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Glossary


	Term

	Definition



The way in which a person views and evaluates something (Sáchez et al., 2016). 
Autoethnography, is a research method that places the researcher at the centre of the study. Describing personal experience in order to understand oneself in a wider context (Cohen et al., 2018). 
The ability to do something (Cambridge Dictionary, n.d.). 
Emic experiences are when an individual holds subjective interpretations and perceptions of the particular group being studied due to their “insider” perspective (Cohen et al., 2018).
An ethnodrama is a written adaptation of an ethnographers research data (e.g. interview transcripts) which is transformed into a live, public theatrical performance (Sallis, 2007). 
Ethnography is a qualitative research method where a research studies a particular group; observing the perceptions of what is happening (Cohen et al., 2018).
A generalist educator is an individual who teaches across all subjects areas (primary education context) or is teaching outside of their major subject area (secondary education context).
Self-efficacy refers to an educator’s belief in their capacity and abilities to effectively handle work-related tasks, responsibilities and challenges (Barni et al., 2019). 
A specialist educator is an individual with knowledge, experience and expertise within one major subject area. 
Verbatim Theatre is a form theatre that is constructed from spoken words of real ‘ordinary’ people responding to a particular issue or topic (Anderson, 2007). 	
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Abstract
The proposed research seeks to investigate generalist educators' perceptions of the relationship between students' willingness to participate in drama during primary and lower secondary education and the perceived capability of the teacher delivering the drama program. Recurring themes evidenced within literature include the prevalence of inadequately trained generalist educators being asked to teach drama across primary and secondary education contexts and a likely associated student reluctance to engage in drama. Previous research suggests a correlation, but this has yet to be established, particularly in a post-COVID period, hence an emerging gap in the literature. It is difficult to imagine that student reluctance to participate in drama is unrelated to practices of generalist educators being assigned as drama teachers, who often lack the capabilities and confidence to teach drama well. International research has examined the perceptions and experiences of educators teaching out of their specialist subject area, but there is a lack of research regarding the experiences, thoughts and feelings of Western Australian primary and secondary generalist educators teaching drama. 

Accordingly, this research responds to this identified gap by investigating generalist educators' narratives of classroom experiences teaching drama. A particular focus will be aligned with their perception of whether or not their lack of specialisation negatively impacts students' participation in drama. This research employs an Arts-Based Education Research (ABER) design with data collected through semi-structured interviews, which will be thematically analysed and transposed into embodied vignettes with the result of the study disseminated through an ethnodrama performance. A purposeful selection of six participants will be undertaken across Government, Association Independent Schools WA (AISWA) and Catholic school sectors to ensure the inclusion of diverse educator perspectives. The participants will be generalist educators in primary or educators working out of specialisation in lower secondary education. The research questions will invite educators’ perceptions of the need for more rigorous drama training in initial teacher education courses and the importance of professional development opportunities for educators working outside their subject area. Notwithstanding the small sample, the research may have implications for curriculum development and staffing of drama and arts disciplines in primary and secondary education, given the range of sectors represented. 








































Background
As an early-career secondary drama specialist whose passion is drama education, my emic experiences of navigating poor student behaviour amongst Year 7-9 students arising from reluctance to participate have been a cause for concern. Across my two years of teaching during and post-COVID, I have observed that drama is often viewed as a less important subject by school hierarchy leaders in timetabling decisions (e.g. scheduling drama on recurring public holidays or late in the day when students are tired), which may explain why generalist educators are often assigned to teach drama. My own teaching practice has been regularly audited and evaluated as exemplary, which led to the formation of the research hypothesis that prior exposure to drama in the primary years (at least for the students I taught in lower secondary) needed to be revised. I posited that the lack of teacher specialisation in primary years had limited students’ understanding and capability and, therefore, their willingness to engage in lower secondary as the skills and content increased in complexity.  

The notion that drama is an easy subject without rigour (Gray et al., 2020) leads to pragmatic timetabling decisions resulting in generalist educators filling the gap, disregarding whether they are trained specialists or not and simply because they are available (Darlington, 2017; Braverman, 2021). The overcrowded curriculum and the subject hierarchy of 'core' subjects, including Science, Technology, Engineering, and Mathematics (STEM), dominate time allocations and timetabling decisions (Majoni, 2017). This hierarchy has dominated Western approaches to education for centuries (Bleazby, 2015) and intensified during COVID-19 (Cunningham & Gibson, 2023; Paris et al., 2023). The higher status of STEM subjects is often assumed to reflect their greater economic and social value (Bleazby, 2015), with arts subjects often being sidelined as frivolous or discretionary to STEM goals (Henriksen & Mishra, 2020). The structurally low status of drama is pervasive and infiltrates both staff and student attitudes and perceptions of its value within education (Fleming, 2006; O'Grady, 2019). From my own experiences, many students are not being offered to study art subjects as a part of their Australian Tertiary Admission Rank (ATAR) subject selection for university entrance, or schools are fighting to keep the ATAR status of arts subjects due to low enrolments. The Australian Curriculum only introduced and recognised drama as a subject in 2015. Students now engage in drama from their first year of school to the end of primary school, and once in high school, they can begin specialising in multiple arts disciplines (Ewing, 2020). Within the initial release of The Arts in the Australian Curriculum, it was emphasised that the best possible way to teach arts subjects was to maintain specialist teaching (Garrett & Crean, 2011), which in many cases is contrary to what is currently occurring (Stinson & Saunders, 2016; Pryor, 2018; Ewing, 2020). 

There is compelling evidence that an educator's capabilities and commitment to teaching drama are critical factors in motivating students to continue their drama studies in high school (McLauchlan, 2011). Specialist drama educators believe students miss out when they are taught by generalists (Gray & Lambert, 2020) and consider that a perceived lack of passion and knowledge can negatively impact students' subject experiences, resulting in future avoidance (Du Plessis, 2013). Although an early-career drama specialist, my years of engagement in arts disciplines and training have developed a high self-efficacy in regard to my theoretical drama knowledge and teaching pedagogy. Many students I have taught in Years 7-9 who exhibited reluctance and poor drama skills frequently came from a background of limited to no drama experience, making me wonder if it is due to generalist drama teaching. This notion is concerning given the body of literature that demonstrates the many lifelong benefits that involvement in drama affords students (Schiller, 2008; Kalidas, 2014; Teague, 2016; Jarrah, 2019; Schneider & Rohmann, 2021; Nurhasanah, 2022).

The Australian Curriculum (2023a) identifies a suite of positive impacts for students, including creativity, imagination, perspective-taking, emotional regulation, empathy, and personal expression (Australian Curriculum, 2023a). With the Australian Curriculum mandating that every Australian child study one performance and one visual subject from Pre-primary to the end of Year 8 (SCSA, 2023a), it is a legal entitlement for students to access these benefits. However, the notion that entrenched attitudes about the status and the practices of educators delivering a subject irrespective of their training and expertise seems at odds with our education system’s mission to engage, inspire and enrich all students in learning experiences that encourage them to reach their creative and expressive potential (Australian Curriculum, 2023b). The established deficit in specialist drama teaching and unequal access to art education is a growing concern (Ewing, 2011; Kerby et al., 2021) and frames my interest in understanding why, for some children, the study of drama has been ineffective in actualising its benefits.

The proposed research aims to investigate six Western Australian primary and secondary generalist educators' attitudes and perceptions of their capabilities toward teaching drama. This research will examine participants' lived experiences and how they feel teaching drama as a generalist; and if, in turn, they believe their lack of specialist drama knowledge contributes to students' reluctance to engage. Participants' perceptions and lived experiences teaching drama will be extracted from the interview data and framed into an ethnodrama; research performed to an audience through the medium of drama language. This research aims to highlight the need for increased engagement in arts/performance-based education units throughout university preservice teacher preparation courses (Österlind, 2015). Students in primary and secondary schools could be missing out on drama learning experiences because many generalist educators may lack the training and confidence in their capabilities to deliver the Drama curriculum. Students may not be reaping the benefits that drama offers due to an absence of generalist educators who feel confident in teaching drama (Russell-Bowie, 2013). This research will also emphasise the need for ongoing support and professional development opportunities from drama specialists or industry professionals to mentor generalist educators to enhance their capabilities and confidence to teach drama (Gray et al., 2019). 

The proposed study will examine the following through the perceptions of the six participants: 
1. How and when the generalist educators implement Drama education in a post-COVID period in which the overcrowded curriculum translates some subjects having more or less status than others (Bleazby, 2015; Ewing, 2020; Cunningham & Gibson, 2023; Paris et al., 2023).
2. What Drama education the generalist educators engaged in during their university preservice teacher training and their perceptions of the adequacy of these preparation phases relating to their training and capabilities (Österlind, 2015).
3. The participant's perception of what professional development programs would be advantageous and the importance and benefits programs and mentorship opportunities can have to enhance their capabilities and confidence to teach drama (Gray et al., 2019; Salti, 2021).
4. The participant's views on the likely impact increased educator training in drama would have on student success, learning outcomes and attitudes to drama. 

The benefits of quality art education
Drama has the potential to develop lifelong, multifaceted skills that continue beyond students' secondary education years (Teague, 2016), including social/communication skills, contemplative thinking, reflection (Schiller, 2008; Kalidas, 2014; Jarrah, 2019; Nurhasanah, 2022;), compassion, empathy, perspective-taking (Schneider & Rohmann, 2021), confidence and creativity (O'Grady, 2019), yet they are still often deemed inferior to STEM subjects (Efland, 2002). The global education system's narrowing curriculum and devaluation of the arts are limiting students' opportunities to gain the benefits and skills drama offers. Despite the arts declining status, The Australian Curriculum & Early Years Learning Framework deem creative thinking and personal/social capability as "General Capabilities" or life skills, which encompass the capacities that will assist students to live and work successfully in the twenty-first century (SCSA, 2023b). The framework ascribes importance to these universal ‘soft skills’ through their positioning across all subjects that the outcomes explicitly note they can be accessed/developed within drama education (Bowen & Kisida, 2019; Schneider & Rohmann, 2021; O'Grady, 2019). However, the education system's narrowing curriculum and absence of generalist educators who feel confident in teaching drama are occluding students' possibilities to gain the benefits and skills drama offers (Russell-Bowie, 2013). 

Education subject hierarchy 
The longstanding social construction of a subject hierarchy is entrenched within our education's systematic structure and practises, continuously placing the arts at the bottom (Coudriet, 2013; Cunningham & Gibson, 2023; Paris et al., 2023). Bowen & Kisida (2019) highlight that the arts disciplines often are relegated to the role of a gap-filler and framed as extra-curricular, frequently becoming a handmaiden to STEM subjects (Baguley et al., 2021). This translates to less advantageous timetabling, the amalgamation of arts subjects and the practice of staffing these subjects with any available educator, irrespective of their training or capacity to teach. Core subjects are taught more often and at more desirable times of day (Darlington, 2017). Furthermore, Australian primary schools only dedicate 4-5% of the weekly time to drama in Years 1-6 (NAAE, 2014). It is reasonable to consider and worry about the quality of drama learning experiences occurring given this meagre time allocation. 

Narrowing curriculum
The debate around the problematic status and value of the arts within Australian education is not new, and with the increase in empirical evidence and high-stakes testing (Gray et al., 2020), the pressure on the arts to advocate for their value and preserve their place is ever-increasing (Fürst & Nylander, 2020). Arts education needs to involve deep learning experiences to help students develop an appreciation for the subjects (Kerby et al., 2021); however, the literature suggests that most of its perceived value derives from the transferrable metacognitive skills that help students achieve academically higher in STEM subjects (Eisner, 1998). This continual devaluing of the arts and the ingrained belief that they are not stand-alone valuable subjects enables the status quo, which encompasses a failure to properly resource and deliver arts education (Eisner, 2002; Spohn, 2008; Coudriet, 2013).  

The effects of teaching the arts during COVID-19
What was surprising about the experience of online learning during COVID-19? Parents were asked by Lorenza et al. (2023), in which one replied, "The lack of any formal arts learning available to all students for almost two years by the school my children attend". The above reveals that although arts education by law is a fundamental part of a child's basic education, access to arts education during the pandemic was jeopardised (Joseph, 2022). Art learning experiences from 2020 to 2023 varied, with performing arts subjects such as drama being some of the first to be diminished/became non-existent through COVID-19 lockdowns and some of the last to be reinstated upon children's return to face-to-face learning (Joseph, 2022). 

The shift to online learning created huge implications for art education. The community aspect of the drama classroom, the energy, the creativity, the performances, the extra-curricular opportunities, and the collaborative dynamics fundamental to its implementation for many came to a standstill (Davis & Phillips, 2021; Joseph, 2022). Although Western Australian educators were protected from the worst of the COVID-19 impacts, they were still exposed to the testing and trials of online teaching (Paris et al., 2023). Many expert specialist art educators who were well equipped to teach face-to-face lacked the knowledge, capacity, and support to succeed in an exclusively online teaching setting (Burke, 2021), and the shift to online learning for the arts proved an awkward fit (Shaw, 2021). Although some educators could adapt and succeed, the challenges faced by individual educators varied (Paris et al., 2023).

COVID-19 amplified the inequalities of access and equity in education (Cunningham & Gibson, 2023). Not all teachers could operate the online tools to best serve their purposes, and not all students had the devices, bandwidth connection, home environment, motivation, or capacity to work online or independently (Davis & Phillips, 2021). COVID-19 also revealed a familiar tension of some prioritising particular subjects as "core" curriculum and others as not, including the arts (Cunningham & Gibson, 2023). Drama employs specialised equipment, practical demonstrations, one-on-one teacher-student feedback and group work/student collaboration (Paris et al., 2023). The challenge of replicating online the quality of instruction provided through face-to-face teaching proved demanding and elusive (Spacek, 2020; Burke, 2021). Pre-existing programs were abandoned, and practical arts-making tasks were often substituted by arts-responding theoretical tasks, and many art activities that required instruction were under the supervision of parents who often had little to no art experience (Paris et al., 2023).

A recent study by Lorenza et al. (2023) examined Australian primary teachers', students' and parents' experiences of arts learning online during COVID-19 lockdowns. Findings from the report include that some parents were surprised by the lack of arts opportunities and perceived low status of art subjects, deemed not a "priority". The report also revealed that only 10% of the art activities students engaged with were drama-based, and 20% did not engage in any art activities during COVID-19 lockdowns. After online learning occurred and students returned to school, some parents reflected that their child/children were trying to engage in art experiences but were struggling or found the small amount of art engagement they had during COVID-19 lockdowns stopped altogether upon their return. As detailed in the report, some students missed out on drama experiences altogether during the Australian COVID-19 lockdowns, which could also be a factor behind possible student reluctance to engage in drama post-COVID. This notion raises concerns since the arts play a critical role in a child's development and remain essential and necessary skills for life and living in this ever-changing world landscape (Barton, 2015).

Generalist educators teaching drama 
Educators have an important role in engaging their students in meaningful drama learning experiences (Farmer, 2011; Tanriseven, 2013) and can either positively promote or isolate subjects from themselves and others (Toraman & Ulubey, 2021). The notion that an educator's capability and suitability to teach drama seems to be becoming a prevalent issue, particularly due to the long-established structural arrangement in schools that continue to allocate generalist educators to teach drama. Educators come to class with their own perceived value of drama within education (Coudriet, 2013; Lummis et al., 2015; Leonard & Odutola, 2016), which inevitably impacts the quality of teaching (İşyar & Akay, 2017) and dictates whether art education occurs (Grauer, 1998; Russell & Zemylas, 2007; Coudriet, 2013). 

Specialist drama educators' epistemologies influence how they teach, but unfortunately, not all educators share positive beliefs about their abilities (O'Grady, 2019). Generalist educators have been found to develop negative ideas about their self-efficacy to teach drama due to past school experiences (Lemon & Garvis, 2013; Kerby et al., 2021), lack of capabilities, confidence and prejudices (Carter & Hughes, 2016). This deficit cycle becomes self-reinforcing. If one does not see the self-evident value of the arts, it can be arduous to convince them of its place in the curriculum (Fleming, 2006). Generalist educators who perceive a deficit in their capabilities and confidence to teach drama can fail to meet best practices, translating into limited student exposure to drama and poor education outcomes (O'Toole, 2011; İşyar & Akay, 2017). Salti (2021) supports this notion and found that some educators’ perceptions/opinions of the arts were directly influenced by how little it was emphasised within their education studies, stating that they did not realise its value in the early stages of their careers.

Generalists lack drama training 
Students in primary school should engage in a quality arts-rich curriculum (Tanriseven, 2013) to develop their imagination, confidence, and creativity (Ewing, 2019). However, only some students engage in these experiences, with many having limited to no exposure (Ewing, 2020). This lack of exposure may stem from generalist educators' inadequate engagement in drama education during their university studies (Barton et al., 2013; Salti, 2023). A preservice educator's experiences with and beliefs of the arts combined with limited art exposure within a tertiary context can increase the likelihood that they are unable to/will not implement art education in their classroom (Barton et al., 2013).

Historically, there are often fewer supports within art education across primary and lower secondary contexts, leading to generalist educators having to create their own learning programs and source resources (Wittber, 2017; Paris et al., 2023). Accordingly, inexperienced generalist educators working out-of-area with under-developed pedagogical knowledge can struggle unless they seek Professional Learning or are connected with a mentor (Wittber, 2017; Paris et al., 2023). Leonard & Odutola (2016) supported this idea and found that many preservice non-art education students claim to have negative assumptions of the arts, further contributing to limited engagement and integration within their classroom. Pryor (2018) also found that generalist educators who struggled to teach drama lacked the creativity and adaptability skills required to teach drama.

An emerging hypothesis is the essential role art units have within preparatory education studies so generalist educators can become more aware of the value of arts and improve their capabilities and confidence, or negative student experiences and perceptions of drama will remain (Barton et al., 2013; Stinson & Saunders, 2016; Ewing, 2020). The allocation of generalist educators to teach drama can be arbitrary to staff and students and has been found to be a leading factor behind students' highly varied learning outcomes (Ardzejewska et al., 2010). Generalists are left with the "impossible task" of delivering quality drama education with little support and inadequate training in drama education (Lummis et al., 2014; Collins, 2016; Çayır & Yolcu (2021).

The effects on student engagement
Although generalist educators may attempt to teach the skills, some lack the depth of knowledge and are inadequately prepared due to a lack of personal experiences/engagement in the arts (Wittber, 2017). It can be difficult to teach a subject where you do not understand the theory behind the practices (Wittber, 2017). Negative bias toward the arts may begin in primary school due to students being taught by generalist educators who could be ill-equipped (Wittber, 2017). Drama participation is complex, and when previous engagement is absent during primary school, there runs the risk of student reluctance to form in lower secondary drama education (Wittber, 2017; Ennis & Tonkin, 2018). Students come to drama class with preconceived perceptions of its value (Teague, 2016), raising concerns about where students' negative outlook to engage with drama stems from.

Research often explores how drama creates a space for students to be curious and inquisitive learners (Ennis & Tonkin, 2018). However, when a student grows up in a climate where the arts are undermined, it is hard for even secondary drama specialists to change students' minds to view drama positively (Teague, 2016). The lack of drama exposure in primary school could be influencing students' ideas of drama and its relevance to their lives (Pryor, 2018). Many lower secondary students view drama as a subject to avoid work and barely engage at the required minimum level, hindering any chance of authentic participation to develop the skills and benefits of drama (Gray et al., 2020).
 
Arts-Based Research
Performance is the most powerful way to explore lived experiences and their meaning (Bresler, 2011). Barone & Eisner (2012) highlight that ABER can extend beyond the limiting constraints of discursive communication to reveal and express meanings that words alone fail to convey. Educational ethnography draws upon observation and can describe the lived experiences of educators (Sallis, 2007), encompassing participants' words through Verbatim Theatre (O'Toole, 2006) to illuminate how it was spoken to reveal the uniqueness and complexities of interactions (Sajnani et al., 2018). 

Research Aim and Objectives
The proposed research aims to investigate six Western Australian primary and secondary generalist educators' attitudes and perceived capabilities toward teaching drama in a post-COVID period. Evidenced in the literature is that many generalist educators are teaching outside their specialisation yet have minimal formal training in teaching a highly technical art subject such as drama (Ardzejewska et al., 2010; Lummis et al., 2014; Collins, 2016; Stinson & Saunders, 2016; Leonard & Odutola, 2016; Pryor, 2018; Ewing, 2020; Çayır & Yolcu, 2021). Literature reveals that there is likely a detrimental impact on the quality of their teaching unless the generalist educators act to remedy the deficit by seeking their own Professional Learning or mentorships (Wittber, 2017; Ennis & Tonkin, 2018). Literature advocates the benefits for students when the subject is taught well; therefore, it seems reasonable to imagine that this lack of training will impact students' access to the benefits the arts offer.

The data from this research will be used to explore participants' lived experiences and how they feel teaching drama as a generalist. I seek to discover teachers' attitudes and beliefs concerning what they perceive about this 'deficit' proposition and how their professional and pedagogical responsibilities impact student's engagement with Drama education. By better understanding teachers' experience of the hypothesis through their own eyes, I aim to determine if their perceived lack of specialist skills and confidence to teach drama impacts student exposure and engagement. Based on the educator's experiences, the need for more drama-based units within their preparatory education studies and ongoing Professional Learning/mentorships will be suggested to benefit not only the educators but, most importantly, the students (Coudriet, 2013).

Existing research in this area using traditional research methods found a likely correlation between generalist educators' self-efficacy in teaching drama and student engagement. However, this research aims to examine participants' perceptions and experiences teaching drama as a generalist more closely, extracting emerging themes from the interview data and framing it within the medium of drama language/performance. Consequently, conceptual alignment exists between the investigated phenomenon (generalist perceptions toward drama teaching) and the form through which findings are disseminated (ethnodrama performance). 

How do generalist educators' attitudes and perceptions of their capabilities toward teaching drama impact students' engagement across West Australian primary and secondary schools in a post-COVID period?

The objectives of this proposed research will be to:
1. Examine if generalist educators’ perceptions of their capabilities to teach drama affect their confidence and potential to teach it. 
2. Examine the lived experiences of when generalist educators have concluded that their absence of specialist training and drama knowledge impacted their self-efficacy to cultivate student learning and engagement.
3. Examine what generalist educators believe the benefits are when students engage in high-quality drama education and what they worry is lost when students do not engage in quality drama learning experiences.
4. Examine if Arts-Based Research (performative strategies) embodies my research and will allow the participant's experiences, feelings and perceptions to be conveyed effectively and authentically to an audience. 

Significance
Established within the literature review is that many generalist educators lack the confidence and capabilities to teach drama, and this deficit is creating limited opportunities for student engagement in primary school, which incites a reluctance to engage in secondary drama education. My proposed research is completely perceptual. I will not find out exactly the influence generalist educators teaching drama have on students; however, I will reveal what the educators believe or perceive it to be. My research will reveal what drama pedagogy and learning experiences generalist educators currently implement in primary and secondary schools, how teachers without training navigate the responsibility of teaching a subject outside their specialisation, and what strategies they employ to increase their confidence to teach drama and its effectiveness.

Despite the recurring themes in International literature that suggest the likely correlation between inadequately trained generalist educators teaching drama and student reluctance to engage, the Western Australian experience is unknown. Previous research in Australia has sought to investigate how preservice generalist educators/drama specialists feel teaching drama, including Lummis et al. (2015), who investigated the experiences of fourth-year B.Ed. primary students in Western Australia, exploring their self-efficacy, feelings and experiences toward drama teaching; Russell-Bowie (2013), who explored the background and confidence of preservice primary educators from five countries regarding drama education, including Australia; Lovering et al. (2015), who investigated Year 1 educators' perspectives, practices and experiences in drama and their willingness to implement it; Gray et al. (2019), explored the influence quality mentor educators in drama gave preservice drama educators in terms of support, professional guidance and modelling of teaching practices. As observed in the above literature, there is an absence of research that explores Western Australian in-service educators' perceptions of their capabilities to teach drama within a post-COVID period. 

This research will have implications to inform curriculum and pedagogical decisions relating to the integration of drama in primary and secondary education contexts. This research aims to generate awareness of how generalist educators teach drama and its influence on student's current and future choices to engage in drama. As such, the outcome of this research will include recommendations for better preservice drama preparation courses and ongoing professional development and mentorship opportunities with industry professionals/drama specialists to develop generalists' capabilities and commitment toward teaching drama.

The powerful culmination of transcribed interview material and performance work will bring participants' nuanced responses to life, revealing deeper, new psychological knowledge and experiences (O'Toole, 2006). This research could catalyse discussions about the value of drama, its positive contribution to students' lives, and the consequences if deficiencies in educator expertise continue. ABER design is uncommon in Western Australian education research (Paris et al., 2022) and will, therefore, contribute to filling the gap in drama education research literature and the methodological repertoire of educational research within Western Australia.

Methodology
The investigated phenomenon seeks to explore six participants lived experiences of teaching drama as generalist educators. The purposefully selected sample will be analysed through a qualitative and perceptual lens to provide in-depth data on their perspectives of the educational issue through semi-structured interviews (Creswell & Guetterman, 2021). Within my research, my insights and experiences as a specialist drama educator will act as a source of understanding to shape how I analyse and interpret data (Nickerson, 2023). Accordingly, this study falls within an interpretivism paradigm (Cohen et al., 2018). 

My proposed research employs the ABER methodology as a dissemination technique, with my findings being divulged in a written exegesis and ethnodrama performance (See Figure 1). The written exegesis will include the data collected and coded from the participant interviews, exploring why I collected the data and how I selected/applied it to produce the ethnodrama. The exegesis will also examine the findings from the ethnodrama itself and the focus group data to explore the audience's thoughts and insights on the performance and the educational issue. I have chosen ABER because it transforms participants' words into performance and encourages researchers to use their experiential information when interpreting and analysing data (Creswell & Guetterman, 2021). My emic experiences will be used as knowledge and data (Leavy, 2020), interweaving my insights as an ethnographer with those researched (Black, 2012). I have also employed ABER due to its collaborative nature. ABER encourages participants to be active collaborators during the research, increasing the possibility of researchers accessing their 'truth'. Translation through the arts creates more opportunities for dialogue between the researcher and participants (Morris & Paris, 2022), which is important within my research as I seek to explore participants' troubles, which many hesitate to voice.

Sampling selection
A purposive, homogenous sample of six generalist educators teaching drama across Government, AISWA and Catholic school sectors within primary and secondary education contexts will be used to investigate their thoughts about the proposed hypothesis and whether it correlates with their experiences and perceptions. The six recruited participants have personally expressed concern about their capabilities and self-efficacy in teaching and delivering drama programs. A smaller sample size is encouraged within ethnographic research to produce a depth of information relevant to educators in similar contexts (Cohen et al., 2018). Participants will not be recruited through the schools where they work and will be sought independently as individuals, seen as a separate entity to avoid the opportunity for ethical quandaries and possible gatekeepers.

The participant recruitment process will consist of utilising online platforms, including Facebook groups called "Teach Meet WA", "Secondary Teachers and Graduates WA", "Perth WA Teacher Chat", "Perth WA Teachers Community", "WA Teacher's Hub", the Curtin University's School of Education Facebook page and LinkedIn. Social media posts will be created to target and attract potential participants that align with my research criteria. I will also utilise LinkedIn's advanced search filters to find potential participants and personally reach out to them through private messages. Additionally, I will use my connections with colleagues and pre-existing partnerships with Drama West (Association of Drama Educators) and Curtin University while also building new connections with other Perth Universities, which may encourage snowball sampling (Cohen, 2018). See Figure 2 for participant screening criteria.

Purposefully selected audience members for the ethnodrama and focus groups will be recruited similarly using the previously outlined Facebook pages, LinkedIn, Drama West, Perth Universities and through my professional connections within the drama and education community. The recruitment process for actors for the ethnodrama will include contacting Drama West and Perth Universities to see if any Theatre/Performing Arts or qualified/preservice drama educators would be interested in a performance opportunity. Social media platforms, including Facebook pages "Actors in Perth" and "The Perth Film Network - Actors, Filmmakers and Scriptwriters WA", and my professional connections with drama colleagues will also be employed.

Research Site
As stated above, the six participants will be recruited independently as individuals, separate from the schools in which they work. Therefore, interviews will take place at Curtin University. 

Data Collection
In this four-phased research design, semi-structured interviews will gather participant experiences and thoughts regarding the research objectives. Participants' interview responses will be transcribed, thematically coded, analysed, and synthesised into an ethnodrama. Following the performance, the audience will be divided into focus groups to discuss their responses and feedback. See Figure 3 for the participant data collection process.

Phase 1- Educators as a Data Source 
In-person semi-structured interviews will form the first primary data collection method. Two one-hour interviews will be conducted with each of the six participants. The first interview with participants is getting to know them, building rapport and understanding their formal training, teaching background and exposure to drama. The second interview will specifically explore the research questions to unpack their perceptions of their capabilities to teach drama, current struggles, and their impact on students' drama engagement to reveal potential solutions (Cohen et al., 2018). The interviews will comprise open-ended questioning to broaden participants' responses and encourage answers that encapsulate their history of engagement and involvement in learning and teaching drama. This strategy is again to separate the participants from their current school environment, avoiding participant reflections that only focus on what is happening in the present school they work.

Phase 1- Interview Questions
Question 1 - What value and importance do Generalist Educators ascribe to the study of Drama in upper primary or lower secondary years in a post-COVID period?  
Prompts for those who need help answering this question:
· What do they consider the study of Drama offers students in the post-COVID period, and how does it benefit them in this development phase? Why do they believe this?
· What drama learning experiences have they previously taught to students?
· How often do they integrate drama education into their classroom?
· How do their students react and engage during the drama learning experiences they integrate? 
· What do they believe students miss out on/lose if not involved in the study of Drama in this development phase?
 
Question 2 – How prepared do Generalist Educators feel to teach Drama, and in what way/s did their undergraduate/teacher training/previous engagement contribute to this perception?
Prompts:
· How would they rate their knowledge and capabilities in Drama teaching when referenced to the Australian Curriculum expectations? 
· How prepared do they feel to teach Drama, and what lived experiences support their perception?
· What drama learning experiences did they engage in when they were younger (primary and secondary school)? How did they feel about their experiences?
· What undergraduate training did they receive- when, where and how long ago was that teacher education experience?
· What drama/performance-based course units did they participate in within their undergraduate training?
- If they did engage in a drama/performance-based unit within their undergraduate, how did they feel about the experience? 
· How often have they been involved in teaching Drama since graduation?
· Do they consider their initial teacher education foundation sufficient to support their current drama education teaching?
 
Question 3 – What ongoing professional learning in Drama do Generalist Educators believe they need in order to teach the subject well, and what access do they have to the Professional Learning they require? 
Prompts:
· Do they feel well supported in accessing Professional Learning for Drama?
· What Professional Learning/mentorships have they previously engaged in? What did it look like and involve?
· How useful did they find the Professional Learning they have previously participated in? How did it make them feel, and how did it impact their teaching practice?
· What do they believe would change for themselves and their students if they were given more support and opportunities for Professional Learning across drama/performance-based subjects? How do they believe it would impact educators' and students' learning experiences, success and attitudes toward drama?

Phase 2- Data Analysis 
Data from Phase 1 will be transcribed verbatim and thematically coded against the three research objectives. Each interview will be recorded to capture important verbal communication cues, such as the participant's tone of voice/inflection/emphasis/mood, and non-verbal cues, such as gaze/gestures/facial expressions/posture (Cohen et al., 2018). Analysing the participant's verbal and non-verbal communication will be important when transforming their words into performance-embodied phrases/narrative vignettes. The transcribed interview data will be supported by autoethnographic reflections to capture my insights into the developing narrative between myself and the participants (Cohen et al., 2018).  

Phase 3- Ethnodrama Performance
The ethnodrama will employ the documentary form of theatre known as Verbatim Theatre. The ethnodrama will be performed to a live audience, which will explore the narration of my emic experiences in support of the research findings and visually illuminate participants' stories, transforming the interview data into expressive forms that reveal their nuanced responses (Leavy, 2020).The performance-based presentation of data will encourage audience members to reflect and engage empathically with the participants and highlight their role in raising awareness and changing the proposed educational issue (Fels, 2012). As an added ethical precaution and to further protect the anonymity of the participants, an announcement before the ethnodrama will be displayed to remind the audience that the actors represent the participant's words and are not the original narrators. The audience members will include preservice generalist educators (primary and secondary), preservice drama specialists, qualified drama specialists and other important stakeholders concerning the integration of art education, e.g., the Head of Arts Learning Departments and Principals.

Upon recruiting the audience members, they will be asked if they would like to participate in a focus group discussion after the ethnodrama. If participants say yes, they will then be sent a questionnaire to complete that will include the following:
1. Name
2. Age
3. Gender
4. Field of Teaching
5. Educational Background 
6. Their opinion of drama education and its benefits
7. Previous experiences in drama/performance-based subjects

Once I receive their responses, I will select eight to participate in the post-performance focus group. When selecting the eight participants, I will ensure a range of differing backgrounds, knowledge and experiences with drama to encourage a breadth of ideas and opinions on the ethnodrama.

Phase 4- Focus Groups
Following the ethnodrama performance, eight of the audience members who were previously selected will participate in a 60-minute focus group discussion to explore their responses and feedback on the research results. This study’s perceptual and collaborative nature makes capturing the audience’s responses and feedback on the research results important. Interactions will be guided between participants to understand opinions regarding the educational issue (Creswell & Guetterman, 2021) and yield further data insights that had yet to be acquired during the previous interviews (Cohen et al., 2018). 
Data Analysis
Audio-visual recordings of the interviews and focus groups will be transcribed verbatim and thematically coded against the research objectives. When transcribing the interviews, the participant’s literal verbal statements and nonverbal, paralinguistic communication will be noted to explore and analyse all aspects of participants’ responses (Cohen et al., 2018). When reviewing the data, I will observe patterns of common themes and ideas (repeated words/important phrases) throughout participant responses and classify them into categories (Cohen et al., 2018). NVivo, the computer-based software, will assist in transcribing and coding interview data (Cohen et al., 2018). 

Reliability and Validity
Performance-based research has two intertwined issues: validity and aesthetics. To ensure validity can be assessed, I have employed Cho & Trent's (2006) strategy of dialogical performance style, which ensures dialogue between multiple people has occurred to enable a breadth of perspectives; to create an open and co-existential understanding of the research phenomena (Leavy, 2020). Chilton and Leavy (2020) support the above and believe that 'artful authenticity' is powerful in creating truth and trustworthiness within the research. Chilton & Leavy (2020) also highlight 'participatory and transformative' as important criteria when evaluating ABR. This technique asks participants to be active collaborators in shaping the research findings by discussing and reflecting on my interpretation of the interview data and its visual representation to ensure the authenticity and integrity of their voices are captured (Morris & Paris, 2022). These approaches hope to build trust and a collaborative relationship between myself and the participants, encouraging open dialogue in their responses (Sinner et al., 2006).

Ethics Statement
After the completion and acceptance of my Milestone 1 submission, ethics approval from the Human Research Ethics Committee will be applied for. This research will adhere to Curtin University regulations for ethical research and the codes and guidelines stipulated within the National Statement on Ethical Conduct in Research Involving Humans (2018) and (2023) version, which comes into effect on 1 January 2024. Before data collection begins, all participants must complete consent forms detailing the research description/objectives/procedures/potential risks/benefits (Cohen et al., 2018) and the final performance's purpose/how it will be used (Kuri, 2020). Participants will remain anonymous and be referred to by pseudonyms, and any identifiable information within collected data will be deidentified since the names and data collected relate to the representation of 'real' people (Summerskill, 2020; Creswell & Guetterman, 2021). 

Throughout the research process, the manner of the interviews and questioning will be monitored to reduce the impact of the power imbalance between the researcher and the participants. Within this study, I am seeking participants to give in-depth descriptions of their lived experiences concerning the research phenomena. Therefore, a level of trust is required to be maintained. The potential power imbalance between myself and the participants has been addressed through the employment of an introductory first interview to build rapport with participants and continual member checking to encourage active collaboration throughout the research phases (Summerskill, 2020; Morris & Paris, 2022). 

Data Management Statement
Digital data gathered across this study will comply with the Australian Code for the Responsible Conduct of Research and adhere to the Curtin University Research Data Management guidelines regarding data storage. Digital data will temporarily be stored on a password-protected laptop within password-protected files. At the achievement of Milestone 1, a request for access to the Curtin R: Drive will be submitted to ensure that transferred data is secure and regularly backed up. Digital data will include transcriptions, data analysis and audio-visual files and will be retained for seven years as required by the Western Australian University Sector Disposal Authority.

Timeline
See Figure 4 for the research timeline. 

Budget
The NVivo Home Use Agreement Form (Staff and Students) will be submitted to Curtin University to access the software for transcription purposes. Equipment required for audio-visual recordings will be sourced from Curtin's School of Media, Creative Arts and Social Inquiry to ensure recordings are of quality. This study will also require allocating the budget towards creative production, including props/set/costumes/lighting and sound production (See Figure 5). 
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Participant data collection process 
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                     Figure 4

                    Research timeline



	
	Jan


	Feb

	Mar

	Apr

	May

	Jun

	Jul

	Aug

	Sept

	Oct

	Nov

	Dec


	2023

	Thesis start- 17/01/2023
	
	
	
	
	
	
	
	
	
	
	
	

	Literature Review (Assignment 1) and Proposal writing
	
	
	
	
	
	
	
	
	
	
	
	

	Milestone 1/Proposal writing (Assignment 2)
	
	
	
	
	
	
	
	
	
	
	
	

	Assignment 3/Milestone 1 Candidacy Oral Presentation- 14/06/2023
	
	
	
	
	
	
	
	
	
	
	
	

	Milestone 1- Candidacy due (late M1 submission due to being a full-time MPhil student)
	
	
	
	
	
	
	
	
	
	
	
	

	Application for ethics approval
	
	
	
	
	
	
	
	
	
	
	
	

	Development/Refinement of Literature Review 
	
	
	
	
	
	
	
	
	
	
	
	

	Participant recruitment and approvals
	
	
	
	
	
	
	
	
	
	
	
	

	Preparation of interview schedule
	
	
	
	
	
	
	
	
	
	
	
	

	Interview testing and question refinement
	
	
	
	
	
	
	
	
	
	
	
	

	Interview Cycle 1
	
	
	
	
	
	
	
	
	
	
	
	

	Data collection and thematic coding
	
	
	
	
	
	
	
	
	
	
	
	

	Synthesis of ethnodrama script 
	
	
	
	
	
	
	
	
	
	
	
	

	Participant recruitment for ethnodrama performance- actors, lighting/sound design crew, audience
	
	
	
	
	
	
	
	
	
	
	
	

	2024

	Recruitment for ethnodrama performance- actors, lighting/sound design crew, audience continued
	
	
	
	
	
	
	
	
	
	
	
	

	Interview Cycle 1 data collection and thematic coding continued
	
	
	
	
	
	
	
	
	
	
	
	

	Interview Cycle 1 synthesis of ethnodrama script continued 
	
	
	
	
	
	
	
	
	
	
	
	

	Milestone 2- Mid-Candidacy 16/01/2024
	
	
	
	
	
	
	
	
	
	
	
	

	Interview Cycle 2
	
	
	
	
	
	
	
	
	
	
	
	

	Data collection and thematic coding
	
	
	
	
	
	
	
	
	
	
	
	

	Final ethnodrama script
	
	
	
	
	
	
	
	
	
	
	
	

	Devising and rehearsal of ethnodrama performance 
	
	
	
	
	
	
	
	
	
	
	
	

	Writing the Exegesis 
	
	
	
	
	
	
	
	
	
	
	
	

	Finalisation of ethnodrama performance
	
	
	
	
	
	
	
	
	
	
	
	

	1st Ethnodrama Performance (Recruited Audience)
	
	
	
	
	
	
	
	
	
	
	
	

	Focus Group discussions + feedback post ethnodrama- collected and thematically coded
	
	
	
	
	
	
	
	
	
	
	
	

	Refinement of Creative Practice Thesis (adding the performance + focus group discussions to exegesis)
	
	
	
	
	
	
	
	
	
	
	
	

	Milestone 3- Pre-submission due 16/11/2024
	
	
	
	
	
	
	
	
	
	
	
	

	2025

	Continued refinement of Creative Practice Thesis before final submission 
	
	
	
	
	
	
	
	
	
	
	
	

	Thesis Submission- 16/01/2025
	
	
	
	
	
	
	
	
	
	
	
	

	2nd Ethnodrama Performance (Reviewers) Date TBA
	
	
	
	
	
	
	
	
	
	
	
	























































Please note: The ethnodrama will be performed twice- the first for the focus groups and the second for the reviewers. The ethnodrama will also be recorded for the reviewers to examine alongside the written exegesis

         Figure 5

         Research budget
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Qualitative Inquiry
Employment of semi-structured interviews to

create an open dialogue between the researcher Generalist educator's perceptual insights
and participant to explore their feelings and and experiences of teaching drama across
lived experiences against the research objectives > . ;
(Cohen et al, 2018). Western Australian primary and
secondary schools.

Arts-Based Research (ABR)

A participatory research design which
seeks to explore and illuminate
participants'insights and lived Generalist educators' interview responses

experiences of complex issues through _— :

forms of art (Morris & Paris, 2022). are to be analysed and thematically

coded against the research objectives.
Their words will be transformed and
illuminated into narrative vignettes and
embodied phrases.

Ideas and themes developed from
participants' interview responses will be
interwoven with my own emic experiences
to support their insights and build the
narrative.

Research findings will address the existing
educational issue within a drama
education context.

Figure 1. Methodology
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Participant Criteria

i. Generalist

iii. Context
Drama Educator
ii. Experience
/ \
~ AN

Primary education Secondary education Currently teaches in a Western Australian

A primary educator currently teaching A secondary educator currently Two-five years of experience primary or secondary school that delivers
students across all STEMand Art teaching drama courses whose delivering drama courses within drama education in Years from 5-6 (primary
subjects. Does not specialise in drama specialist subject is not drama or primary or secondary context) or 7-8 (secondary context).
orart education. other art disciplines. education.

Figure 2 Participant Screening Criteria
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Figure 4. Data collection process for participants
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ltems Cost
Travel- fuel 150
Set + props + costumes for ethnodrama performance 500
Lighting + sound for ethnodrama performance 500
Ethnodrama script printing 200
Conference attendance fees 500

Total

$1850





