

This information was then be written into anothertf the workbook again to

further draw out for each section what the emergenes of this section of research are.

An example of a section of the open coding is givelow (see Chart 1) to illustrate how the
open coding would be conducted. For the sake aofiyrhe open coding for teacher- student

relationships is provided.

This section of the chart gives an example of wihatevel 1 and 2 analysis of the

data gathered for open coding to illustrate howcibhding was conducted.

Observation schedules Themes

Level 1 analysis. Words/ideas/themes from dathevel 2 analysis

1. (meaning lesson 1)
e Teacher listens and reflects back what e Listening
students have said

e Invitations to contribute ideas spread acros Student ideas wanted

[%2)
.

lesson
e Leaning forward to students observed across e«  Listening
whole lesson
e Politeness — thank you for your feedback ¢ Respect for student ideas

e Scaffolding of learning, demonstrate and ‘g

o

away’ and do same activity

¢ Modelling
¢ Unpacks answers in feedback
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¢ Feedback positive e Positive speech (T)
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¢ Acknowledgement of student ideas “she
« Respect for student ideas

knows”

Chart 1: Example of level 1 and 2 analysis of datgathered from open coding

The open coding was then left so that the themeergéed could be compared and

contrasted to the themes generated from the coateysis.

Content analysis The data collected for question two (the transcriseident
interviews) was coded and content analysis usedete categories and units in line with
these categories. Berg (2004) explains thatérg difficult to work with data if it has not
been “condensed and made systematically comparghl@65). As the second research
guestion asks for what the student understandimglafionships is the decision was made to
use only the student interview data for contentyamma This ensured that the students’

voices are clearly heard.

The first step in the content analysis procedure wwaake the typed transcribed
interviews and break them into units. Researchéisuse content analysis need to decide
firstly what they plan to sample and count, andéhare known as units of analysis. Berg
(2004) describes seven major elements in writtessages which can be counted in content
analysis. These are words or terms, themes, deasaparagraphs, items, concepts, and
semantics (Berg, 2004, p. 273). If one of theseehts comes up in the reading of the data,

this will be counted as a unit.

This correlates to the process an actor would gautih when working with script,
preparing it for performance. The script is read when there is a change in what the

character is saying, or what the character’s indestare in what they are doing/saying, then
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there is a break annotated on the script. Thiagdaan then be brought to light in the
performance in the way the lines are delivereda@rtte positioning of the body through &
posture or movement. Stanislavski (1936) spokbede breaks as being unit. Likewise, in
this process the interviews were read, and whene tiwvas a theme coming through this was
annotated to the side. When this theme shifthanges the break this was indicated by a

line ruled after the end of the particular commehich will end the previous theme. This

unit was then coded.

An example of this part of the process is giveroteio show how this analysis was
conducted. As can be seen | paraphrased whateuag $aid by identifying the units of

analysis which were words or terms, themes andequiagBerg, 2004).

Level 1 Analysis.

BR26 Unit of student interview Summary of unit to ke used in

frequency table

This code related to the pseudonyrguess, the teacher, in a way, Teacher encourages student
of the student interviewed because if she wanted it to be donénterpretation of script.
(Britney) and the consecutive in a certain way she’'d go around

number of units recorded to that | telling everyone that was the way
point in that specific transcript. she wanted it to be done, but she
kind of just lets us work with it.

And yeah, she likes us doing our

own things with it.

Chart 2: Example of level 1 content analysis of stient interviews

Level 2 Analysis. Once all the interviews were been broken intoniigc units in
this way the themes were all cut up, and then gedrnto thematic groups which then

formed the basis of frequency tables. The thengatiaps were divided into three main



Relational Pedagogy in a New Zealand Secondary@é&mama Classroo

categories, and wemmmpared to tt categories that stemmeain the literature revie\ 76
(Fraser et al 2007)eacher’s relationship with the class, studentati@ship with eacl

other, and the student’s relationship with the sa. Punch (2005) states that consiste
making comparisons is essential when aring qualitative data. It is especially import:

when dealing with abstract concepts. | therefeed these categories, mindful of t

developing concepts from the open coding, and &y may be used for comparison i

later stage of analysis.

Overall Response to Questions Frequencyable. A pie graph is used as a mean:
represent visually the proportions of each categdrigh to make up the total. /
Denscombe (2003) notes, a graphcan convey in a simple but effective man
percentages of one data set, in this case beipgmsss in student interviewBelow is an
example of a pie grapiihich summarises the total percentages for eattheahree mail
categories: teacher relatidmg with students; students relationship with eaitter; anc
students rationship with the subje to illustrate how this part of the data analysis'

conducted.

Student interview responses

m Teacher's relationship with students important
B Peer relationships in Drama class important

Relationship with subject enables different kinds of learning

0%
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Figure 4: Student interview responses
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It is also important to provide an exemplar of hin frequency of specific units of analysis
for each category was conducted. Chart 3 - wiultbws - demonstrates the strength of the

data by showing how often the same category wasresf to by different interviewees.

Teacher relationship with the class/students.

Category Percentage of
total
responses

Teacher allows different interpretations of a dcrip 11%

Students are allowed to work independently 7%

Students value their relationship with their teache 6%

Characteristics of the teacher are based on caneotr and 6%

understanding

Teacher positive in one on one discussions 3.3%

Class environment is built by the teacher 3.3%

Negative experiences with Drama teachers affechileg 2.7%

Teacher is involved 2.7%

Teacher is knowledgeable 1.6%

Equal status between teachers and students 1.6%

Learn different things from different drama teacher 1.1%

No put downs allowed in class 1.1%

Explanations short 1.1%

Teacher noticed class energy 1.1%

Class usually does tasks .05%

Teacher had eye contact with students .05%

TOTAL 49.9%

Chart 3: Frequency of units: teacher’s relationshipto students
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Level 3 Analysis. Although content analysis provides a thoroughmeration of the -
student interview data, as Denscombe notes, “lis tmaitation is that it has an in-built
tendency to dislocate the units and their meammg the context in which they were made,
and even the intentions of the writer” (2003, p2RZonsequently we can lose sight of why
we gathered the data in the first place, to ansiaeresearch questions. It was necessary at

this point, after the frequency tables are completi® bring together themes and units from

the open coding and the content analysis so teaddla does not lose its context.

Within each of the general categories were theiegisinits generated from the
transcripts. The first part of the level 3 analysas to establish a frequency table for each
category, for example, within the teacher’s relaginip with the student section is the
categoryTeacher allows different interpretations of scngtich was what 11% of
respondents stated in varying forms in their trepsse This category was then broken down
into another frequency table specific to that catggthat is, how the 11% was generated.
After these category frequency tables were comglistey were put into another A3 folder,
with an additional column entitled ‘open codingrtiess’. The open codes themes which
were generated from the observations, researdaidrrfotes and the teacher interview were

then be added to the frequency tables.

| found out the ratio of how often a comment madéhe open coding data comment
occurs to see if it is a common or less commorestaht. Chapter Four explains the
rationale behind this decision in detail. It i$f&ient to say at this point though that this was
done to ensure that there was data available é» affmneans of comparison and contrast

across the different data collection methods. asddombe notes,

“Using multi-methods produces different kinds ofadan the same topic.... which
allow the researcher wee the thing from different perspectiaes to understand the
topic in a more rounded and complete fashion thanlavbe the case had the data
been drawn from just one method (2003, p. 132)".
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The ratio numbers were therefore generated anddedlto allow for comparison and
79
contrast with the frequency units generated froenapen coding. An example of what this
looked like for one of the categories is given beto illustrate how this part of the analysis

process was conducted.

Category % of total Data from each category | Relevant theme from
responses open coding
Teacher allows 11% BR25 Script interpreted lots
different of different ways
interpretations of a _
script AL17 No set answer in
Drama Respect for student
ideas/work 5/99

AL18 Teacher lets us go

Gl24 Let's students ideas
come out

JA30 Teacher lets us think | Student ideas
outside your box validated 9/99

AL37 Gave a different
interpretation of the script t¢
others

=4

Respect for all ideas

GI13 Thought there was a 2/99

difference in script
interpretation

A6 Teacher doesn't tell you| Students
what to do, room given for | independant/self
students to figure it out managing 1/99

JA25 Different
interpretations of one script

Chart 4: Example of comparison between content angsis and open coding

A complete chart of the Level 3 analysis can baébin Appendix 7.
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Summary of Methodology 80

The figure below provides a summary of the methogipldesigned to answer the t

research questions.

Data collected
- ohservations of classes
- researcher field notes
- teacher interview
- Student interviews: Stimulated recall based on video of an observed lesson

Level 1 data analysis

-Key words/ideas and themes generated from observation schedules,
researcher field notes and transcribed teacher interview . Categories for
these themes created.

- Transcribed student interviews broken into units and then sorted into
categories

Level 2 data analysis
- Key statements from open coding categories generated

-Number of units in each category from student interviews generated to
establish percentages of frequency of units. - see Overall Response pie graph

Level 3 data analysis

- Student interview frequency tables for each category incorporate relevant
theme generated from open coding.

Datain a manageable form for findings to be explored.

Figure 5: Summary of Methodology
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Summary of Methodology Section
81

The purpose of this chapter was to outline thegiesf the research and the data
collection and analysis methods used in order ssvanthe research question. The following

points summarise the main feature of this desighaaalysis

A case study approach was chosen as the methadesitigation because it allowed

for an exploration of relationships in their natugetting.

e Data for research question one - which focusseaspercts of relational pedagogy in a
Drama classroom - came from classroom observatiessarcher field notes and an
interview with a teacher. This data was analyssdgiopen coding.

» Data for research question two which focussed oethér relationships impact on
student understanding of themselves and others framehe student participant
interviews. These interviews were based on Stitadl&ecall of a lesson which had
been videoed. These interviews were analysed usingent analysis.

e Two levels of analysis will be used for both thepgoding and the content analysis.

This allows for the frequency of themes (open cgpand units (content analysis) to

be generated. In the third level of analysis tteertes and units from both the open

coding and the content analysis were compared amgasted. Key statements were

drawn out and themes generated which can be cothpatke literature review.
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Chapter Four: Findings
82

The purpose of this chapter is to present the datacted from the observations,
researcher field notes, and interview (teachersamdents) in such a way as to enable the

main reoccurring themes to be drawn out (see Ch&pte: Discussion).

Overview of Analysis

This chapter will look primarily at the level 2 dysis of data. The level 2 data
analysis involved generating key statements frdrthaldata. This included the themes from
the observation schedules, researcher field noig$hee teacher interview, and it also
involved generating the number of units in eaclegaty from the student interviews to
establish the percentages of the frequency ufitsas at this level in both the open coding
and in the content analysis that five themes enaeirgen the level two analysis of the data:
Teacher relationship with the class/students, sitsdeslationship with one other, and

students’ relationship with the subject.

These three main categories used in the analyisaw be outlined firstly for the
observations, researcher field notes and teactawiaws which were analysed via open
coding, and then the student interviews analysaad¢eontent analysis. As alluded to at the
conclusion of the methodology chapter these twdou of analysis will also be compared
and contrasted. What was similar about the maegcaies that emerged from both the open
coding and the content analysis will be first lodle, then what data was found to be unique
because it was not present in any other data ¢tetle®his was then compared to the themes
emerging from the literature review, which in tled to five key themes to emerge from this

research.
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The two research questions which drove the initiethodology and collection of data
83
and the evidence gathered to answer these questerss

Firstly, what aspects of relational pedagogy are evident s New Zealand
secondary school Drama classroofh  The evidence required to answer this questas
gathered from observations of a Year 13 Drama ctasgarcher field notes and an interview
with the Drama teacher of that Year 13 Drama cld$ss evidence was analysed through

open coding and is the first set of data to beaepl.

The second research question askghat ways do relationships within the Drama
classroom impact on student understanding of themsees and others, and their

learning in and of Drama? The consequent sub question is:

o What are the similarities and differences in studenhgender perceptions of

relationships in their Drama class?

The evidence required to answer this question \a#tseged from the interviews with
six students in the Year 13 Drama class and wdgsaththrough content analysis. This data
is explored in the second section of this chapidre first task, however, was to identify the
aspects of relational pedagogy in the Year 13 Dralassroom. This was to come from what
happened in the year 13 Drama class in the weeks#rvations, and the Level 2 analysis of
the open coding data based on these observatesegrcher field notes and the teacher

interview.

The Lesson Content

As this research explores what aspects of relatipedagogy are evident in a year 13
Drama class, it is important to explain the contdrihe lessons observed. What was taught

and examination of the specific features of draedagogy is needed to see whether
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relationships are at their basis or not. The foilhg figure summarises the content of the
84
lessons observed. The lesson content followsam#éxt page.



March 2 2009 March 3 2009 March 4 2009 March 5 2009

e|ntroduction to
lesson from the
teacher and games,
playing with
changing the
emphasis of saying
'ves' and 'no'.
Students volunteer
and the the teacher
side coaches

eStudents to devise a
short scene based in
just saying 'yes' and
'no'. They are left
to find their own
space to work in
and the teacher
moves around to
them.

¢ In last 15 minutes
the students show
their short scene.
The students raise
their hands after
each performance
and offer ideas on
what they believe
the scenes to be
about.

Relational Pedagogy in a New Zealand Secondary@é&mama Classroo

eIntroduction to the
lesson from the
teacher and a game
played which
involves gaining and
maintaining eye
contact. The
teacher side
coaches how long
the eye contact
should be held.

e Teacher gives out a
short script 'The
Last Hurdle'. After
discussing the
characters and
situation students
are left to devise a
short scene about
what could have
happened just
before or just after
the situation in the
piece of script. The
students are left to
find their own space
to work in, and the
teacher moves to
them.

e|n the last 15
minutes the
students return to
show their work
and the teacher
focuses feedback on
the motivations of
the characters

e Introduction to the
lesson from the
teacher and a warm
up activity which
encourges
playfulness and
focus 'pass the
face!, it's like
Chinese Whispers
but with facial
expressions.

e After explaining the
concept of
emotional memory
the students are to
prepare the script
ready for
performance, using
emotions from their
own lives to bring
the characters to
life. The groups find
their own spaces to
work in and there is
discussion and
experimentation.

¢ In the last 5 minute
the students come
back and the
teacher explains
they will continue
the work next time
they are in class.

Figure 6. Lesson Content over week of Observatiol

¢ Introduction to the
lesson from the
teacher and a warm
up game that lifts
their energy levels.

e The students and
teachersitin a
circle where they
share what they
have been working
on individually
which regards to
the emotional
memory they are
going to draw on.

e The groups work
on their scenes one
final time, in their
own spaces, before
returning to the
main room to show
their work.

o After each
performance the
teacher gains
feedback from the
audience on what
emotions came
through from the
performances, and
how this could be
linked to what had
been taught that
week.

*The last
performance saw
one student
become visibly
upset during her
scene. The class is
silent after the
scene finishes, and
the teacher allows
for the student to
leave the room to
collect her self, and
time for the class to
take a deep breath,
before continuing
with feedback.

85
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Overview of Pedagogy used in Lessond he students are aware that when they 86
come into a room they are to sit and wait for #resbn aims to be explained. All in the room
then move into a circle where a warm up game aviicincreases focus, exercises the voice
or body, or allows laughter. The teacher is inedlin these activities. The main activity or
activities of the lesson are then explained. Tisngiven to work with others on a task in
their own chosen space. The teacher moves ab®gptrce to the students and engages in
one on one conversations about the work they arggdd he students come back into the
drama space which is to be used for performanceassgime the role of performers and an

audience. They watch their peers perform, and égfedback which stems from the specific

skills or content that the task has been set up for

Observations, Researcher Field Notes and Teachertbrview

In the analysis of data, key statements were gaefeom categories already
established from the open coding of the observauhredules, researcher field notes and the
teacher interview. These categories emerged fhentetvel one analysis of key words and
themes of the raw data. The data for each ofdbegories will be presented in a chart form

and then summarised.

In order to understand the implications of the gsiall listed the categories, and
noticed the number of occurrences of these categoltn this way | allocated three
categories to further sort the data (teacher-stugdationships; student-student relationships
and; student — subject matter relationship). &piseared to be a systematic approach that

organised the data in relation to Drama and gempe@édgogical terms.

Denscombe states,
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“A vital part of the reflections undertaken by tpealitative researcher will be the
attempt to identify ‘patterns and processes, conalitigs and differences’ (Miles and87
Huberman 1994: 9)” (2003, p. 272).

In order to see what themes in the open coding were common than others each
section has statements grouped into most commamnom and least common categories. |
chose to explore the data in this way to see thawonalities and differences that
Denscombe (2003) alludes to above, and to logicadist grouping what were important
themes emerging. At the beginning of each sedtwifi be explain how the numbers for

what was most common, common and less common vegrergted.

Teacher —student relationshipsFigure 7 which outlines the most common, common

and least common statements for the data collextédacher — student relationships follows.
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Teacher- student
relatlonShIpS « Positive speech from the teacher

+Studentideas wanted/validated

mOSt common +0ne on one communication apparent

+Thereis an interestin student learning

Statements, sListening to each other

+Respect for studentideas and work

(mentioned between +Rituals established in the classroom
5- 11 times)

+Modelling what is to be done
+High standards set

Teacher- student «Equality mentioned

. . sTeacher talk limited
relat|0n5h|ps *Open body language

+Trust and trust exercises
sFacilitation/sidecoaching
+Growth in student self awareness

common statements

(mentioned around 3
to 4 times)

Teacher - student
relationships

+NNo rushing
least common *Empathy
+Respectforallideas
Statements +Students independant/self managing

+Reciprocal learning
+Scaffolding in student learning
sTeacher understands students learning process

(mentioned only
once or twice)

Figure 7: Teacher —Student relationships: Open (oding

This figure shows thetatementwhich were grouped into mosbmmon, commo
and least comon categories which arose from the observatiosgareher field notes al

the teacher intervieweach of statemen— grouped according to their occurrer - will now

88
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be discussed one at a time, beginning with the gmsimon statements relating to the
89
teacher- student relationship category.

Within this category statements varied in frequeinogn eleven similar responses to
one isolated statement. This being the case tidddhat if the statement occurred over five
times then it was one of the most common statemirnitsvas mentioned three or four times

then it was common, and if between one and twodgithen it was least common.

Most commorstatements.The most common statement generated from the dega w
positive speech from the teacher. This came fraitihalsources of data used for open
coding. In particular the observations noted eraging short statements to further progress
work such as “that’s alright, keep going” to “l éi#t it when...”. Positive talk from the teacher
was also apparent in the teacher interview. Taeher spoke about students’ ability and
potential in a very positive way. In particular teacher said she believed that students are
aware of the appreciation of risk that performaket and that group work helps students
learn from each other. She felt that she helps thvederstand what's needed and what'’s not
and that she had seen students grow in their welfeaness which she had observed in some

of them taking risks. She saw them as receptaspansive and creative.

Linked to this is the recurring statement tstaidents’ ideas were sought and then
validated This was apparent in the observations whereestsdvere asked to draw on their
own emotional experiences to develop work. Sewsttalents would try out ideas and then
the teacher would acknowledge how effective thieaices were. The combination of
positive talk and using ideas from students themeselvere the highest occurring statements

in the open coding.

Invitations to contribute ideas spread across #&sbn. When students have performed, their work is
affrmed. Validates decisions made in performaif@dservations, 2/03/09).
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A statement which also occurred frequently waseetsfor student ideas and work. %0
This stemmed mainly from the observation schedwl@sh covered the week working with
emotional memory and text. In particular, the stutd were working on what emotions the
characters in the script could be experiencing,raowd they could link these with times when
they had felt that emotion themselves (emotionahory: Stanislavski, 1988). Open
invitations to contribute were made and validatedugh writing on the whiteboard and in

verbal feedback. After performances feedback veasred on what students drew on in their

preparation for their performance.

The observation schedules showed that the teaahddviake time to talk to students
one on onegne on one communication apparemnd in the researcher field notes it was
noted that communication took place where the tafdtussed solely on one learner at a
time. The teacher appeared interested in whadttigent understood and needed to know.
Observing the eye contact and reflection back easdbetween the teacher and students she
was talking to led to the statement ‘listening’rigegenerated five times across the

observation schedules.

Lastly in the most common category was the staténiteials established in the
classroom Ritual was noted whenever a circle was estadtishnd also covered the rituals
associated with being an audience in a Drama dassrthat is, attentive listening and

focussed observation during performance, and fexkdiiethe performance’s conclusion.

| will now discuss the common statements that eetefgpm the teacher-student

relationship category.

Common statementsStatements which occurred around three or fourgime
throughout the open coding included those whiclugsed on what the teacher said in her

interview, interactions observed between studemd,teacher and student interactions.
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Although several statements in the common categerg from only from one source, the
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teacher interview, they were mentioned severalgimalifferent ways across a half hour

interview.

Thathigh standards of behaviour and woslere set in a Year 13 Drama class was
observed in the lessons, and came through in #ohée interview. It was observed that the
teacher would model what was required, and thaetiweuld also be side coaching and
talking through an activity whilst it was being yéal out. Her desire to see high standards is
reflected in an explanation she gives on the tygearback she gave a student and why she

gave that feedback.

| was pointing out although | had just told him hgenuine he was in his care for the other girlhie t
picture (video) there was a part when he lookedrtother part of the action, and | was challenging
him on that. | wanted to know what his motivafionthat was...and then he realised that he wasn’t
thinking about anything...what it did was thatitlled away from the nice moment that he created on
one side of the stage, and so we talked that throuig fact, he realised it was unnecessary, and he
responded really well to that (Teacher intervie®/0B/09).

The level of analysis of the finer points of relsag a role show that the teacher is

mindful of the high standard of performance reqliséYear 13 Level.

Equalitywas a statement that was generated from obsee@oter participation in
activities, and the teacher’s own comments in hirview about wanting to be involved in
the class’ activities. The researcher field notated that students were treated as equals in
the task in that a range of information was givethem which they could then choose to use

to complete a task.

When working in small groups the observations salesdshowed thatye contact
was made between the teacher and students, anddrestudents, and that in some cases the
physical proximity between students was close, gtesbeing hugging, shoulders touching,

hands on shoulders, and holding hands. The teaclevast majority of students looked at
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who was performing when an activity was taking pla@pen body language was seen in the
92
observations and also was reflected in the teagh@rivs in her interview.

The statemerttust and trust exercisesame from the teacher interview where she
stated that she felt that students could approackohgquestion what was being asked or to
share what was going on for them. She statedhisatrust came from work on the concept
of trust and what it looks like in action in a Drarlass. An example of this was her
description of ensemble work at start of year, alsd across the years in Drama classes as
trust comes from previous teaching on that wotk ise self managed, and accomplished

through group work.

In particular at another point in the teacher vitaw she stated that this type of
dialogue surrounding trust between teacher ancestadvas based on openness and honesty

regarding progress in work.

They’re not tentative in coming forward and hoplgflim approachable. They were open to sharing
as a class | think because we’d set those expentafiom the start (Teacher interview, 12/03/09).

This trust was also mentioned by the teacher iutuah context in that although she
is aware students have to self manage and truests, tiney also have to trust that her teaching

has given them enough to be able to complete antgct

They have to self manage, and | have to trustttiet will do that, and they have to trust that ¥ea

given them enough to go away with” (Teacher inemwi12/03/09).

Thegrowth in students’ self awarendsas been mentioned with regards to the
teacher’s positive talk to and about them, anda wrimarily from the teacher interview that
this statement was generated, although as west®lh the content analysis this awareness
of what they were and were not capable of is a&m $n the student’s own views of

themselves.
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Finally I will comment on the less common statemeitiin the teacher-student
93
relationship category.

Less common statement3hese statements were those that were only gederate
once or twice, thereby indicating that they did aotur over all the three sources of data, or

that if they did they were mentioned only once.

Theneed for quality time and therefore no rushing tdskwas observed in the first
lesson. This set up the approach of the weekisddlk, an explanation was given of the
time that was required to complete the task tsthadard explained by the teacher. This

statement only occurred once.

Empathywas observed in the final lesson when studentsipeed prepared pieces to
each other, several drawing on emotional memomn{Stavski, 1936) which evoked
emotional responses in the actors and various menalb¢he class. The teacher showed

empathy to students who were affected by their amchothers responses.

They (the students in the class) reacted with emati particular to the last one (performance). Her
the emotional memory of the students acting alloavgdeater level of believability as to the griéf o
the characters. They also felt safe to expressaiviotion in their response. The teacher reacidd w
empathy ‘just go outside for a bit, come back wymmare feeling ok’. Empathy for the class tod, ‘o
stand up, deep breath, and shake it all out’ (Redesx field notes, 5/03/09)

Respect for student ideaame through from the observation schedules aisd wa
focussed on what words were used when the teacdegiving feedback or when students
were giving feedback on each other’s ideas. Asadhthie teacher often used praise or
positive comments, and in her own interview sheedtthat she felt positive about the
amount of students who fed back on performanceabstranquality of their feedback. She
was also aware of the respectful nature when @msalas an audience and how they were

helpful when feeding back to their peers.
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In the teacher interview the teacher remarked erddvelopment of the independence
94
of her students as they learnt how to manage tHeasseith tasksqelf management)She
also spoke of the reciprocal nature of their tedtderner relationship, where she stated that

she believed the students were there to learn.

They are clever kids, they are there for a reasoth that's to learn so that makes my job easier
because | am therefore open to sharing as muchirapdrting as much of my knowledge as | can, but
in a reciprocal way (Teacher interview, 12/03/09).

The teacher interview also generated the statethatdcaffolding of work is needed
when she wishes to challenge students to play thiegtwouldn’t normally choose to play.

This type of challenge would be required for thgxt unit of work.

| chose that task because a lot of the students hawked a lot in comedic and sort of go for the
comedy, and | really wanted to challenge them (fieamnterview, 12/03/09).

Furthermore the teacher commented in the intertalshe understands students
learning processes and this led to her conclusianthis type of work needs to be scaffolded.

| will now discuss the statements relating to thuelent-student relationships category.

Student-Student relationships. For the purposes of exploring this data the
statements will be again classified but this timte imost common (mentioned between three
to five times) and least common (mentioned onlyeomictwice). The following section
explores the observation data collected when tbesfavas on the three circles of attention
outlined by Stanislavki (1936) being; the inner ladaf the self (the students relationship to
the art form/subject); the immediate world surrangdhe person (the students relationships
with each other); and the outer world of the peyslo@ir community (the student’s

relationship with the whole class, including thadieer).



Relational Pedagogy in a New Zealand Secondary@d&mama Classroo

95

Inner Middle Outer

Most common statement

Most common statements * Co-construction

important
& Most common statement
* Rituals in expectations

and routines .
. . * Smiles
* Experimentation

: *
important Selfmanagement

Least common statement

* Listening
. . Least common statements
Least common statements Physical closeness

. . .
Experimentation * Open body language

* Listening * Talk allowed

. *Co-construction
*Peer feedback Acceptance of others

*Committed to subject

*Resolution seeking

*
* Open body language Irust

Figure 8: Student-Sudent Relationships

This figure shows thetatementthat focussed on studesitident relationships whic

were classified into mosbommonand least commoim relation to their positioning in spa
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Inner circle of attention — working by themselveEhe inner circle of attention
96
relates to the data collected where the studesgds to be working by themselves or

discussing their work in Drama with reference tentiselves.

Experimentatiorwas the most common statement that was generatediie open
coding. It was observed in two different lessdret tvhen opportunities to explore different
ways of speaking and/or moving were given thatstheents tried out different ideas. This
occurred sometimes to themselves and sometimégse next to them. Researcher field
notes revealed that time to play was given andrasut students tried out a range of Drama
techniques to see what worked in different situeioThis was mainly noted in the

observation notes as being from the warm up tinteefesson.

The next most common statement to occur in the apdimg was the awareness of
class routinesin almost a ritual type fashion. People moved aircles, watched
performances, raised hands to give feedback. étevaware on a self discipline level of the

rituals of the Drama classroom.

Statements that were only generated once throwgbgén coding weresteningand
peer feedbaglkwhere the task was set up so students were eagealito think to themselves

first about what feedback they would give to thpsers.

Explanation of tasks regarding what they were tufoon. They all went around in a circle and were
to say either

- What did their character want?

- What kind of emotional memory did they draw on?

The class was reminded about listening. Teachsgaeded by paraphrasing, reflective listening,
giving word clues back. This feedback was theemiesl in how students responded verbally to their
peers work at the end of the lesson. (Researchldrribtes, 5/03/09)
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The interaction with their peers is the focus & tiext circle of attention.
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Middle — relationships with othersThe middle circle of attention focuses on
relationships with others within the group settinhe most common statement generated
from the observations, researcher field notes aadher interview was that ob-
construction This was observed when students worked togeatremnall groups, offering
ideas to each other and giving feedback on eadr’stieas. Students were observed
listening to an idea and then adding another tp beild on the original idea. This was noted

in each of the lessons observed, across all tidests involved in the study.

The least common statements inclutisgtningandphysical closenessThese are
linked to the previous statement concerning co-taoBon as students listening to ideas in
groups where their physical proximity to each otlas closer than normal led to co-

construction of the scenes they were working on.

Statements concerning the middle circle of attenggenerated from the open coding
that only occurred once weegperimentation, talk, acceptance of others, ragsmiuseeking
andopen body languageThese statements were generated primarily fraobservation
schedules and were in relation to the studentsimgidn developing a scene with believable
characters and emotions. They were allowed toaatkexperiment with the text, and when
in one instance a student observed struck a proimldraing understood, other members of
the class were observed trying to find ways toedlv Open body language was also noted
in the researcher field notes as when the selsttetnts were being interviewed it was

noted that their body language was primarily open.

Outer circle of attention — wider classroom envinment This circle of attention
focussed on the wider classroom environment, aaddlected students and teacher’s

participation and interactions in this environmemfhe most common statement generated
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from the open coding here wasiiles This facial expression was observed in all three
98
observations, when the students were warming upwueth they were working on small

groups. Smiles were also recorded as being ghaen the teacher.

Self managementas also a common statement in the outer circé® @pding.
Although this may seem as if it is a concept ratato the inner world of a person, there were
two clear examples of where this related to thele/blass situation. Students’ self
management was seen in the focus they gave indilydwhen others were performing, and
when selected students were observed sharing iespensibility of getting a task done
when left without supervision. This became parhefwider class environment through the
selected student’s apparent desire to make suyethaged their part in completing what the

whole class had to do.

The statements that were less common included thaséad already been observed
when watching the student alone (inner), and wherkwvg with a group (middle), such as

open body language to members of the class andmstraction when working on a task.

Content Analysis of Student Interviews

There are three sections to the content analystudent interviews.
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m Teacher's relationship with students important
B Peer relationships in Drama class important

Relationship with subject enables different kinds of learning

0%

Figure 4: Student interview response

Each section contaircategories which in turn are made up of the umitsrds,
themes, phrases) from the studinterviews. To explore this data this part of the chaj

will be set out as follows:

» Section title
o Pie graph to show frequency of categc
o For each category
= A quote from the student interviews indicative luditt categor
= An exploration of the data win each category.
The specific frequency table for each of the tlu@egories, and the frequency tal

for the units within the categories are found ie A&ppendix7.
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Section 1: Teacher relationship with the class/stuahts.

Explanations

short a v d
2% ass usually does
tasks
0%

Learn different put downs

things from 2%
different drama Teacher uses
teachers . eye contact
2% Teachey noticed 0%

class energy
2%

Equal status
Teacher is 3%
knowledgable

3%

Teacher is involved
5%

Negative
experiences
affect learning
5%
Classroom
environment built
by teacher
7%

Figure 9: Pie graph of frequency of categories: Tedner’s relationship with students
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The pie graph demonstrates the spread of the iatedata, the percentage
demonstrating how prevalent the theme was amotigstthe respondents. Interestingly, o
half of all the comments made by the selected siisda the interviews were about the
teacher, or previous teachers, and the type digakhip the students had with them in a

Drama class.

Within this category just under half of the comnsawere directed towards the fact
the teacher allowed them the freedom to form tbem interpretation of a dramatic work. A
further 7.2% of the responses in this category spdkheir ability to be able to work
independently, and 6% said they valued the relahignthey had with their teacher and spoke

of what characteristics of their teacher they liked

Around four to five comments each were ascribecbtoments relating to the
positive nature of one on one communication withtéracher, how the teacher set up the
class environment, and how previous negative egpees with a Drama teacher had affected

their enjoyment of learning the subject.

The least common categories had around two to ttueements in them each. These
were: that the teacher was knowledgeable; thereegyaal status between the teacher and
student; there were no put downs; the teacherawtien the class has low energy; and

explanations from the teacher were short.

There were twenty three categories in total.

Different interpretations allowed.

She doesn't just tell you what to do, she givesryalges in the right direction, and | think shellga
tries to get it so you figure it out (Student AJQB309).

All of the six selected students stated that thetier allowed for them to interpret a

script the way these students thought it shoulohtegpreted. In the final presentation of
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students’ interpretations of the text this allovieda wide variety of interpretations and 102
emotions to be explored. Various reasons werengageto what this meant for them as seen
above in the students’ responses. For examplestoent said allowing for different
interpretations meant that lots more ideas coufdecout, another said it meant compromise

when working in a group, whilst another said rooaswiven for students to figure out the

work.

Approximately 1 in 10 of the students’ commentshia interview was about this
freedom to interpret text how they wished. Allogistudent interpretation of work is a
significant pedagogical tool in Drama teaching anitibe explored further in the Discussion

chapter.

Allowed to work independently.

She'll give us the activity and tell us what westgoposed to be doing, what sort of things we need t
come back with, and then we’ll just get to it (Alid 6/03/09).

This category was formed from various statemeiis fthe students which covered
them feeling like they were able to work indepernbjenecause they understood what to do,

to more general comments such as independent veatk®from year 11 onwards in Drama.

The data shows that four of the six students conwedethat the task allowed them to
work independently. Generally these students sthieyifelt they could work independently
on a task when the requirements were explaindaetmt Working independently from the

teacher was not unusual in Drama.

Value relationship with teacher.

We know we can always go and find her if we ne&g bhad she’ll come and help us out, and give us
some motivation (Alice, 16/03/09).

Although the comments in this category varied thkkyad a similar focus in that they

showed that they valued in some way the relatigngitth the teacher. Riwai, Alice and
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Britney spoke of a close bond, a strong supporgletionship, and the ability to go to this
particular teacher for help. All these commentsesieom the girls in the selected students103
group, and they spoke of the value they placedendlationship they had with this

particular Drama teacher. James, Ginger and Alicgpoke of the importance of having a

teacher who was able to connect to students, ohavrespectful relationship and of having

a teacher who was inspirational.

Positive characteristics of the teacher.

She’s a Drama teacher and usually Drama teacheescaoler, well, that's just my opinion (Britney,
9/03/09).

This rather general category encompasses the cotamewle by all the selected
students about what qualities of teachers theyllika terms of Drama teachers and what
positive characteristics they had encounteredes thaving they stated they were inspiring,
funny and cool. Characteristics of teachers iregarthat they liked were that they liked
teachers who were kind, supportive, casual, frigrappproachable, enthusiastic and who

made you feel comfortable.

Positive discussions.

She responded and said ‘oh yeah, that's good’, sirtassuring you that you were on the right track
(Riwai, 8/03/09).

All of the students made one comment in their sn&vs about the positive nature of
discussions with their teacher when they were disiog matters one on one. Features which
were identified as being positive were that theleawas looking at them, that positive
speech was given to them from the teacher andhbgtfelt comfortable talking to the

teacher one on one.
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Class environment is built by the teacher.
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A good friendly class atmosphere which is usuaibywioled by the teacher (Student A, 10/03/09).

Half of the students commented once in their inéavg that there were aspects of the
class environment that were specific to that dassxample, that trust, risk taking and a

friendly atmosphere were evident.

Negative experiences affect learning.

If you don't really respect your director or teacheu just don't really take on board what they say
SO you can't get that advice and help (Student0#)3/09).

Half of the students commented on negative expeeethey had had with a previous
Drama teacher. This often came out of a discussmowhat they liked about their current
teacher, however, it is helpful to note here whaytdisliked about a Drama teacher. In
particular the temper of the teacher and whether thspected the views of the teacher

influenced their behaviour and work effort in class

Teacher is involved.
She plays games with us so we feel that she’sfame (Alice, 16/03/09)

Four of the six selected students were aware ligateiacher involved herself in the
lessons activities. These comments can be redadtvgtdata which showed that students felt

that they had equal status with their teacher.
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Section 2 - Student’s relationship with each other.

Year 13's have Group work
worked

not unique to
together over Drama, 1.6
the years, 1.6

Students like
to talk in class,
2.2

Feedback
between
students
encouraged, 5

Figure 10: Pie graph of frequency of categories: 8tlents’ relationships with each other

The graph above demonstrates that half of the resgsoin this category, a sixth of
total responses in the student interviews, spokeashing from each other in the Drama

class. Ten comments spoke of the atmosphere icldbs being friendly and a place where

feedback to each other was encouraged.

Several comments were also made about the nataetivities in a Drama class
which involved tasks set up where they worked wilbh other and were allowed to talk.

Linked to these comments was also the students'esngas of the fact that as a class they had

been together for a number of years.
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Learn from working with each other.
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| get to see how other people do it so | can thitile next time | do something | think a bit more
differently about it (Britney, 9/03/09).

Students spoke extensively of what they felt tlegynt from others in Drama. This
was in addition to what the teacher taught therd,vaas also a result of tasks set up by the

teacher.

The comments which occurred slightly more than isteere those where the
students acknowledged that when working with otlieey could see other ideas or points of
view that they had not seen before. Seven ofttidests commented that they learnt
opinions from other students. Other comments wivere mentioned frequently were that
students learnt about themselves in some way,latdhiey got to make their own style from
the many different options that were given to tHesm their peers. One student mentioned
that working with others meant that their perforeebecame not just about yourself, but

about the other people you had worked with.

Students also talked in this section about how tueyd take on different roles when

working with others, for example, leading, shariagd building on ideas of others.

Drama class is friendly.

Our Drama class is very supportive, we don’t hangautside of class, but in class we are all good
mates (Alice, 16/03/09).

5.5% of students interviewed believed that thearDa class was a warm and friendly
environment to work in. Evidence they gave to supfhis notion was that the class
contributed ideas to each other’s work, that tlas<felt like family to them and that support

could be found with both their peers and their heac



Relational Pedagogy in a New Zealand Secondarg@drama Classroom

Feedback between students is encouraged.
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She encourages us to give feedback and then dhedis a few things (Student A, 10/03/09).

A specific aspect of the classroom environment roaetl by five of the six students
was that giving and receiving feedback was encadadt was mentioned that the teacher
encourages feedback, and models how to give ttes aperformance. Students also stated

that the advice was helpful and was often posiiveonstructive.
Students like to talk.

By Year 13 you've found a balance of talking to anether and getting the work done (Alice,
16/03/09).

Two of the students spoke in the interviews offtet they were allowed to talk in
class and that this was different to the levebdk allowed in other classes. One student

made the comment that they did not have to lislleth@time and this was connected to the

comment that they were allowed to talk.

Year 13’s have worked together over the years.

When you get to senior Drama the people who reedlyt to do it are there (Riwali, 8/03/09).

Two of the students spoke of the Year 13 classiasadich had worked together in

the past, and that they saw this as a uniting faehich influenced their work this year.
Group work not unique to Drama.

I: Is group work unique to Drama?

Not completely, but there is more in Drama (Studert0/03/09).

Three comments from two of the students statedgitoatp work was not unique to
Drama. It is important to include this so thasihot assumed that the type of group work

students are familiar with is only found in Drama.
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Section 3 -Students’ relationship with the subject.

Conveying Drama lets you Awareness of
messages be someone own and
through drama else other's
5% 9% performances
Non- 26%
contextual
learning from
Drama
14%
Specific Finding
aspects of emotions and
Drama empathy
curriculum through
learnt Drama
23% 23%

Figure 11: Pie graph of frequency of categories: 8tlents’ relationship with the subject

This pie graph shows the frequency of categoriaadavhen students discussed their

relationship with the subject of Drama. Studeptske of their awareness of their

performances and of the effects of performing, saschinding emotions and empathy though

Drama. Students also spoke of learning skills siscbonfidence, and the ability to convey a

message through Drama.

Awareness of own and other’s performances.

It's a real cool experience especially when yowoéng this kind of exercise to see how different
people interpreted it differently. And also youn e things and say ‘oh, | could have tried that’

(Riwai, 8/03/09).

Two of the six self-selected students stated tlnithey were watching their peers

perform a piece of text that they were also thiglaout their own. One of these students

spoke of not being aware of others when she wdsrpang.
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Finding emotions and empathy through Drama.

Also it (Drama) helps me to empathise with peopleort of say, ok this is the situation they’reaind
then | put myself in that position and Drama hasgtat me to do that, so | find I'm a lot more
sympathetic (Alice, 16/03/09).

Four of the six students stated that the work ianba allowed them to not only find
an emotional link with the work, but also think abevhat it would be like for others to have
that emotion. One student mentioned that Dramaweaged empathy for other people and

situations they find themselves in.

Specific aspects of the Drama curriculum learnt.

You learn all the theory stuff, about elementségues and conventions (Riwai, 8/03/09).

Four of the six students stated that they learatiabpecific aspects of the Drama
curriculum when they were in class. Examples oatithey meant by this were that they
learned about how to use their voice in differeaysvand about different plays. More
general comments focussed on that they felt trewytdow to act and about how to focus

when rehearsing and performing.

Non-contextual learning from Drama.

You definitely learn to laugh at yourself, whiclg@od in any situation (Alice, 16/03/09).

Three of the students stated that they learned dilregs from taking Drama. Two
felt that Drama taught them to be confident, anutlzer felt that it could be hard to ‘let go’ in
Drama. Two other comments focussed on the cordelémat comes from learning to not
take yourself seriously and to ‘laugh at yourselfid also that being in the class taught ‘self

control’.
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Drama lets you be someone else.
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It gives you the option to be someone you're raningls 10/03/09).

Two of the students stated that they learnt in Rr&ow to be someone else and
escape from their normal personas whilst one attuglent elaborated by stating that it was a

pleasure to be someone else for a while.

Conveying messages through Drama.

That's what it (Drama) is, getting your messageoasrwhether it's for entertainment, send a message,
global warming or whatever they decide to perfotmoe (James, 10/03/09).

One student stated twice that communicating a ngesgsean audience and being

aware of what the audience thinks is learnt in Cram

Comparison Between Open Coding Statements and ComitieAnalysis Themes (level 3

analysis)

After exploring the open coding and content analgsiparately the next stage of
analysis was to compare and contrast these twaosfofranalysis. This in turn would allow
exploration of what was unique to the observatiomgfield notes and the teacher interview,
and what was unique to the student interviewsvolild also highlight what was similar.
Commonality between the different forms of data ldallow a richer discussion on aspects
of relational pedagogy that are not only observeidalso what students are aware of as well.
It allowed me to see what the students said thatneaobserved by me in the formal
classroom observations. What was similar wouldtrnmgortantly enable for overall themes
to be drawn from the findings. A complete chartto$ Level 3 analysis can be found in

Appendix 7, and the main points drawn from the cargon are discussed below.

Similarities between observations, researcher fieldotes, the teacher interview

and student interviews. Of the twenty four themes identified through opeding data as
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being features of teacher-student relationshipsgtaen were similar to those found in the 1
content analysis. These included: one on one coriwation; the limited nature of teacher

talk; open body language; empathy; respect fadelis; trust and trust exercises; and
students are independent and self managing. AHe@tomments from students in the

category ‘Teacher allows different interpretatiofshe script’ were found in the

observations.

The open coding data and content analysis of studtmviews were similar when
interactions between students were observed andheoted on. In the middle circle of
attention features such as listening, co-constnatf tasks, experimentation, acceptance of
others, resolution seeking and open body language all observed, recorded in the
researcher field notes, spoken of in the teacheniiew, and commented on by students.
The inner world of the student with regards torthelationship to the subject and their
learning also had statements which were predoniynftend in both the open coding and

the content analysis. These were experimentaigiening and willingness to give feedback.

The outer world of the student and their relatigmsb others in a whole class
environment had three out of seven comments thed similar between the open coding and
the content analysis. These were open body lamgbeiyveen people, people working

independently and co-construction of tasks.

Differences between the observations, researcheeld notes, the teacher
interview and the student interviews. There were many features of teacher — student
relationships that were identified in the obsexwadiand the teacher interview. A number of
these features did not arise in the student irderyj and these were: the importance of
reciprocal learning; interest in student learnirant the teacher’s perspective; rituals

established in the classroom; high standards sédtna rushing of tasks. Those comments
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that were unique to the student interviews weréttiey felt they knew what they had to do
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and could ask the teacher for help if they neetled irelated comment was that Drama

teachers teach students to self direct.

Students’ comments spoke of the ability to talkhi® teacher, receive support and
inspiration from her, and that a respectful, cone@celationship with the teacher was
important. One comment stated that it was possiblave a good relationship with
teachers in general but it was found mainly witlafa teachers. These were only found in
the student interviews. Comments which discusseaharacteristics of teachers stated that
Drama teachers, who have the ability to generatesangagement and make people feel
comfortable, were funny, approachable and cools&heere only found in the student
interviews. Comments about the classroom environhen were unique to the student
interviews were: the friendly class atmosphere prasided by the teacher; the drama class

was allowed to take risks and; an inspiring teatdeto students being inspired.

All of the comments in the content analysis catggdegative experiences with
Drama teachers affect learning’ came from the stuiheerviews, and from three different
students. Their comments focussed on the waycadeshey perceived as being negative led
to disrespect for that teacher which then affetted learning. There was no corresponding

data found for this in the observations, researfiblr notes or teacher interview.

The open coding data revealed that when obserlimghher world of the student
there was an inherent awareness of the ritualsaclass, and the expectations associated
with these rituals. With regards to the middleleirof attention it was unique that physical
closeness was observed and noted in my field ndtegas unique to the open coding data

that smiles, the teacher’s interest in their leagnand the student’s commitment to the



Relational Pedagogy in a New Zealand Secondarg@drama Classroom

subject were observed, and recorded in my fielésiof hese were not found in the student
113
interview data.

Students described what learning from others brioggard, for example, different
points of view and a range of emotional experienc&sme of the comments spoke of what
they learnt about others from working with themhe$e comments included how to interact
and work with different people, that you can makearyown style from many other styles,
and that friendships can develop from this workwreE of the comments specifically stated
that group work in Drama was different to group kvior other classes, predominately for the

reasons given above. These comments were unighe gtudent interviews.

In the content analysis category ‘Drama class isand friendly’ all of the
statements were unique to the student intervielsy Tvere made up predominately of
comments which described qualities of the clask agdriendly, supportive, and positive
with a family like atmosphere and strong relatiapshUnique to the student interviews
were comments on how the Year 13’'s worked togetiibese were: Year 13’s give good
performances; people co-operate together by the yima are year 13; and performing

together last year as year 12’s was a uniting facto

Comments which were unique to the student intersiand therefore unique to the
student voice were categories such as being alldaveadk in class; finding emotions through
Drama activities; learning specific parts of thex®a curriculum; learning confidence and
self control; and how to give a message throughguBirama. There was no corresponding
data found for these categories emerging from dmeenit analysis in the observations,

researcher field notes or teacher interview.

| turned to the final analysis stage of analysid emmpared the Level 3 results with

the literature review. | physically cut up thedings and compared them to the questions and
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summary of the literature review placed in fronteé. Five themes clearly emerged from
114
this stage of the data analysis.

Summary of Findings

This chapter presented the main reoccurring set&regarding what — and why —
relationships were important to the drama teachdrer six self-selected students involved
in the research. | will now firstly, summarise thain points that emerged from the three
levels of the data analysis, and then identifyfihee themes generated from this analysis and

the final comparative analysis with the literattegiew.

Teacher- student relationships

* The most common statements to come from the olxsemeand teacher interview data
were about the positive speech of the teacheglibervation of listening between
people in the classroom, the seeking and validatf@tudent ideas, and the
establishment of rituals in the classroom.

» Half the students’ responses in their interviewsigs@nted on how their relationship
with their teacher was important.

» The Drama teacher in this research involved henmsélfe lessons and this involvement
is characterised by the nature of her actions.t&aeher participated supported and role
modelled thereby illustrating positive teacher imeonent through action.

* The teacher used a co-operative design for therkesso that people could learn from

each other.

Student-student relationships

* The most common statements to come from the oltsamyéeacher interview and

researcher field notes data were that co-consbructi ideas was observed, and that
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students experimented with different ideas and wpsn to managing themselves whiriS
experimenting with a piece of drama or text.

e Just under a third of responses from studentsein itfterviews commented on the
importance of working with their peers in a Dranhass.

* The nature of this Drama classes encouraged sungpsttident reflection.

» Learning Drama in this classroom encouraged stgdergxperiment with ideas, and in

doing so learn about the value of difference.

Students’ relationship with the subject matter

* Fewer than 20% of responses from students in ithieirviews commented on how the
subject enabled them to learn different skills anlject knowledge.
» The students discussed how taking drama had irfecethe students self belief in their

abilities, allowing for the development of idedsls and confidence.

Some categories within these three areas were gedesolely from the student interviews.
Five themes emerged from the comparative analysiedhree levels of data analysis and

the literature review. These themes were:

1. positive teacher involvement through action;

2. co-operative design of lessons;

3. supportive student reflection;

4. opportunities to recognise difference; and

5. the development of the individual through idead]sknd

confidence.

These themes will now be discussed in the follovangpter.
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Chapter 5: Discussion

This chapter will discuss the findings, draw cosadns and discuss the five key
themes in relation to literature in the field. Tdeda suggests that the nature of Drama

teaching enhances relational development withirckhgsroom. The research questions are:

Question 1: What aspects of relational pedagogy aevident in a New Zealand

secondary school Drama classroom?

Question 2: In what ways do relationships within tle Drama classroom impact on

student understanding of themselves and others, arttleir learning in and of Drama?

Question 2a): What are the similarities and differaces in student gender perceptions of

relationships in the Drama class?

The findings of this research suggest that it ésrtature of how Drama is taught that
promotes and encourages relational developmehtiglassroom. The following figure

shows the five themes which came from an induaivaysis of the data.
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Figure 12. Relational Pedagogy in a Year 13 Dramdassroom

Arising out of the data were five main themes theeee: positive teacher involvement
through action; co-operative design of lessonspsttpve student reflection; opportunities to
recognise difference; and the development of tbevidual through ideas, skills and

confidence. These will be introduced and then dised one at a time.

Positive teacher involvement through acteame through the analysis in both the
observations and student interviews. This thefustriates the co-constructive nature of the
Drama lessons, driven by positive teacher involvemé&he co-operative design of the
lessonfocuses on how this teacher planned the learmpgrunities so that classroom
members can learn from one other. The third thefeh emerged from the findings is
supportive student reflectiomhich indicated the nature of this Drama classaraged
reflection, and that this in turn reportedly incged peer support in learning. The data from
this research demonstrated that this classroomeafég@portunities to recognise difference
This theme explores how the nature of learning Rramthis classroom encouraged students

to experiment with ideas, and in doing so learrualiwe value of difference. The final theme
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to be discussed is tlievelopment of the individual through ideas, skifisl confidence
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This theme emerged from the findings as the stgddistussed how taking drama had

influenced the students’ self-belief in their .

Each of the themes will now be discussed ondiat@beginning withpositive

teacher involvement through action.

Positive Teacher Involvement through Action (partigpates, models, supports)

Positive teacher involvement through action iseartt which encompasses how a
teacher participates, supports and role modeldasson. This is done through involvement
in the lesson’s activities. The Drama teachehis tesearch involved herself in the lessons
and this involvement was characterised by the eaitiher actions. The observations
demonstrated that the teacher shared knowledgearstructed tasks alongside the students.
In this sense they were co-participants in theniegrthat took place in the classroom,

evident in James’s comment about the role of theher:

I: What role do you think the teacher has to play?

J: Inspiration, plus knowledge, you know, sometistesll show you ideas, and advice, but mainly
inspiration (James, 10/03/09).

Observations also provide evidence of the teachmridvement in activities:

The teacher recognises that the class is feelilii@low on energy. They play a game of ‘yee ha’
which is a variation on a passing the clap gamée feacher joins in and leads by being enthusiastic
and raises the volume of her voice. The majofiitstedents join her (Observation, 5/03/09)

The Drama teacher involved in this research (hteeedferred to as the Drama
teacher) frequently used the model of demonstratr@hreflection-on-action as a means for
students to see or hear a way of performing. Adgticector does not show exactly how an
actor must act, they ask questions and coax tloe gcthink in-role and explore how to
perform as another person. Likewise a Drama teaties not expect all his or her students

to learn how to act just like them. The demongiret of a skill, of enthusiasm, of
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involvement and experimentation are offered as nsdde the Drama students to use in their
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interactions with others in the class, and as aws&adevelop their own acting style.

There may be times when this teaching strategges to model what will aid a
students’ understanding, such as explaining aquéati tone of voice and then the required
tone is demonstrated. The teacher then listetigetstudent’s attempt, and gives pertinent
feedback on how to develop the student’s strengilmeir role - as a person to be trusted in
the classroom - comes from their willingness tarbyelved in the same activities they are
asking their students to do. It appears from Hita that the students view the Drama teacher
as a co-patrticipant in the learning — listening amaking with the students as part of the

construction of their work in Drama.

But I think in Drama especially it's really importathat the teacher is joining in with the classtisat
they know what they’re doing (Alice, 16/03/09).

Classroom observations during student exploratian@rama exercise revealed the
teacher’s encouraging side comments. A partidakit observed was when students tried
out different ways of saying ‘yes’ and ‘no’. Theather would respond with encouraging
side comments - such as ‘keep going’ and ‘that;stigkagain’ - when a student tried out a
change of tone. (Observations, 2/3/09). Listgnmwhat the student has to offer so that
feedback can be given is a crucial first step wettgping relational pedagogy. This type of
feedback can also be described as side-coachtegnawvhich originates from
improvisational theatre (Johnstone, 1981).

A key feature of relational pedagogy in a Year Yara classroom is the positive
involvement of the teacher in the class’s actigitiehe students speak of how her teaching
style is one which demonstrates skills and attgyded is one where she involves herself in
the lesson. The status of the teacher and thergtiglequal as they share ideas, experiment

and offer feedback, and together create knowleddpe dialogic learning enables a
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reciprocal relationship to be developed where yqueagple’s knowledge is developed in
collaboration with others (Bishop et al, 2007). -

It appears as though the nature of Drama teactseli,iplaces teachers in this
collaborative and relational position with student$e physicality of the work demands that
Drama teachers move around students, watching tia¢kimg to them, providing pertinent
feedback and being involved in tasks and gamesstutthents. There are often no desks and
chairs in the classroom. Drama teaching is imae@hysical teaching which involves the
use of voice and movement in an open space. Tiueenaf Drama teaching does not allow
for any hiding behind a desk as movement within'space’ is key to working alongside
students. The playing of games with students dlsws for what Fraser (Fraser et al, 2004)
has called an atmosphere of playful and craftedtspeity which links the creative
atmosphere to the development of relationshipkerCirama classroom.

The way a teacher speaks to his or her studentsdethe opportunity to encourage

a student to reach their potential or make therhifeelequate or powerless. In this example

we can see Alice feels that in this class she ajgies that her voice is heard.

| find that when we’re talking one-on-one it is weomfortable, like | feel | can give my honeshapi
and my honest answers and she’s not going to sayhat’'s wrong’, it's very open which is good
(Alice, 16/03/09).

It can also either help build positive relationshgy encourage distrust (Denton,
2008). In order to develop the individual studeate is to be taken to watch, listen and
praise the positive aspects of their learning (H24105; Noddings, 2003). This attention to
speech and the individual care given to studensstBe tone of the classroom. The overall
tone of this particular Drama classroom was sehbyteacher’s willingness to lead through
demonstrations and walk and talk alongside theestisdas they experimented with different
Drama tasks. Itis due to the way this subjetaught, through trial, experimentation and

feedback that the teacher has an important rgietpin the relational development of his or
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her students. In this sense relational developmeytmean the development of an 121
awareness of the power of relationships, and tipaatthey can have on learning in a
classroom environment.

The pedagogical style of the Drama teacher aatmutwith this research has much
in common with the aspects of culturally incluspadagogy that outlines the characteristics
of an effective teacheiRangatiratanga(self-determination) is seen in the classroortihen
responsibility the teacher takes to be effectiveugh the messages conveyed with their
body language, language directed at students acti¢e presence around the classroom
(Macfarlane, 2004). Further support for this themomes from the Effective Teaching
Profile (ETP), of which one of the key elementfoisteachers to be able to engage in a range
of different learning interactions with studentssfi®p and Berryman, 2007).

The ETP asks that teachers create learning contdrdre relationships are

paramount, in particular: where power is sharecene@ltulture counts; where learning is
interactive andlialogic, where connectedness is fundamental to relateomwhere there is
a common vision (Bishop and Berryman, 2007). Is tesearch the Drama teacher was
interactive in her involvement in warm up activétigiave the power on interpretation of a

text to her students, and used positive speecbrtoact them to the work and her advice on

next steps for their learning.

Her getting involved in a lot of activities, shays the games with us so we do feel that she’ebug
| guess for want of a better term (Alice, 16/03/09)

The nature of how Drama is taught, through demanstr of a skill or attitude,
through watching and listening and offering feed@and through involvement, shows that
there is a range of learning interactions createthb teacher. These all offer the opportunity
for a positive working relationship to develop beem the teacher and the student, and
between students because the teacher has modatiet@ance, encouragement and equity -

the basis of a positive supportive learning envmment. Given that Bishop and Berryman
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(2007) claim that dialogic learning is a culturadigpropriate strategy and positioning in the
122
classroom, Drama exercises and opportunities doeifdirther explored in other curriculum

areas, as will be discussed in the final sectimplications of this research.

The Drama teacher in this research involved hensélfe lessons and this
involvement was characterised by the positive matdiher actions. | will now discuss the

second theme emerging from data.

Co-operative Design of Lesson

The lessons in a Drama class focus on what peapléearn from each other (Pinciotti,
1993). This is the case for a class working orhalerclass play, a group rehearsing a play
together, or for pairs and solo work. Tasks aegied to provide opportunities to talk about
the exploration of ideas that could be developeal rerformance and opportunities to hear
different points of view. Incorporated into thaék is negotiation, sparring, inspiring one
another and resolving conflict. There appearduakta relatively flat hierarchical structure of
power and as raised in the Literature Review, tieeresearch that suggests that teaching in
the Arts does not follow traditional concepts ofyao, and traditional notions of knowledge
construction (Fraser et al, 2007). This classrapmeared to demonstrate a non-traditional

classroom power distribution where students appearshare power with the teacher.

Drama lessons also provide opportunities for sttedenshare their work, whether it is an
idea, or a performance. In the sharing thereasstinse that they are all participants in the
work taking place in the class. As a result, there sense created of the individual

contributing to whole class learning.

If you go on stage and it's all about you well th@u might give a good performance but you’ll make
everyone else look like shit which makes you likekshit because you're not co-operating (James,
10/03/09).
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The context of the lessons observed was thattigests were to work together to 123
interpret and perform a short piece of text. Asshene was about the emotional
relationships between grieving parents the gro@astb work together to make sense of their
scenes, and be believable in terms of the emotigswere playing. They were all reliant

on the others in their groups to play their parts.

This brought about a sense of collaboration thexelthe activity over three lessons.
The students were active agents in their selectiakills to play a role, in other words, their
learning. This promotion of collaboration is a kespect of a classroom learning community
(Watkins, 2005). A learning community is where smi$ help each other learn and where
learning is a result of co-construction (Bruner@@p They take turns to share ideas and
listen to one another as a means to gain the raingeas needed to complete a task

competently.

Outline of emotional memory is given, and the peedback at the end is to be centred on what comes
through in the performanceThe task seems to be set up so the students hawekaevith others to

find their interpretation. There is lots of eyentact and close body positioning in the group | am
watching. (Observation, 3/3/09)

In the task observed, students were required epteand share their own ideas about how
they wanted to play their role to their group. Sithiould support others to understand how
they wanted their roles acted out. Through disonsexperimentation and negotiation
regarding how all the interpretations could be gened, students’ performance of their
interpretation of the text made sense. It appstadents shared power with one another
during group work, just in the ETP where learneight to self determination in the

classroom leads to power-sharing relationshipsh@st al, 2007).

| prefer a group of mainly three or four peopleatse you work together and if you don’'t know what t
do then someone else might and if someone elsa'tikesw what to do then you might, so you can
always share ideas and everything (Ginger, 10/038/09

The nature of the curriculum studied at senior Cramvites Drama teachers to design

mainly group tasks. This is because of the needttments to explore ways to build
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characters and integrate techniques such as vomement of the body, and facial 124
expression. They also need to make judgementd &bauto use space, either that
immediately surrounding the students, or the wmformance area. Through setting up
co-operative tasks the Drama teacher can allonestsda mechanism to play with the
integration of these techniques and receive feddfvam their peers. Without this strategy
of group work, teaching how to integrate the teghas would mean the teacher would only
be able to rehearse students when the teacher ataking them, which is completely
unrealistic. So in one sense the co-operativegvowrk is a strategy used by Drama teacher
to manage large groups learning Drama. Howevegiager points out above, it is also
because the learning is shared amongst the studénéy have been given the task to
complete, it is necessary for them to see how stimegrate techniques so they can make

judgements regarding what works for them and oftsrd they have a responsibility to

themselves and others to commit and perform to trest ability.

This sharing means that the learning, about afspearriculum objective, creates a
sense of community where students co-operate.atutfe of a classroom learning
community is this interpersonal helpfulness, con@rd understanding (Watkins, 2005).
The building of the understanding of how to saywleds the right way, when to enter or
exit, when to vary volume came from the teachdds soaching, and suggestions from the
group members. There is a sense of ‘we’, not HY #his sense contributes to the overall

collaborative tone of the class. As one studenttsa@ut;

| actually think we’re more productive as groupause one person will have an idea and they’ll be
like ‘oh yeah, we can do that', it's like many hamdake light work (Riwai, 8/03/09).

Co-operative learning and collaboration in Dramesstooms encourages students to
work with others and the teacher. In doing so thetyonly learn from each other about the

work, they also learn clear communication, compeanand others points of view. The



Relational Pedagogy in a New Zealand Secondarg@drama Classroom

collaborative nature of the Drama classroom reflako, reciprocal learning between 125
students and between the teacher and studentsgiéact, 2004). It is a way of working

that is negotiated with the teacher. The acceptahthis way of working establishes a

cultural ritual in the class which in turn is irtigmed with their own cultural and social
contexts (Nuthall, 2002). The Drama students w@ed were able to reflect on why

working with others in their class was positivehey saw the benefit of sharing ideas, of the

support they received from those they performedi vaihd those they received feedback

from, as evident in the following comment.

| guess when you're alone you're more self conscioause you don't really have that support and it’
harder when there’s not someone there to sortaxf fef (Riwai 8/03/09).

A classroom learning community has developed vdadireflective learning is
evident (Watkins, 2005). The teacher’s use of gsdor independent learning, and the
students’ positive comments about group work sughesinterdependent nature of relational
pedagogy and the students’ belief in group woflonk of these were missing then the nature
of the learning would shift the balance of powearsig in the classroom (Fraser et al, 2007).
As it is, however, in this Drama classroom, theoperative strategies used by the teacher,
and her students’ belief in the benefit of themagdléo positive classroom learning community
focussed on learning. Students also value theestud student interaction as stated in this

student’s response.

Now | like switching around groups, like for examftere | was working with ** and ** who wouldn’t
be my first option, but | was like ‘hey you guysiva be in a group? And they were ‘yeah
sure’...’cause | like chopping around seeing diéferpeople’s things (Britney, 9/03/09)

Drama lessons provide opportunities for studentieielop ideas and share their
work. Another theme emerging from the data — supgostudent reflection — will now be

examined.
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Supportive Student Reflection

In this Drama class there appears to be evideratesthdents were taught how to reflect
on their work and on the work of others. It cobklsaid that reflection is a key skill to
develop as a Drama student; the ability to seehaad what you look like is an essential skill,
without this skill students cannot be aware of adjstments that they need to make to their
voice or body. Coupled with this is the constaetfgack given by peers in this Drama class.
The purpose of feedback from others is twofold. Gin&lows the teacher to use vocabulary
which is part of the Drama curriculum and necessargtudents to be competent in using.
For example, when asked to feedback on anotheestisdise of voice, a Drama teacher may
ask students to focus on their listening, and cpmsitly their feedback on the use of pitch,

pause, emphasis and tone (features of voice use).

A lot of it (guidance for feedback) is given frdme teacher. She always starts us with the realtydg
things and we feed off that and think of the otfwd things that happened (Alice, 16/03/09).

The second purpose of feedback from others isatgtiers are able to offer, through
what they see and hear, support for the individualent or group of students who
performed. When students share work, particularfyerformances, there is an element of
risk and fear of rejection (Fraser et al, 2007)sT$ similar to the ETP where learners are
able to raise questions and where learning is proddased and reciprocal (Bishop et al,
2007). By encouraging the observing students¢addheir thoughts, and offer positive

words and constructive thoughts the performers gagport.

After each performance the students raise theirdsaand look at the teacher, they look at who is
giving feedback and keep their hands raised, arcualflhave their hands up. Some call over the top
to affirm what a peer has said, such as ‘yeahw #aat too’, or ‘That was real intense that bithel
teacher starts sometimes with a leader such ast'wiaa good about their use of space, what did you
notice about **'s reaction to the news’, and thadgnts use that as their starting board to disahss
work shown (Observation, 5/03/09).
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Their work may be totally validated, or it may haame critical feedback to
consider. This is still support, as it shows thair peers see the potential of the work. el
Drama pedagogy is therefore able to set up a safaihg environment where students are
able to try out new ideas (Fraser et al, 2007; Wrig005). This focus on feedback also
links to culturally inclusive pedagogy which talidsout the teacher’s promotion and

reflection on learning outcomes, and how they sttassknowledge with students (Bishop et

al, 2004)

This work in this classroom appeared to fosterti@iahips as there was a sense that
all were working for a common purpose (Watkins, 200The students were aware that they
had their own responsibility to their work, butithevas a collective responsibility when
performing (Macfarlane et al, 2007). These Yeastl@lents had spent a number of years
working with the model of collaboration, experimatnin, feedback, performance and
reflection. They valued their peers’ advice andigace in all these areas, as well as their
teacher’s mentoring. Relationships appeared fostered due to the student’'s awareness of

the need for positive relationships if they werdetarn in Drama.

In Drama compared to other school classes youhjast this close bond where you feel you can
perform and you can give (Riwai, 8/03/09).

Through encouraging regular positive and helpfatifeack it appeared that these
Drama students had learnt to focus on the feedfmad&arning. They were able to see the
specifics regarding the Drama content being ta(fightexample, voice), and to gain
confidence when performing. When we encourageesiisdo reflect on their work and the

work of others’ learning for themselves and othesupported (Neelands, 2009).

In this research the Drama students worked aloegsagh other and negotiated
challenges and reflected on these challenges artitess of overcoming them. Drama

education allows a way of looking at work and retileg on learning that encourages students
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to practice life “as if” (Saxton and Miller, 2008Y.he students in this Year 13 Drama cla55128
seemed to be aware that group work was a necassitgir work. They were to perform a
scene with more than one person in it, but they aisre able to reflect and understand how
important collaboration was for them to learn frothers, share ideas, and relate to people.

For example, as Riwai noted:

You learn a lot about group work and how to refatgeople, and also lots of group work like leading
then taking and sharing of ideas (Riwai, 8/03/09).

Relational pedagogy in the Drama class seemedaw #iese students in this class to
constantly take action and then reflect either \&itleacher or their peers or both. The year
13 students showed in their interviews an undedstgnof how important supportive
reflection was to their work. They spoke of hovsipige it was to have their work affirmed
by others, and also how ideas for how to develofgkwame from feedback. There appeared
to be an understanding that the class members pad # play in the learning of each
individual. This understanding reflects a typesotial democracy, where students know they
can listen to offers, gain a better sense of wiey know and see what others make of their

own point of view (Saxton and Miller, 2008).

In Stanislavski’'s (1936) middle circle of attentitihre actor has to be aware of the
character’s immediate surroundings, and also wiat telationship is to other characters in
those surroundings. This middle circle of attemticas observed in this research, and the
importance of the relationships with those that@munded them was noted by students in
their interviews. It was through working togettieat knowledge was created, and then this

knowledge was implemented through experimentation.

We do lots of stuff as a group so we can feed iddasach other and everything, and contribute all
together (Riwai 8/03/09).
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In this Drama class there appears to be evidematesthhdents were taught how to
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reflect on their work and on the work of otherheTourth theme emerging from the data

analysis is now discussed.

Opportunities to Recognise Difference

A significant theme emerging from the data wasapportunities that the students

had to recognise and appreciate difference in ldssmom;

You can see everyone’s kind of story to thingss'rémot as judging | guess (Britney, 9/03/09)

This research demonstrated that when these studlengésset up with a task which
involves freedom to interpret and create then thex® an opportunity given for them to learn
to recognise difference. The beauty of teachingnix for many Drama teachers is that even
if they choose to use the same assessment tapkssoni a yearly basis there will always be
different interpretations in the performances. &heeptance of allowing different analysis
of pieces of text or plays comes from the teachknawledging that there will be different
perspectives of the same piece of work. Whatugtiaalongside this is the development of
reasoning behind the interpretation, for examgie appropriateness of Shakespeare’s

Romeo and Juliet being set in modern day Los Arsgele

Students learn to deal with a variety of pointsiefv in the development of a piece of

drama. As Student A explains,

A: | guess it group worR just gets us used to being with different pedleause the groups usually
change quite a bit, and well working with other plkeoreally.

I: And how do you find that?
A: Frustrating at times...
I: What makes it frustrating?

A: Conflict of opinions, but | think it is quitebeficial.
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I: What makes it beneficial?
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A: Just learning to deal with people really becaysa have to compromise and see it from the other
person's point of view (Student A, 10/3/09)

The model of acceptance of difference flows frév@ Drama teacher to his or her
students. Encouragement is given to try out ideaklisten to other points of view (Pinciotti,
1993). Evidence of a group consensus is when stsig@nform the script to an invited

audience.

| guess you become quite perceptive because ysediag everyone’s point of view, In Drama, you're
not just seeing one person’s (Britney, 9/03/09).

But this encouragement doesn't just stop withtés&. When groups perform their
interpretation there is an acknowledgement, engmatdy the teacher, that the performances
are different. Drama teachers who make the mottesle opportunities realise that the
interpretations were different, how they were d#éf&, what were the different meanings
drawn out were, and what were the possible motredsnd the group’s decisions were.
Above all, especially in the interpretation of tetkiere has to be a rigour to the analysis. This
is balanced against the freedom to interpret thptscWhen students are able to see
difference there is more breadth and depth torttezpretation of texts. They are also
learning to see how there could be different ineadions of the same piece of text and are
developing their ability to see an alternative pafview. This was observed in the Year 13

class as the teacher realised different views rietxlbe debated in the group setting.

They are about to go into solo work but they neestdrt with group work so that they learn from leac
other, they all bring different skills and they deaff each other’s ideas. Often if you go into skeat of
the group work there are so many things flying athat they decide between what's needed and
what's not and really get to the crux of it (Teachgerview,12/03/09).

Drama education allows for students to experimetit how they see a text being
played out, or how they want to tell a story thrlewgvising their own drama (Hortiz, 2001).
They can play with different theatre forms, andlespthe power of how theatre can

influence and change ideas and beliefs. | suggedtey idea here is that Drama education
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allows for students to explore in and through therning. This exploration takes place with
others, the teacher and their peers. What allbigsikploration is that “spaces are created131
where pedagogical relations...have the chance svgamto be nurtured and strengthened”
(van Manen, 1994). What is opened up is the freefto students to try out new ideas, with

the support from their teacher and their peers.

This co-construction as presented by Bruner (1898)e construction of new
knowledge which requires using ‘others’ to presew ideas, new approaches, different
perspectives. In the ETP this type of learninddscribed as interactive and dialogic (Bishop
et al, 2007). It seems this research indicatesdigre of being creative in Drama allows the
‘space’ for this to occur. It is not just co-optra learning design and structure which
generates this knowledge but the opportunity tateraew knowledge by synthesising the
knowledge of others as in the opportunity thesdesits were provided for collaborate group

work.

| will now discuss the final theme emerging frore thata.

Development of the Individual through Ideas, Skillsand Confidence

The tasks which are asked of a student in a Diddass develop not only their ability
to perform, but also their ability to create, theanfidence to perform, and their self belief to
be able to do these things (Fraser et al, 2007ask which asks students to discuss the
motives of certain characters in a scene can searg/ functions. For example, it will allow
different ideas to be heard, and through the esprgf an idea a student may experiment
with using their voice. They may find their ideautilised by others. They may find it is
refined when played with by them or others. Theymet to perform their ideas and gain
supportive feedback. They may see themselvesdso\and reflect on how their idea came

across. From one task there have been many opgasuto allow the individual to develop
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through ideas, skills and confidence. For exampléie Year 13 class observed, Alice was
132

able to describe how she felt her performance we#ehthan she remembered it:

| didn't realise that | was clutching myself whioloked really good, | wasn't aware of it at thediso

it was definitely different seeing it being playsatk and being able to see the rest of the cldstedr
reactions and everything. | didn't realise how dtextthey were at the end, because of course | just
ran out, with my hand over my eyes trying to shiejydface from everyone so yeah, that was quite
cool(Alice, 16/03/09).

Alice was able to reflect on her performance archfa positive response to what she
saw. She saw how her skills allowed her to pl&rtie as planned, and this gave her
confidence to state that she thought her performaras “really good”. This was achieved

through the collaborative nature of the drama talby the teacher.

There is research which suggests that our cureamgrgtion of adolescents, due to the
different needs that they bring to the classro@quire more emotional and social guidance
(Beamon, 2001). It is also suggested that thestgbakills that students are lacking when
they leave school include those associated withtiermad control, meaningful collaboration
and independent learning management (Beamon, 2004ppears the data for this research
demonstrates that the set tasks provided the apptytfor the development of these skills.
The involvement of the teacher as a mentor andegamd the extensive use of co-operative
group work seems to have provided opportunitieslfiberent attitudes and skills such as
confidence in expressing ideas and performing teld@. For example in the majority of

the lessons observed this type of involvement eftéfacher was seen,

The teacher shows an interest in the task. Shgikaa an example of emotional memory to the class,
she moves to each group in the space they haverhosvork in, and she links their own personal
emotional memory to the script they are working @pen body language observed from students
listening to her, and her gestures towards studédtsservation, 3/3/09).

In some tasks students were required to come tmsensus as a means to move forward,
this allowed them to make connections and negotéteothers. For example, when the
Year 13 Drama students collaborated in small gréopsterpret a text, students were able to

describe how they learnt about the impact of banmgptional memory to the work.
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It (Drama) helps me to empathises with peoplellikert of say, ok, this is the sort of situatioeyhe
in and then | put myself in that position and Drahges taught me to do that and so I find 'malot 133
more sympathetic when people are in trouble (Al&203/09).

Due to the value placed on relationships Drama atlut appears to provide an
opportunity for the development of inner managem@&itidents in today’s society need to
have opportunities to look at other people’s perpes, resolve impending conflicts and
reflect on their own learning (Neelands, 2009).sTih turn can help them develop their own
integrated sense of self (Beamon, 2001). In thar¥8 Drama class observed students had
to work through any issues where they may havegtesal over different interpretations of
the text. There was accountability in the senaéttiey knew they had to perform at the end
of the week. Students who have been studying Dfamsome time know that there is no
‘out’. Years of meeting teacher and peer expeamtatio perform suggests that the students in
this class were aware that they had to preparetbimgeto show, and if there was a ‘conflict’

it had to be resolved.

Drama education and the relational pedagogy as®ocwith it appear to allow for
the development of personal skills such as theeblione’s ideas and the confidence to

express them. As Saxton and Miller explain,

“Itis in drama that we have time to uncover thoseer elements of social literacy,
that lie in the hidden curriculum and contextuaklidearning: empathy, values,
identity, diversity, inclusion, intentionalitiespderstanding, enthusiasm, good
humour and a sense of responsibility” (2008, p.3).

Drama education allows students to see and vaftexefice, and in doing so it opens

the door for them to value themselves as evidetitarfollowing student comment:

Drama is a subject which is more about you, and lkw you use your body and, all of you, and your
experiences, whereas in other subjects it's jusenusing your head, rather than your heart (Riwai,
8/03/09).

This research has impacted on my understanditfgeagignificance of positive
relationships between students and teachers angéeistudents in the classroom. | asked

for nothing special to be prepared in terms ofdassontent, and simply observed what took
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place in a week in March 2009 in a Year 13 Dranagsrioom. | realised that students
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understand the importance of community, and thanateacher releases the need to
control, students appear to have the freedom ta.lédso, by listening to students | gained

insights into gender perceptions in relation torgsearch question. These follow in the next

section.

Gender Perceptions of Relationships in the Drama abs

An explicit purpose of this research was to inygzde if relationships in the
classroom were bound by gender, that is, did bagsgils value and describe relationships
similarly or differently. Both genders perceiveatihe teacher had an important part to play
in their learning, and that this role was charasser by the students being allowed a high
degree of freedom in how their learning was stmgctuThis is seen in student interviews
which spoke positively of the freedom to interpadext, and of the amount of student
directed group work. Both genders also perceihatithe relationships in the class which
involved both the teacher and other students alliativem to learn about themselves and also

specific aspects of the Drama curriculum.

The only difference in perceptions was found ingtegement that students were
allowed to work independently. The only commengimwere only from female students
and all of them indicated that they liked to wanklépendently. The majority of statements
from both student genders spoke of the positive relationships had to play in their
classroom, and how the relationships connecteleio fearning. Data from the observations

which supports these statements include the foligyvi

Students listening to their peers when they gigdlfack on how to change tone of voice. Students
watching peers, they look at them and keep eyacbah them (Observation, 2/3/09)

Students work together on a short scene eitherbdefioafter the text they have been given. Thigy of
ideas, and build on one in particular, they taligbtly over the top of each other, laughter, thegk
going, they try another idea (Observation, 3/3/09).
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No account was recorded of there being any difiezen the way different genders
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worked in class: It appears that gender did nduémice student perceptions of relationships
in a Drama class. Both boys and girls seemedlteevtae development and influence of

teacher student and student to student relatiosship

Contribution of this Research

This research has told us that Drama pedagogysafevay of thinking about how to
develop relationships in a classroom setting. Assalt of Drama pedagogy - as seen in this
research - students become engaged in lessonsaelbpl skills which reach beyond the
knowledge of the specific Drama curriculum. Skdisveloped in particular are: creating new
knowledge through the synthesis of other’s iddas ability to recognise and appreciate

difference; and a sense of accountability to tiwase surround you.

Although much has been written on relational pedggn general (van Manen 1994,
Noddings 2003; Fraser et al, 2007) and on cultprailusive pedagogy which focuses on
relationships, this research highlights a gap: powerful a teacher’s non traditional, non
transmission model approach can be. It also lggtdihow devolving power in the
classroom can have positive effects on studentsrstahding of their learning. | suggest
then that greater focus be placed on the natub¥aha pedagogy in the classroom. This is
not necessarily so we can use drama as a meas$uercaurriculum, but look at how Drama

is taught as a means to lift student achievement.

Limitations

This case was limited to Year 13 Drama studemid ta a week of their class time. It
was conducted at the start of a school year, &dakgh, when expectations for the year for

both teachers and students, and commitment anéidredly high. It would be interesting to
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see if these patterns were evident in Term 3 wheretare pressures of a school year for
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example practice examinations, a heavy load ofnaleassessment, and extracurricular
sports and cultural activities. These events nffigiaenergy and classroom participation

levels and as a consequence perhaps, relationships.

Given that the research took place in the classrobstudents who had studied
Drama for a number of years, a limitation may ke they were only vaguely able to recall
that at some point they had been taught how teerébeothers in their class, and how this
may influence their learning. It would be intenegtto see if these patterns occurred in more
junior classrooms, and whether there were moretstred means of teaching the themes

which have been drawn from this research.

There are methodological limitations to this sttt include data collection and
analysis. One of the questions aimed to invedigdtoys and girls valued and described
relationships similarly or differently yet evidengathered from observations only discussed
students listening, watching and working togethEnere was no clear evidence related to the
observation of the gender of student participantsiadividual participation in classroom
activities. Another possible limitation also relsto the observation tool. Although this tool
enabled the researcher to identify student’s icteras with other classmates there was no
specific focus on how power was shared (or notybeh group members during
collaborative group work. Data analysis also mayimited in terms of how information
was recorded then analysed. It may be questionlaalehe tools enabled the researcher to
identify individuals who dominated or were carriggdothers or whether students conducted

critical reflections on both the relationship aadk dimensions in group activities.

A final limitation of this study is that this reseh was contained in one classroom

and although it describes the complexities of h@ext the findings in this particular setting
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it should not be generalised across all Drama idasss. This research does however offer a
137
starting point for further investigation into Drardassroom and the nature of relational

pedagogy in this curriculum area.

Implications for Future Research

The most important implication for future resealiel in whether the Drama
pedagogy used to develop relationships in this Y8dbrama class are able to be used across
year levels and curriculum areas to enhance leguneliationships. It would be useful and
worthwhile, especially as a means to understandtobaeach the development of these
themes, to examine firstly whether they are evideninior secondary school Drama
classrooms, and secondly, if they are, how theherastructures the teaching of such skills as
group work, recognising difference, and self reftat on work. When these have been
identified over different levels of Drama teachiagd possibly over a longer period of time
in a classroom, the sequence of how they are taagtthow they are developed can be

understood.

As a consequence Drama pedagogy could also beatieeh investigate how it
could increase the opportunities for relationshdgpdevelop in classrooms other than the
Drama classroom. In other curriculum areas whevamgwork is used already there may be
the opportunity to look at how the Drama pedagd@paroaches of positive teacher
involvement, collaboration through involvementasks, supportive student reflection, and

opportunities to recognise difference translatessdifferent learning areas.

Furthermore, this research has not touched on iexagthe impact of these
strategies on student engagement. It would begstiag to take further how the level of co-

operation with the teacher and support to one anathpacted on student engagement in
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class activities, and whether there were any floer @ffects to participation in school life in
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general.

Further research in Year 13 Drama might obserugdutlasses that move the
students into the role of the teacher. It wouldnberesting to investigate whether having
students direct and move into a leadership roleldvdevelop or break down power
relationships in the classroom. This is given #tatlents indicated throughout the research

that seeing the teacher as an equal and besideriémir learning was important.

Lastly, | hypothesised at the very start of thesth that the basis for specific
strategies that could help foster and develop pesitorking relationships in a classroom

were based on:

* the nature of relationships in the classroom, wéreiths between the teacher and the
student or between peers will affect their learnemd
* that care is a legitimate feature of the pedagdgatationships in the classroom.
Although this research demonstrates that the nafura@ationships does affect what
students understand about their learning thereneatata which was able to be strongly
linked to the pedagogical responsibility to cale.order to ascertain how care can be present
in a classroom a future research project would nedéave this as its focus when developing

the methodological tools to collect more relevard apecific data pertinent to the topic.
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Conclusion
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It appears the nature of Drama teaching enhaheedavelopment of relationships

within the classroom. These relationships in tuaiie a positive impact on learning in the

classroom, and on the development of student’sosdiéf in their abilities.

A key feature of relational pedagogy in the Yeakrama classroom that was the
focus of this study is the positive involvementlué teacher in the class’s activities. The way
the subject is taught, through trial, experimentatind feedback shows the teacher has an
important role to play in the relational developmehhis or her students. The nature of how
Drama is taught, through demonstration of a skilttitude, through watching, listening and
offering feedback, and through involvement, shdwed there is a range of learning
interactions created by the teacher. These al dife opportunity for a positive working

relationship to develop between the teacher andttident, and between students.

The involvement of the teacher as a mentor andegaind the extensive use of co-
operative group work provide opportunities for drifnt student attitudes and skills - such as
confidence - to develop. Tasks are designed gdlthee is talk about opportunities to
explore ideas to be developed in a performances dlko allows for the expression of
different points of view, through the students stgof their work, whether it is an idea, or a

performance.

Through setting up co-operative tasks the Draraehter can allow students a
mechanism to play with the integration of Dramateques and receive feedback from their
peers. Learning is shared amongst the studentthansharing means that the learning
creates a sense of community where students cateperThe co-operative strategies used
by the teacher and the students’ belief in the tieofethem leads to a positive classroom

learning community focussed on learning.
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In this study the pedagogy of drama and relatipssappear to develop a safe
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learning environment where students were ableytout new ideas and, as a result, foster
new relationships. The students are aware thgtithd their own responsibility to their work

but that there was a collective responsibilitylte irama work as a whole, especially when

performing.

Drama students appeared to work alongside otimefsi@gotiate challenges and
difficulties which then offered them the opportyrtid reflect on these challenges, and in
doing so, practice for real life. This model otaptance appeared to flow from the Drama
teacher to her students. Encouragement was givien out ideas and listen to other points
of view. When students were able to see differéhese was more breadth and depth to the
interpretation of texts. They also seemed to I¢éasee how there could be different points
of view about the same pieces of text. As a corsecgiDrama education allowed students to
see and value difference, and in doing so it aggaetr open the door for them to value

themselves.

Drama education allowed these students to exptaaad through their learning. This
exploration took place with others; their teachwsit their peers. Further research in this area
is needed to strengthen the role this powerfulestilf)as to play in providing a quality

education for our young people.
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Consent Forms

TE WHARE WANANGA © TE OPOKO O TE IKA A MALI
ﬁ E VICTORIA
UNIVERSITY OF WELLINGTON

TITLE OF PROJECT

Relational Pedagogy in a New Zealand Secondary School Drama Classroom

INFORMATION SHEET FOR PRINCIPALS

Kia ora

This sheet gives you some information about this research project. Please read the information
below before you decide whether you would like your college to participate in the project. Thank
you for considering this request.

Who is doing the research?
Researcher:

Caroline Wallis, BA (Hons), Dip Tchg
Student of EDUC 594 ‘Professional Practice Thesis’, for completion of Master of Education
Victoria University School of Primary and Secondary Education

P O Box 17310
Karori
Wellington
New Zealand

Home 04 902 2395
Email: caroline_wallis@paradise.net.nz

Supervisor:
Delia Baskerville MED (Hons), Dip Tchg, ATCL (Speech and Drama)
Secondary Drama Lecturer and Facilitator TPD

Victoria University School of Primary and Secondary Education
P O Box 17310

Karori

Wellington

New Zealand

Home 04 463 9639

Email: delia.baskerville@vuw.ac.nz

What is the aim of this project?
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| (the researcher) will carry out this project which is designed to investigate pedagogical strategies

used to strengthen relationships in New Zealand classrooms. The aim of the research is to 148
investigate what happens between a teacher and students, students and students, and when

students work individually in a Year 13 Drama classroom. This research project will involve students

in a Year 13 Drama class, their classroom teacher, and myself.

Your consent for your college to participate in the research is voluntary, and you will be required to
sign a written consent form. The project has been approved by the Victoria University of Wellington
Faculty of Education Ethics Committee.

What will | (the researcher) ask students and the teacher to do?
e Be observed working in five drama classes, one of which will be filmed.
e Write the ideas gained through watching a video of students and the teacher working during
a Drama class.
* Be available for an interview after the Drama class.
| will take notes during my observation of a Year 13 Drama class about what | see happening.

What data or information will be collected, and what use will be made of it?

Data will be collected from observations of students in four different lessons, a video will be taken of
one lesson, notes from six self-selected students will be made about their impressions of the
videoed lesson, and interviews will be conducted individually with the six students and their
classroom teacher.

The data collected during this research project will be strictly confidential. | will not identify your
school, you, or your students when the research is used in future course work, findings are written
up to be presented at future conferences and/or as papers for publication in academic journals. You
will choose another name for the college to be used instead. The taped interviews will be wiped at
the conclusion of the project. Transcribed interviews, observation sheets and journal entries will be
retained in secure storage (protected by password) for five years after which they will be destroyed.
The analysis of the findings is expected to contribute to knowledge about building positive
relationships in New Zealand classrooms.

What if | have any questions?
If you have any questions about the research project, either now or in the future, please do not
hesitate to contact me or my supervisor. Our details are listed above.

Best wishes

Caroline Wallis

Victoria University of Wellington
P O Box 17 310

WELLINGTON
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TITLE OF PROJECT:

Relational Pedagogy in a New Zealand Secondary School Drama Classroom
CONSENT FORM
School Principal

Please read the following and place a tick in each box if you agree with it.

| have had time to read the information, talk to Caroline and ask questions to help me
understand this research project.

| understand that Caroline will keep my identity and the identity of the school secret.
| understand that participation in this project is entirely voluntary.
| understand there is no payment for our college’s participation.

| understand that as part of the investigating what happens in a Year 13 Drama Class at our
college, that six selfselected students will be observed during class time; that Caroline will
take notes about what students do, that students record in a journal (provided by Caroline)
what students notice in a video of an observed lesson; and that the six students and the
classroom teacher will be individually interviewed by Caroline, during and after watching the
video.

| understand that | am free to withdraw from the research project prior to data analysis.

| understand that the interview tapes will be destroyed at the end of the project, and that
any transcribed interviews and journal entries will be retained in secure storage (protected
by password) for five years, after which they will be destroyed.

| understand that this research may be used to contribute to future teacher training,
conference papers and/or publications in academic journals.

Your name:

Date:

Your signature:

The ethical procedures outlined for this project have been reviewed and approved by Victoria University of

Wellington, Faculty of Education Ethics Committee
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TITLE OF PROJECT

Relational Pedagogy in a New Zealand Secondary School Drama Classroom

INFORMATION SHEET FOR FAMILIES

Kia ora

This sheet gives you some information about this research project. Please read the information
below before you decide whether you would like your child to participate in the project. Thank you
for considering this request.

Who is doing the research?

Researcher:

Caroline Wallis, BA (Hons), Dip Tchg

Student of EDUC 594 ‘Professional Practice Thesis’, for completion of Master of Education
Victoria University School of Primary and Secondary Education

P O Box 17310

Karori

Wellington

New Zealand

Ph 04 9022395
Email: caroline wallis@paradise.net.nz

Supervisor:
Delia Baskerville MED (Hons), Dip Tchg, ATCL (Speech and Drama)
Secondary Drama Lecturer and Facilitator TPD

Victoria University School of Primary and Secondary Education
P O Box 17310

Karori

Wellington

New Zealand

Home 04 463 9639

Email: delia.baskerville@vuw.ac.nz

What is the aim of this project?

| (the researcher) will carry out this project which is designed to investigate pedagogical strategies
used to strengthen relationships in New Zealand classrooms. The aim of the research is to
investigate what happens between a teacher and students, students and students, and when
students work individually in a Year 13 Drama Classroom. This research project will involve students
in a Year 13 Drama Class, their classroom teacher, and myself.
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Your consent for your child to participate in the research is voluntary, and you and your child will be 151
required to sign a written consent form. The project has been approved by the Victoria University of
Wellington Faculty of Education Ethics Committee.

What will | (the researcher) ask your child and the teacher to do?
e Be observed working in five drama classes, one of which is filmed.
*  Write the ideas gained through watching a video of her/himself and the teacher working
during a drama class.
* Be available for an interview after the drama class.

| will take notes during my observation of a Year 13 Drama Class about what | see happening.

What data or information will be collected, and what use will be made of it?

Data will be collected from observations of a class, a video will be taken of one class, notes from
students will be made about their impressions of the videoed lesson, and interviews will be
conducted individually with six students and their classroom teacher.

The data collected during this research project will be strictly confidential. | will not use your child’s
name when the research is used in future course work, findings are written up to be presented at
future conferences and/or as papers for publication in academic journals. S/he will choose another
name to be used instead. The taped interviews will be wiped at the conclusion of the project.
Transcribed interviews, observation sheets and journal entries will be retained in secure storage
protected by password for five years after which they will be destroyed. The analysis of the findings
is expected to contribute to knowledge about building positive relationships in New Zealand
classrooms.

Can | change my mind and withdraw from the project?
Your child has the choice to withdraw at any time prior to data analysis. If s/he withdraws any data
that has been supplied will be destroyed.

What if | have any questions?
If you have any questions about the research project, either now or in the future, please do not
hesitate to contact me or my supervisor. Our details are listed above.

Best wishes

Caroline Wallis

Victoria University of Wellington
P OBox 17 310

WELLINGTON
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TITLE OF PROJECT:

Relational Pedagogy in a New Zealand Secondary School Drama Classroom
CONSENT FORM
Families

Please read the following and place a tick in each box if you agree with it.

O | have had time to read the information, talk to Caroline and ask questions to help me
understand this research project.

O | understand that Caroline will keep my child’s identity secret.

O | understand that participation in this project is entirely voluntary.

O | understand there is no payment for my child’s participation.

O | understand that as part of the investigation into what happens in the year 13 drama class
my child is in, s/he will be observed during class time; that Caroline will be taking notes
about what s/he does; that my child will record in a journal (provided by Caroline) what s/he
notices in a video of an observed lesson; and that s/he will be interviewed by Caroline,
during and after watching the video.

O | understand that my child will be given an opportunity to check the final interview transcript
and make changes if s/he wants to.

O | understand that my child is free to withdraw from the research project prior to data
analysis.

O | understand that the interview tapes will be destroyed at the end of the project, and that
transcribed interviews and journal entries will be retained in secure storage (protected by
password) for five years, after which they will be destroyed.

O | understand that this research may be used to contribute to future teacher training,
conference papers and/or publications in academic journals.

Your name: Date:

Your signature:

The ethical procedures outlined for this project have been reviewed and approved by Victoria University of

Wellington, Faculty of Education Ethics Committee
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TITLE OF PROJECT

Relational Pedagogy in a New Zealand Secondary School Drama Classroom

INFORMATION SHEET FOR TEACHER

Kia ora

This sheet gives you some information about this research project. Please read the information
below before you decide whether you would like to participate in the project. Thank you for
considering this request.

Who is doing the research?
Researcher:

Caroline Wallis, BA (Hons), Dip Tchg
Student of EDUC 594 ‘Professional Practice Thesis’, for completion of Master of Education
Victoria University School of Primary and Secondary Education

P O Box 17310
Karori
Wellington
New Zealand

Ph 04 9022395
Email: caroline wallis@paradise.net.nz

Supervisor:
Delia Baskerville MED (Hons), Dip Tchg, ATCL (Speech and Drama)
Secondary Drama Lecturer and Facilitator TPD

Victoria University School of Primary and Secondary Education
P O Box 17310

Karori

Wellington

New Zealand

Home 04 463 9639

Email: delia.baskerville@vuw.ac.nz

What is the aim of this project?

| (the researcher) will carry out this project which is designed to investigate pedagogical strategies
used to strengthen relationships in New Zealand classrooms. The aim of the research is to
investigate what happens between a teacher and students, students and students, and when
students work individually in a Year 13 Drama classroom. This research project will involve students
in a Year 13 Drama class, you, and myself.
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Your participation in the research is voluntary, and you will be required to sign a written consent
form. The project has been approved by the Victoria University of Wellington Faculty of Education 154
Ethics Committee.

What will | (the researcher) ask students and you to do?
e Be observed working in five drama classes, one of which will be filmed.
e Write the ideas gained through watching a video you and your students working during a
Drama class.
* Be available for an interview after the Drama class.

| will take notes during my observation of a Year 13 Drama class about what | see happening.

What data or information will be collected, and what use will be made of it?

Data will be collected from observations of a class, a video will be taken of one class, notes from six
self-selected students will be made about their impressions of the videoed lesson, and interviews
will be conducted individually with six students and yourself.

The data collected during this research project will be strictly confidential. | will not use your name
when the research is used in future course work, findings are written up to be presented at future
conferences and/or as papers for publication in academic journals. You will choose another name to
be used instead. The taped interviews will be wiped at the conclusion of the project. Transcribed
interviews, observation sheets and journal entries will be retained in secure storage for five years
after which they will be destroyed. The analysis of the findings is expected to contribute to
knowledge about building positive relationships in New Zealand classrooms.

Can | change my mind and withdraw from the project?
You have the choice to withdraw at any time prior to data analysis. If you withdraw any data you
have supplied to the project or that has been supplied about you will be destroyed.

What if | have any questions?
If you have any questions about the research project, either now or in the future, please do not
hesitate to contact me or my supervisor. Our details are listed above.

Best wishes

Caroline Wallis

Victoria University of Wellington
P O Box 17 310

WELLINGTON
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TITLE OF PROJECT:

Relational Pedagogy in a New Zealand Secondary School Drama Classroom
CONSENT FORM
Teacher

Please read the following and place a tick in each box if you agree with it.

O

| have had time to read the information, talk to Caroline and ask questions to help me
understand this research project.

| understand that Caroline will keep my identity secret.
| understand that participation in this project is entirely voluntary.

| understand there is no payment for my participation.

O O O O4d

| understand that as part of the investigation into what happens in our drama class, | will be
observed during class time; that Caroline will be taking notes about what students and | do,
that students will record in a journal (provided by Caroline) what they notice in a video of an
observed lesson; and that | will be interviewed by Caroline, during and after watching the
video.

O | understand that | will be given an opportunity to check my final interview transcript and
make changes if | want to.

O | understand that | am free to withdraw from the research project prior to data analysis.

O | understand that the interview tapes will be destroyed at the end of the project, and that
my transcribed interviews and my journal will be retained in secure storage (protected by
password) for five years, after which they will be destroyed.

O | understand that this research may be used to contribute to future teacher training,
conference papers and/or publications in academic journals.

Your name:

Date:

Your signature:

The ethical procedures outlined for this project have been reviewed and approved by Victoria University of
Wellington, Faculty of Education Ethics Committee
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TITLE OF PROJECT

Relational Pedagogy in a New Zealand Secondary School Drama Classroom

INFORMATION SHEET FOR STUDENT PARTICIPANTS

Kia ora

This sheet gives you some information about this research project. Please read the information
below before you decide whether you would like to participate in the project. Thank you for
considering this request.

Who is doing the research?
Researcher:

Caroline Wallis, BA (Hons), Dip Tchg
Student of EDUC 594 ‘Professional Practice Thesis’, for completion of Master of Education
Victoria University School of Primary and Secondary Education

P O Box 17310
Karori
Wellington
New Zealand

Ph 04 9022395
Email: caroline wallis@paradise.net.nz

Supervisor:
Delia Baskerville MED (Hons), Dip Tchg, ATCL (Speech and Drama)
Secondary Drama Lecturer and Facilitator TPD

Victoria University School of Primary and Secondary Education
P O Box 17310

Karori

Wellington

New Zealand

Home 04 463 9639

Email: delia.baskerville@vuw.ac.nz

What is the aim of this project?

| (the researcher) will carry out this project which is designed to investigate pedagogical strategies
used to strengthen relationships in New Zealand classrooms. The aim of the research is to
investigate what happens between a teacher and students, students and students, and when
students work individually in a Year 13 Drama classroom. This research project will involve students
in a Year 13 Drama class, their classroom teacher, and myself.
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Your participation in the research is voluntary, and you will be required to sign a written consent
form. The project has been approved by the Victoria University of Wellington College of Education 157
Ethics Committee.

What will | (the researcher) ask you and your teacher to do?
e Be observed working in five drama classes, one of which will be filmed.
e Write the ideas gained through watching a video of you, your peers and your teacher
working during a Drama class.
* Be available for an interview after the Drama class.

| will take notes during my observation of a Year 13 Drama class about what | see happening.

What data or information will be collected, and what use will be made of it?

Data will be collected from observations of your class, a video will be taken of one class, notes from
six self-selected students will be made about their impressions of the videoed lesson, and interviews
will be conducted individually with six students and their classroom teacher.

The data collected during this research project will be strictly confidential. | will not use your name
when the research is used in future course work, findings are written up to be presented at future
conferences and/or as papers for publication in academic journals. You will choose another name to
be used instead. The taped interviews will be wiped at the conclusion of the project. Your
transcribed interviews, observation sheets and journal entries will be retained in secure storage for
five years after which they will be destroyed. The analysis of the findings is expected to contribute
to knowledge about building positive relationships in New Zealand classrooms.

Can | change my mind and withdraw from the project?
You have the choice to withdraw at any time prior to data analysis. If you withdraw any data you
have supplied to the project or that has been supplied about you will be destroyed.

What if | have any questions?
If you have any questions about the research project, either now or in the future, please do not
hesitate to contact me or my supervisor. Our details are listed above.

Best wishes

Caroline Wallis

Victoria University of Wellington
P O Box 17 310

WELLINGTON
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TITLE OF PROJECT:

Relational Pedagogy in a New Zealand Secondary School Drama Classroom
CONSENT FORM
Student participants

Please read the following and place a tick in each box if you agree with it.

O | have had time to read the information, talk to Caroline and ask questions to help me
understand this research project.

O | understand that Caroline will keep my identity secret.

O | understand that participation in this project is entirely voluntary.

O | understand there is no payment for my participation.

O | understand that as part of the investigation into what happens in our drama class, | will be
observed during class time; that Caroline will be taking notes about what students do, that |
record in a journal (provided by Caroline) what | notice in a video of an observed lesson; and
that | will be interviewed by Caroline, during and after watching the video.

O | understand that | will be given an opportunity to check my final interview transcript and
make changes if | want to.

O | understand that | am free to withdraw from the research project prior to data analysis.

O | understand that the interview tapes will be destroyed at the end of the project, and that
my transcribed interviews and my journal will be retained in secure storage (protected by
password) for five years, after which they will be destroyed.

O | understand that this research may be used to contribute to future teacher training,
conference papers and/or publications in academic journals.

Your name:

Date:

Your signature:

The ethical procedures outlined for this project have been reviewed and approved by Victoria University of
Wellington, Faculty of Education Ethics Committee
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Appendix 2

Researcher memos
Observations
Purpose:
To gather data that will help answer question one of the investigation:

¢ What aspects of relational pedagogy are evident in a New Zealand secondary school Drama
Classroom?

Setting/s:
A Year 13 Drama class
Tools:

¢ Observation schedule, photocopied six times for six different students.
e Researcher’s own field notes journal.

Procedure:

1. Gain school and relevant teacher’s permission for research in a year 13 Drama Class.

2. Arrive at class for the first lesson and introduce myself as teacher and researcher who is
undertaking an investigation into different types of interactions in a drama class. Ask for six
student volunteers to be participants in the study and leave the room for the classroom
teacher to allow discussion. When | reappear if more than six participants have volunteered,
the teacher and | will discuss the options and select for gender balance and ethnic diversity.
When the participants have been identified | will explain to them the procedure for
observations and interviews and give out permission forms.

3. When permission forms have been returned | will attend the Drama class over three lessons.

- Sit to the side and do not disrupt any proceedings.

- Make a note of time of day, context of lesson and any other factors that help explain the
nature of the environment being observed e.g. temperature.

- Politely refuse any requests to engage in what’s happening as purpose is to observe.

- Each lesson the researcher observes two of the six students who have given permission to
be part of the study. Write notes on observation schedules photocopied for each student.

4. Make any notes in researcher’s field notes journal of what the teacher says to the class or to

the researcher informally about what is happening in the class at that time.
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Researcher Memo: Stimulated Recall Video for Interviews
Purpose:
To gather data that will help answer question two of this investigation:

¢ In what ways do relationships within the Drama classroom impact on student understanding of
themselves and others, and their learning in and of Drama?

Setting/s:

e AYear 13 Drama Class

Tools:

¢ Video camera, video tape for an hour’s lesson and a tripod.
e Researcher’s field notes journal.

Procedure:

1. After observing the class for four lessons (one general observation, three to observe six
students) the fifth lesson will be videoed. The following process will be followed:

a. Check that permission is given for all the six student participants and the teacher.
These are to be the focus of the video.

b. Prior to the day of filming the filming equipment, and the tape will be trialled in the
specialist drama space so as to identify any logistical issues e.g. lighting, ability to pan
and zoom in the space.

c. Onscheduled day of filming, set up the camera and tripod to one side of the class, and
make sure spare tapes and batteries are on-site.

d. Several protocols have been designed to ensure that the filming is unobtrusive: masking
tape is to be put over the camera’s red ‘filming’ light; camera set up in a corner to allow
coverage of whole space whilst still the ability to zoom in where necessary; researcher
is to be seated away from the camera; eye contact between the researcher and the
participants is avoided; and all questions referred back to the teacher.

e. Asthe purpose of videoing the lesson is to stimulate thoughts on how the selected
students interact with their teacher and with each other, filming will be of the
following:

- The start of the lesson and how the teacher introduces the work for that day, and sets up

tasks;
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How the teacher speaks to students when either in a whole class, when they work in groups;
or in a one on one context; 161
How selected students work on the tasks. This could be filming them whilst they work
independently, or when they work in group. If the selected students are far away from the
established camera then the camera will be moved closer. The participant researcher will
endeavour to not disrupt what the group or student is doing, or draw attention to the
movement of camera. Again the researcher will move away from the camera after it is
relocated.

f. Given the purpose of the video, to stimulate thoughts on interactions in the class, not
all activity in the lesson will be filmed. In total there may be around half an hour of
filmed material for the students to watch, made up of short segments of filmed activity
covering the above mentioned moments.

g. Atthe conclusion of the lesson turn off camera and make sure safely packed away. As

soon as practical a backup copy of the tape will be made.
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Researcher memo: Student Interviews
Purpose:
To gather data that will help answer question two of this investigation:

¢ In what ways do relationships within the Drama classroom impact on student understanding of
themselves and others, and their learning in and of Drama?
0 What are the similarities and differences in the way that students of different genders
view relationships in their Drama class?

Setting/s:

* AYear 13 Drama Class
e A neutral space at the selected college where the interview can be conducted with no
interruption. That is, it is not a shared office space or has multiple uses.

Tools:

¢ Video camera, video tape for an hour’s lesson and a tripod.
e ATV to play back the videoed lesson.

* Hand held voice recorder.

e Researcher’s field notes journal.

e Writing material (paper, pens) for participants

Procedure:

1. After observing the class for four lessons (one general
observation, three to observe six students) the fifth lesson will be videoed (see above).

2. Aninterview schedule of who is to be interviewed the following day, when and where, will
be drawn up after the class. All six students are to be included on the schedule.

3. The next day all equipment will be checked that it is in working order.

4. As each student enters according to the schedule the procedure of the interview (steps 5 -
10) will be outlined to them, and they will be given the chance to ask any questions about
that procedure.

5. The student will be asked verbal interview questions, and s/he will be asked to recall, in a

small amount of reflection time, his/her responses (in relation to the lesson observed) on



10.

11.

12.
13.
14.
15.
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the paper provided. This will help alleviate participants being influenced negatively by how
they initially see themselves on video.

Around 5 — 10 minutes will be taken at this point for what Pirie calls ‘giggle-time’(1996, p.
7). This allows time for the student participants to adjust to seeing themselves on the video.
The student will then be asked for a pseudonym that s/he wish to use. The student will be
informed that the voice recording will begin, and a statement made at the start of the tape
regarding date, time, and place of interview as well as who is in attendance (including using
the student’s pseudonym).

Segments of the video of the lesson will be shown to the student. For example, a section
shows the teacher talking with students, a segment showing the student working with
others, a segment showing the student individually working on a task.

After each segment the student will then be asked a series of questions about interactions
are occurring during that lesson. In line with the previous stated literature on stimulated
recall this line of questioning will be focussed on their thinking and feeling at the time of the
lesson. (See informal line of questioning for student interviews in Appendix B).

At the conclusion of discussion of different video segments the student will then be asked if
they have anything else they wish to add pertaining to the material raised by the video or
by the interview. This will allow for any reflections which have been generated from the
stimulated recall interview.

Information regarding when transcription will take place is given. Each student will be given
an opportunity to review his /her interview transcript, and change these if desired.

The student will then be thanked and the interview will conclude.

The video will be rewound and voice data saved onto researcher’s laptop.

The procedure will then continue with the next student.

It is anticipated that the interviews will be around half an hour each.
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Observation Schedule (developed from Te Kotahitanga literature, Bishops and Berryman, 2006)

Classroom Observation — Relationship Pedagogy — March 2009

School: s Teacher:

Teacher/subject: s Date of observation: ......cccevvvieeeenns
Classlevel: s

No. of students: Girls ............ Boys: ... Lesson topic:

ROOM ENVIRONMENT

Indicate teacher position in relation to students in the initial instructions. Record classroom changes and/or

comments regarding teacher position and movement. Codes: T=Teacher S=Student O
= Observer
Time: TIME:

Time: TIME:
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LESSON NARRATIVES (FIRST 5 MINUTES): Describe how the teacher meets and greets students. How are
curriculum and behavioural expectations set?

Describe how the teacher links the learning with the students own experiences:

LESSON NARRATIVES (LAST 5 MINUTES): Describe how the teacher concludes the lesson, checks for understandings of
learning outcomes, brings together the curriculum focus of the lesson, the teacher’s interactions with students as
they prepare to leave. Include evidence of care in pronouncing student names throughout the lesson.
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RELATIONSHIP PEDAGOGY EXAMPLES IN THE DRAMA CLASSROOM: Teacher
166

Knowledge of students, where they are in their learning and need to go next: teacher effectively
manages high expectations & structuring interesting activities for students. Classroom routines
established: circle & smooth transitions between tasks. Clear explicit instructions with exemplars. Warm
ups linked to activities & meet student abilities

Respect and care for student as a learner: Lesson relaxed pace, encouraging feedback, strategies to
scaffold learning observable, foreshadow questions and learning,. No put downs or ridicule. If present,
addressed straight away. Students confident to share. Students take risks in their learning — verbalise
thoughts openly.

Provision of a safe space for students to participate: no put downs, rituals and routines established.
Learning intentions clear. Respectful behaviours. No inappropriate touching. Bags in set place. No one
touching anyone else’s property. There is order.

Provision of learning opportunities for students to play, explore and learn: Laughter, students play
and enjoy their work. Clear set tasks. Meaningful context for learning. Students feel comfortable with the
creative process, and behaviours appropriate to the different stages of the process. Teacher is a confident
leader. Teacher comfortable in this role.

Teacher models patience and humour and is committed to a reciprocal learning relationship:
Fairness. Teacher responds to student questions, addresses inappropriate behaviour, shows good humour,
sees the lighter side of things, gives students the opportunity to do something funny and is an attentive
listener. Teacher has positive ways of managing student behaviour.
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After each 10 minute observation period, tick relevant boxes for each type observed during the
previous 10 minutes 167

Observation sheet design based on literature from Kaupapa Maori and Pedagogy of care (Macfarlane, 2004)

Atmosphere and interactions in 10 minutes | 10 minutes | 10 minutes | 10 minutes | 10 minutes | 10 minutes
the classroom

Knowledge of students, where
they are in their learning and need
to go next: Individual learning
needs of students are
acknowledged and addressed.

e Teacher takes time to get
to know all students

e pronounces their names

correctly

. Listens attentively

. Questions

. Uses positive tone of
voice

o Shows an interest in the
student’s learning.

Respect and care for student as a
learner:

¢  Side coaching individuals

e Scaffolding learning.

. Teacher models kindness,
encouragement and
praise to build the inner
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resources of the child.

. Takes time to build trust

. Offers open invitations to
contribute ideas

. Issues of disrespect are
addressed.

168

Provision of a safe space for
students to participate

o Teacher works at slow
pace

e Teacher has open body
language

e Teacher has open
gestures.

. Students have sufficient,
individual body space.

e Students listen attentively

. Students collaborate.

Provision of learning opportunities
for students to play, explore and
learn:

. Teacher expectations
clear

o Teacher models kindness

. Teacher encourages

. Teacher praises students
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e Task given whilst students
are doing (side coaching)

. Pair, group class
scaffolding to
performance.

e Students are taught to
give feedback.

169

Teacher models patience and
humour and is committed to a
reciprocal learning relationship:

e  Teacher listens
attentively

. Teacher responds
sensitively

. Teacher gives positive
feedback

e Students’ prior
knowledge is
acknowledged.

e Teacher creates experts
in the room

e  Teacher acknowledges
student expertise
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After each 10 minute observation period, tick relevant boxes for each type observed during the
previous 10 minutes: Student

Observation sheet designed from Stanislavski’s (1936) circles of attention.

1.  Stanislavski’s Inner circle of 10 minutes 10 minutes 10 minutes 10 minutes 10 minutes 10 minutes
attention: Student interactions
with space, and form

. Student’s awareness and ability
to follow class rituals and
routines at the beginning of
class

. Student’s level of comfortability
in an inclusive, cohesive learning
community:

- open body language,

- eye contact

- ability to follow
established routines.

. Student engagement in
opportunities for him / her to
play, explore and learn

. Student asks questions

. Actively listening

o Contributing ideas,

. Participating.
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Middle circle of attention:
Student’s interaction with other
group members

Working co-operatively with
peers

Giving and accepting offers

Giving feedback

Listening, talking one at a time

Works collaboratively to move
on together

Inclusive body language

Positive facial expression

Knowledge of and interest in
other students

Affirming other ideas

Building on others ideas

171

Outer circle: Student’s
interactions with the teacher
and other students

Student’s awareness of
teacher’s attitudes of interest,
respect love and care of him /
her eg student’s positive
response to feedback, proximity

Smiles and friendly facial
expressions used when
responding to others

Open body language

Power sharing seen in co-
construction of tasks

Teacher praise of work
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Feedback taken on and
incorporated into work

Student’s feeding ff others ideas

Students doing tasks and
completing them within a time
frame.

Students managing self

Students making decisions
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Student Interviews:

Sequences of informal questions to be used and different segments of video to be shown:

Video of teacher giving out tasks in groups, and one on one, talking to students as a class, in groups,
one on one

What did you notice about the way your teacher is interacting with you during whole class

interactions?

- What did you notice about the way your teacher is interacting with you during small group
time?

- What did you notice about the way your teacher is interacting with you during time given to
work on individual tasks?

- Which tasks are you engaging with? Why do you think this is the case?

- Which tasks are you not engaging with? Why do you think you made that decision?

Video of selected students working with other students

- What tasks were you are allocated to work with your peers? What possible explanation
would you give for this?

- How are you working in relation to your peers? What’s your attitude towards your peers
whilst you are working with them? Describe what the group dynamics appear to be like.
Why you think the dynamics are like this?

Video of selected students working independently

- What do you feel you are learning in this lesson about Drama?

- What skills have you learnt in Drama?

- What tasks, if any, are connected to what you are learning about Drama?

- What do you feel you are learning in this lesson about yourself? What tasks, if any, are
connected to what you are learning about yourself?

General question for reflection

- What skills do you think you have learnt from taking drama?
- What are your successes and struggles when you work alone?
- What have you learnt about your relationships with your teacher and fellow students from

watching and reflecting on this video?
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Structure of Video clips used for Interviews

Student Interviews:

EDUC 594: Professional Practice Thesis: Student interview (pseudonym)

Clip 1: Teacher outlines the lesson, class warm up

- What did you notice about the way your teacher is interacting with you during whole class

interactions?

Clip 2: Student feedback on use of emotional memory/intent

- What did you notice about the way your teacher is interacting with you during time given to
work on individual tasks, for example, when asked to feedback individually to the class?

- Which tasks are you engaging with? Why do you think this is the case?

- Which tasks are you not engaging with? Why do you think you made that decision?

Clip 3, 4, 5 (Different students working together): Video of selected students working with

other students, teacher moving around groups and monitoring and giving feedback

- What did you notice about the way your teacher is interacting with you during small group
time? (Where this occurs for the student: if not captured on film, recall the time and what
feedback they received from the teacher)

- What tasks were you allocated to work with your peers? What possible explanation would
you give for this?

- How are you working in relation to your peers? What'’s your attitude towards your peers
whilst you are working with them? Describe what the group dynamics appear to be like.

Why you think the dynamics are like this?

Clip 6: Video of selected students working independently

Use for when giving individual feedback to the groups who have performed
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- What is going on in your mind when watching other groups perform?

175

- What do you feel you are learning in this lesson about Drama?

- What tasks, if any, are connected to what you are learning about Drama?
- What do you feel you are learning in this lesson about yourself? What tasks, if any, are

connected to what you are learning about yourself?

General question for reflection

- What skills do you think you have learnt from taking Drama?
- What are your successes and struggles when you work alone?
- What have you learnt about your relationships with your teacher and fellow students from

watching and reflecting on this video?



Relational Pedagogy in a New Zealand Secondarg@drama Classroom

Appendix 6
176

Researcher Memo and Questions for Teacher Interview
Purpose:
To gather data that will help answer both questions of this investigation:

¢ What aspects of relational pedagogy are evident in a New Zealand secondary school Drama
classroom?

¢ In what ways do relationships within the Drama classroom impact on student understanding of
themselves and others, and their learning in and of Drama?

Setting/s:

¢ Video of a year 13 Drama class (previously used for student interviews)
¢ A neutral space at the selected college where the interview can be conducted with no
interruption. That is, it is not a shared office space.

Tools:

¢ The video taped lesson of a Year 13 Drama Class
e ATV to play back the videoed lesson.

* Hand held voice recorder.

e Researcher’s field notes journal.

Procedure:

1. After the student interviews have been completed time will be set aside the next day to
interview the teacher of the Year 13 Drama Class.

2. At the start of the teacher interview the procedure will be explained and opportunity given
for any questions about the interview process. The teacher will then be asked for a
pseudonym that they wish to be used. The teacher will be informed that the voice recording
will begin, and a statement made at the start of recording as to date, time, and place of
interview as well as who is in attendance (including using the teacher’s pseudonym).

3. Segments of the video of the lesson will be shown to the teacher. For example, a section
showing the teacher talking with students, a segment showing the selected students
working with others, a segment showing the selected student individually working on a task.

4. After each segment the teacher will then be asked questions about their interactions

occurring during that lesson. In line with the previous stated literature on stimulated recall
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this line of questioning will be focussed on their thinking and feeling at the time of the
lesson. (See informal line of questioning for student interviews in Appendix B). 177
5. At the conclusion of discussion around the different segments of the video the student will
then be asked if they have anything else they wish to add pertaining to the material raised
by the video or by the interview. This will allow for any reflections which have been
generated from the stimulated recall interview.
6. The teacher will then be asked if they have anything else they wish to add pertaining to the
material raised by the video or by the interview.
7. Information regarding when transcription will take place and when s/he will be given an
opportunity to review interview transcript, and change these if desired.

8. The teacher will then be thanked and the interview will conclude.

9. ltis anticipated that the interview will be up to a 45 minutes.

Interview

Sequences of informal questions to be used and different segments of video to be shown:

Video shown of teacher interacting with class, groups and one on one

- How would you describe your relationships with students in your class? Is there any

evidence from the video that generates this response?

- How have you establishing working relationships in this class? Pairs? Groups?

- What do you notice about those decisions in this lesson?

Video shown of students working on groups and as individuals

- What different tasks are you using in this lesson?

- Isthere a reason for using these specific tasks?

- What did you want the students to learn this lesson? What context did you use? What
skills, knowledge and understandings were you trying to build?

- What did you notice about students’ interactions in regards to this proposed learning?
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General question for reflection

- What do you notice about student learning when students work alone? What evidence do

you feel supports this?

- What do you notice students learning about others when working in a group? What

evidence do you feel supports this?

- What changes (if any) do you notice in student relationships when working in a group?

What evidence do you feel supports this?

- What did you notice about student proximity, dialogue, and gesture when working on a

task?

- What conclusions do you draw about your students from this data?

- What have you learnt about your relationships with these students from watching and

reflecting on this video?
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Level 3 Analysis Chart

Teacher relationship with the class/students

Statements highlighted are unique to the student point of view (not covered in the open coding)

Category % of total Data from each category Relevant theme from
responses open coding
Teacher allows 12% BR25 Script interpreted lots of
different different ways
interpretations of a AL17 No set answer in Drama Respect for student
script AL18 Teacher lets us go ideas/work 5/99
Gl24 Let’s students ideas come
out
JA30 Teacher lets us think Student ideas validated
outside your box 9/99

AL37 Gave a different
interpretation of the script to

others Respect for all ideas
Gl13 Thought there was a 2/99

difference in script

interpretation Students

A6 Teacher doesn’t tell you independant/self
what to do, room given for managing 1/99

students to figure it out

JA25 Different interpretations
of one script

JA33 Get more ideas from own
interpretations

AL48 Create work out of own
life

AL38 Own opinions sought
BR26 Teacher encourages
student interpretations of
script

A13 Compromise on how script
interpreted

JA6 Drama is your own
interpretation

AL26 Different interpretations
of the script came out

RI18 Lots of different
interpretations of script

BR27 own interpretation
allowed of script

RI19 teacher allowed freedom
of interpretation

A16 Different interpretations of
the same script




Students are allowed
to work independently

7%

BR 17 Teacher had already
seen their work and so knew
they were ok

BR 16 Student understood the
task, minimal monitoring from
teacher

BR 15 Is confident with the
subject matter when it is
explained

AL47 Teacher shows them
what they can do

BR11 Expectations from the
teacher clear

AL11 Teacher leaves student to
work on a task

AL 16 Working independently
occurred more from year 11
AL13 Spent time on task with
no teacher involvement

RI15 Drama teachers teach to
self direct

RI11 Can ask teacher if they
have a question

R19 Close environment comes
from ‘contract’

Rl 12 Students understood
what to do and when

A8 Students understood the
task

Students
independent/self
managing 1/99

Teacher talk limited
4/99

Understanding student’s
learning process 1/99

Trust 3/99

Modelling 4/99

Belief in student’s ability
2/99

Students value their
relationship with their
teacher

6%

RI8 Close bond in Drama
different to other classes

AL10 Can talk to her as a peer
whilst respecting her as a
teacher

AL50 Teacher supportive

GI23 Great teacher is able to
connect to students

A21 relationship with teacher
important

AL12 Can always go to teacher
for help

BR6 Strong relationship with
drama teacher

AL 23 Don’t want to disappoint
teacher

ALS5 Can have good relationship
with other teachers, but mainly
in Drama

JA 37 Respectful relationship
needed between teacher and

Facilitation/side
coaching 4/99
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student
JA36 Teacher’s role mainly
inspiration

Characteristics of the
teacher are based on
care, humour and
understanding

6%

A5 Teacher’s enthusiasm
generates class engagement
BR2 Teacher is casual

AL2 Teacher like a friend

AL3 Comfortable with teacher
AL7 Teacher beside you makes
you feel comfortable

JA8 Drama teachers mostly
inspiring

BR1 Teacher is kind

BR5 Drama people are funny
characters

R14 teacher is approachable
BR4 Drama teachers are cool
A25 Needs supportive teacher

Empathy 2/99

One on one
communication 6/99

Teacher positive in one
on one discussions

3.8%

JA14 Teacher was focussing on
me

AL8 Talking one on one is
comfortable, can be honest
G14 Teacher looks at you when
talking

BR34 Teacher listens to me
which influences relationship
JA11 One on one conversations
give more to work on

R15 positive reinforcement
when talking one on one is
reassuring

One onone
communication 6/99
Open body language
4/99

Listening 5/99

One on one
conversations 6/99

Positive speech (T)
11/99

Class environment is
built by the teacher

3%

A26 Friendly class atmosphere
is provided by the teacher

BR9 Drama class allows risks to
be taken through acceptance
and encouragement

BR8 Trust activities in class

JA7 Need an inspiring teacher if
going to be inspired

Trust and trust exercises

3/99

Negative experiences
with Drama teachers
affect learning

2.7%

GI21 Different drama teacher
had a short fuse

JA4 Learn different things from
different drama teachers

GI22 Mutual ‘sick of each
other’ with previous teacher
JA9 Didn’t like the activity
filmed but still did it

A22 Disrespect for teacher
means you won't listen to them
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Teacher is 1.6% A4 Teacher passionate and
knowledgeable knowledgeable
Al Teacher knowledgeable Scaffolding 2/65
A17 Teacher plans and build
the work
Equal status between 1.6% G12 Drama teacher is like one Equality 3/99
teachers and students of you
RI16 Felt on equal footing in
the group
BR33 In Drama you are working
with teacher and students as
an ensemble
No put downs allowed | 1% BR10 No put downs generated | Respect for all ideas
in class from teacher 2/99
AL44 Laughing with not at
Explanations short 1% R13 Explanations concise and Teacher talk limited
understandable 4/99
G13 Only says things once
Teacher noticed class 1% RI1 Teacher noticed the class Empathy 2/99
energy was tired
AL1 Teacher recognised low
class energy
Class usually does tasks | .05% A2 Class usually does tasks set
Teacher had eye .05% BR12 Teacher had eye contact | Body language 2/99

contact with students

with students

Teacher involvement

JA1 Teacher is involving

AL teacher getting involved is
important

AL6 Important that teacher
joinsin

Gl Teacher joins in activity
A23 Teacher shares in activity

Modelling 4/99

Learn different things
from different drama
teachers

JA3 Learn different things from
different Drama teachers

JA32 Another drama teacher
allowed student interpretation
of script
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Student’s relationship with each other

Category % of total Data from each category Relevant theme from
responses open coding
Learn from working 15% JA34 Drama class opens your Acceptance of others

with other in Drama

mind to other ideas

A9 Students get used to working
with different people

A12 See things from other’s
points of view

A11 Conflict of ideas in groups
can be frustrating

RI20 Learnt the class brings a
range of emotional experiences
to the class/work

R124 Groups more productive
RI21 The type of group work in
drama involves leading, taking
and sharing ideas

JA When people are dedicated
everyone will join in

JA5 Make your own style from
many

JA 35 Performance is not just
about yourself

G110 What's similar is working
with different people

G16 Learn to work with different
types of people

G15 Working in a group means
dealing with different ideas

G18 Groups allow you to share
ideas

AL19 Interact with lots of
different people

AL20 Working with different
people allows you to develop
friendships

AL14 Gets along well with person
working with

BR20 Can work with a variety of
people

BR21 Openness to who to work
with came from years in Drama
class

AL15 Working independently is
unique to Drama, as opposed to
strict control of teacher

1/99

Resolution seeking 1/99

Co-construction 6/99

Co-construction 6/99
Resolution seeking 1/99

Co-construction 6/99

Acceptance of others
1/99

Self management 2/99

Experimentation 5/99

Acceptance of others
1/99
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AL32 Ask peers what they
thought 184
BR18 Group work in Drama is
different from other subjects
BR24 Everyone brings something
different

BR19 Group work in Drama gives
you something you don’t get in
other classes

BR28 Seeing difference gives
more ideas as to how to work in
Drama

BR 29 Drama allows you to see
other’s perspectives

BR22 Learn more from being with
different people

Drama class is warm 5.5% RI10 Class contributes together
and friendly BR7 Get on with drama teacher
and students in that class

AL43 Drama class is supportive
RI14 Positive helping
environment

GI15 Class is friendly

JA31 Friends made through
drama performance

AL45 Classmates like family
BR32 Content of drama lesson
brings people closer

BR31 Drama class brings people
closer together

BR 30 Class relationships are
strong

Feedback between 5% AL30 Teacher prompts feedback
students is encouraged AL33 Positive or constructive
feedback in the class Peer feedback 1/99
AL29 Feedback often given in
class

AL34 Positive feedback or safe
constructive feedback allows Peer feedback 1/99
student to feel comfortable Positive speech (T)
AL31 Student give feedback 11/99

BR13 Teacher encouraging during
feedback

JA 13 Likes getting advice

A15 Feedback encouraged

GI16 Criticism is helpful

Year 13’s have worked | 2% AL28 Year 13’s give good
together over the performances which allows
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years feedback
RI13 People co-operate together 185
by the time you are in Year 13
AL46 Performance last year a
uniting factor

Students like to talk in | 2% AL4 Don’t have to listen all the Talk 1/99
class time

GI11 What's different in drama is
the level of talk

Gl12 Drama the subject you can

talk in
AL22 Balance between work and
talk
Group work not 2% A10 Group work not unique to
unique to Drama Drama but more of it in Drama
A7Group work not unique to
drama
G19 Group work found in other
subjects
Students’ relationship with the subject
Category % of total Data from each category Relevant theme from
responses open coding
Awareness of own and 5% AL25 Feeding off other
other’s performances performances as well as

listening to own
AL35 Unaware of how she

looked on the stage Growth in student’s
AL36 Didn’t realise class self awareness 3/99
reactions

BR23 Compares own work to

others when watching a Co-construction 6/99
performance

Gl14 Focussed on performances
when they were happening
AL27 People feed off other
people’s performances Growth in student’s
AL24 Watching performance self awareness 3/99
whilst thinking of her own
JA24 Focussing on own
emotions when watching
performance

RI17 Performances provoke
thought about own
performance
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Finding emotions and 4% JA23 Drama helps people deal

empathy through Drama with situations 186
RI23 In Drama it’s about you
and your heart, rather than Empathy 2/99
your head

AL41 Drama encourages
empathy for other people and
situations

A14 still felt performance when
finished

JA27 Example of where he was
in role

JA17 Context like finding your
emotions isn’t found in other
subjects

JA22 Learn to bring out
emotions in certain situations
JA27 Learnt about putting
emotions into performance

Learn specific aspects of | 4% GI20 Cool to learn how to act
Drama curriculum A20 learn about focus

JA21 Learn more about Drama
GI19 Learnt voice projection
Gl17 Learnt about context re:
use of voice

G17 Learn different types of
plays

RI22 Learn Drama curriculum
A18 Learnt use of space, tone

of voice
Non-contextual learning | 2.7% AL39 Drama teaches people
from Drama such as confidence
growth in confidence AL40 Learn to laugh at yourself

GI18 Learnt self control

A24 Can be hard to ‘let go’ in
Drama

A19 Learn self confidence

Drama is about 1% JA26 What the audience
conveying messages believes is important

JA28 Learn a lot from Drama,
mainly getting a message across

Drama lets you be JA18 Drama lets you be
someone else someone else

AL42 Drama acts as an escape
JA19 It's a pleasure to be
someone else




