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1 Introduction

1.1 The project

Stuart Mullins, the former Associate Artist from Hertford Theatre (now BEAM),* working with
Grace Lockrobin at SAPERE (soon to be known as Thoughtful),? have further developed the
pedagogical approach, Dramatic Enquiry (DE), which draws on SAPERE’s work with Philosophy
for Children (P4C), combined with process drama, which builds on Gordon Poad, Cap-a-Pie’s,
and Thinking Space’s prior development of Dramatic Enquiry.®* Process drama is social,
collaborative, creative and improvisational, since it does not follow a script and is co-created
between students and teachers in role (Neelands, 2011). It consists of a wide range of strategies
or conventions, originally pioneered by Dorothy Heathcote and further developed by O’Neill
(1995), Neelands and Goode (2000) and Baldwin (2012).

The project evaluated here has grown out of the Listening Project, which was initiated by Stuart
Mullins at Hertford Theatre. One of the projects involved in the Listening Project used P4C,

raising awareness of P4C within East Herts. A subsequent meeting with SAPERE was the

1 See: https://www.stuartmullins.co.uk/engagement/

2 See: https://www.sapere.org.uk/about-us/ and http://www.thoughtful.org.uk

3 See, for example: https://www.cap-a-pie.co.uk/projects/the-arcadian-civil-war/1-dramatic-enquiry-how-to-

bring-philosophy-4-children-and-drama-into-the-classroom/ and https://www.thinkingspace.org.uk/about

4 Brian Edmiston (2012, 2014) also uses the term Dramatic Inquiry, which is similar to Dramatic Enquiry,
but he uses this term instead of process drama and it is not specifically linked to P4C. See, for example,
Edmiston, B. (2012) ‘Dramatic Inquiry and anti-oppressive teaching’, Youth Theatre Journal, 26 (2), 105-
119 and Edmiston, B. (2014) Transforming Teaching and Learning with Active and Dramatic Approaches:

Engaging Students Across the Curriculum. London, Routledge.


https://url.uk.m.mimecastprotect.com/s/3qL5CzBW2u7ApMlT4fBU92N5p?domain=stuartmullins.co.uk
https://www.sapere.org.uk/about-us/
http://www.thoughtful.org.uk/
https://www.cap-a-pie.co.uk/projects/the-arcadian-civil-war/1-dramatic-enquiry-how-to-bring-philosophy-4-children-and-drama-into-the-classroom/
https://www.cap-a-pie.co.uk/projects/the-arcadian-civil-war/1-dramatic-enquiry-how-to-bring-philosophy-4-children-and-drama-into-the-classroom/
https://www.thinkingspace.org.uk/about
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beginning of a collaboration between Hertford Theatre, SAPERE and another drama practitioner
and educator with experience of process drama. A bid, led by Hertford Theatre, to develop, trial

and evaluate DE was made to the Arts Council England, and was successful.

DE is underpinned by a Theory of Change model, that is based on the following assumption:
DE will give local people the skills to think, feel, create and take control of their own lives. To
support the development of DE, the project team has devised DE and have developed a training
package (input) that will support practitioners (i.e., the teachers and creative practitioners) to
apply it in their work in local schools and communities.

The training in, and subsequent application of DE is intended to have the following outcomes:

e Initial outcomes: Practitioners experiment with DE and reflect on their experience.

¢ Medium term outcomes: Participants experience improved wellbeing and autonomy.
Practitioners experience greater confidence and satisfaction.

e Long term outcomes: Project team develop a replicable and sustainable training offer
for all people local to East Herts to use DE to think, feel, create and take control of their

own lives.

The project team piloted this new approach in 2024. The pilot involved the design of a model and
exemplar DE experience. Practitioners received a training package which included two-days of
training in April 2024. They were subsequently supported to trial DE within their own professional
contexts. The project was developed as a pilot and the University of Hertfordshire (UH) was
commissioned to evaluate its impact of the training and implementation of DE on the teachers
and creative practitioners who engaged with the pilot. A separate evaluation was carried out by

another external consultant to look at the impact of engagement with DE on young people.

2 Approach to the evaluation

UH led the evaluation of DE. The evaluation plan was developed in collaboration with the project
initiators (henceforth designers) and was subsequently modified to add in further flexibility when
working with the teachers and creative practitioners (henceforth practitioners). The evaluation
plan and modification were reviewed and approved by the University of Hertfordshire Social
Sciences, Arts and Humanities Ethics Committee with Delegated Authority. The UH protocol
numbers are CTA/SF/UH/06121 and aCTA/SF/UH/06121(1).
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2.1 Evaluation aims

This evaluation aimed to support the development of DE, by seeking feedback and reflection on
the project from the perspective of those who developed and supported the development of DE
and the associated training package, and those practitioners who experienced the training, and
went on to pilot DE in their own practice.

Through the evaluation of this project, evaluators from the UH sought to learn more about how
DE and the DE training was developed, and how people experienced the training; the application
of the training in practice and the impact of DE experiences on practitioners; and

recommendations for the development of the DE training offer.

The evaluation was framed by the following evaluation questions:

How did participants experience DE and the DE training? What worked well? What

worked less well?

How did participants experience the practice of DE during the DE pilot, and beyond?

What supported the application of DE, what challenged its application?

3 What impact did the application of DE have on participants (specifically in relation to

wellbeing, autonomy, confidence, and satisfaction)?

4 How can DE and the DE training offer be developed to support prospective participants
to apply DE?

Table 1: Evaluation aims

In carrying out the evaluation, the outcomes will contribute to the development of DE’s theory of
change by providing evidence in relation to the initial, medium-term, and long-term outcomes in

the following ways:

Theory of Change Evaluation evidence
overview
Initial outcomes | Practitioners experiment Participant experiences of DE and the

with DE and reflect on their | DE training (Q1)

experience Participant experiences of the

application of DE (Q2)
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Impact of the application of DE (Q3)

Medium-term Participants experience Participant experiences of DE and the
outcomes improved wellbeing and DE training (Q1)

autonomy. Practitioners Participant experiences of the

experience greater application of DE (Q2)

confidence and satisfaction.
Impact of the application of DE (Q3)

Long-term Project team develop a Recommendations for the development
outcomes replicable and sustainable of DE and the DE training offer (Q4).
training offer for all people
local to East Herts to use
DE to think, feel, create and
take control of their own

lives.

Table 2: link between DE theory of change and evaluation aims

2.2 Data collection activities and participants

2.2.1 Overview of the participants

The evaluation participants included three designers (who were project initiators). These
participants brought P4AC, drama and theatre experience to the project. Eight practitioners who
had participated in the project consented to take part in aspects of the evaluation. The
participants were working in teaching, training, and facilitation roles. These DE projects were
carried out in a range of different creative and educational environments, including primary,
secondary and further education and a theatre organisation. The participants brought a wealth of
drama, philosophy and educational experience to the project.

The UH-led evaluation was carried out by Karen Mpamhanga, an experienced researcher and
evaluator, who has worked on other evaluation projects with local creative partners, and
Elisabeth Lee, a senior lecturer in Education and a former classroom teacher, whose doctorate
(Lee, 2023) focussed on talk and communication in primary process drama. Elisabeth was
present at the DE training, though her observations and reflections do not play a formal role in

this evaluation.
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2.2.2 Data collection activities

Table 3 shows the focus of the data collection activities, the activities, participant group, and link

to the evaluation questions. All data collection activities were conducted online via Zoom or

Microsoft Teams.

and the DE training offer

practitioners

Focus Collection activity and participant group Link to
evaluation
guestion

The development of DE, Online group interview, n=3 designers® Q1, Q2 [to an

the DE training offer extent], Q4

The experience of DE Online focus group, n=3 practitioners Q1, Q4

within the two-day training | ., yiviqjual interviews, n=3 practitioners*

session

The experience of the Interviewed either in pairs or individually n=6 Q2,Q3,04

application of DE practitioners*

*On two occasions the training and application interviews were
carried out during the same interview session
Qualitative questionnaire, n=2 practitioners**
** Completed questionnaires
The development of DE Online focus group, n=7 designers and Q4

Table 3: Evaluation participants, data collection activities, format and link with evaluation question

5 Stuart Mullins, Grace Lockrobin, and Gordon Poad were the designers of the Dramatic Enquiry pilot

project. They waived the anonymity afforded through the ethical approval process to be named in this

report.
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The data collection activities resulted in rich qualitative data, which provide insight into the
experiences of the DE training and its use in practice. This report will now provide an overview of

the key findings from the analysis of the data collected.
3 Presentation of findings

The findings are grouped into four key areas: 1. Experiences of DE training 2. Practice of DE 3.
Impact of DE, and 4. Development of DE and DE training, which align with the evaluation aims
outlined in Table 1. Each key area concludes with summary points, and the report ends with

some concluding remarks.

Throughout the presentation of findings, quotations from the participants are provided. Some of
these quotes have been lightly edited to aid readability, and they are presented in a gender-
neutral way, using they, rather than he or she. Participants are referred to generically as either

designer or practitioner.

3.1 Area l: Experiences of DE training

The first area focuses on experiences of the DE training, and responds specifically to the

following evaluation aim:

¢ How did participants experience DE and the DE training? What worked well? What

worked less well?

This section will focus on the logistics of the training, the approach, the underpinnings of DE, the
immersive experience in the training, and opportunities for working with and learning from peers

and designers.

3.1.1 Venue and duration of training

The training took place at Hertford Theatre. The setting was accessible, it was a nice space, and
well catered. One participant liked that the town was accessible at lunchtime, enabling some

space for thinking:

I think a lot of us ended up spending time independently at lunchtime for a moment as
well, which | think was quite nice that people got to reflect, mooch around town and then

come back into the session (practitioner)

The training session brought together people with different professional backgrounds in
education, philosophy and the arts. Practitioners valued spending time with a group of creative

people, who were open to, as one practitioner noted, ‘discovery and experimentation’. Most felt
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that the group size was good, although it could have been a bit bigger, enabling more similarities

of experience, but a smaller group would have changed the dynamic:

I think it would have felt different if it was smaller, however, if it was a smaller group. | feel
like that would have been a lot more intense (practitioner)

The training ran over two days. Given the scope of the training, some practitioners felt that the
training could have been extended over more days, to enable further exploration. In terms of
professional commitments, however, two days was more achievable, yet provided sufficient time
for relationships to be developed, and for collaborative sharing: ‘think it gave space for us all to
be comfortable and share amongst ourselves’ (practitioner). For others, it was challenging to be
released for the full two days, which meant that not all participants attended both days, with
some doing day one, some doing day two and some both days. This was disappointing for those
who could not attend both days and challenging for facilitation, practitioner experience and

planning.
3.1.2 Facilitation and training atmosphere

The facilitators of the sessions were commended on their facilitation skills, the evidence of their
planning, and the clarity in terms of approach and expectations:

| found that [the facilitators] were really good at kind of speaking through, like explaining
why they were doing things and kind of, you know, the kind of visual materials that they
actually used, coinciding with what we were doing, really kind of well facilitated

(practitioner).

The sessions were well-paced, with time to try things out and share experiences within a safe
space of like-minded practitioners: ‘I've kind of found [...] a safe space, being amongst other
drama facilitators and actors’ (practitioner). Starting with carefully chosen icebreakers helped to
create the safe atmosphere; for example, working in pairs initially was not daunting, and the use
of montage meant that practitioners experienced using their bodies and voice, thus developing

confidence.

The facilitators were also responsive and adaptable, making changes to their plans in response

to the flow of the session, which participants appreciated:

They were very transparent, which is really useful about, you know, ‘we're working this
out, we're trying to see where we go with this’. And | think that was very beneficial,
because it gave us the time to feedback and go ‘okay, can we throw back to that

question’ (practitioner).

10
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They sought to model the way in which DE could be introduced in the practitioners’ own practice.

The trainers shared openly that this was a pilot and not a finished and polished product. This was
an offer they were looking to develop, and they welcomed the participants on that journey, within
‘the whole little community that we created was supporting the whole experience’ (designer).

While the sessions were planned, the trainers also made sure that that they designed in open
spaces to see what would happen, to house contingencies, and to respond to the group that they
had with them.

3.1.3 Approach to the training

DE brings together P4C and process drama to create a new pedagogical approach. Some
practitioners were drawn to the training as they wanted to see how these two aspects would be

combined, as this participant noted:

I was somewhat confident in both of them [P4C and process drama], but | wasn't sure
how they would overlap and work together (practitioner).

In planning the training, the designers wanted the practitioners to see the potential of this
combination of participatory drama and enquiry by providing an example of DE, deconstructing
the example to show their thinking and then asking the practitioners to think about how they
might use it, before exploring what happened afterwards (designer).

The two-day training programme was designed and comprised, on day one, introductions,
experiencing of DE (trainer-led), theorising DE, planning DE (for practitioners), reviewing and
next steps; and on day two, experiencing DE (participant-led), theorising DE, planning DE (for

students), reviewing and evaluating.

3.1.4 The framing of dramatic enquiry

Introducing the framing of DE was important as the designers wanted to show the practitioners
the pedagogical and theoretical underpinnings of DE, and to show that the approach was built on
long traditions. The presentation of these underpinnings was different to the more experiential
and participatory aspects. This different approach, although seen as necessary, for one
practitioner was ‘slideshow heavy’, and needed to be better balanced, another recognised the
efforts to introduce the underpinnings academically, but felt that the approach did not work for
them personally, and a third wondered whether sharing that information in advance of the

session might have been beneficial:

11
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I don't know if it would have been helpful to have a little bit more of that underpinning
explained to me before or a little bit earlier in the day, as it did come kind of after we'd

done the first Dramatic Enquiry (practitioner)

In their own reflections on the training, the designers felt that there could have been more of an
introduction to P4C, and for one practitioner, it was through an earlier event where the
understanding of the connections had been established:

Had | maybe not been at that session, | think, which was like March 2023, had | not gone
to that, | don't know that | would have kind of fully understood the Philosophy for Children
link to Dramatic Enquiry (practitioner)

In introducing P4C, the designers reflected that it was not necessarily about more input on
theory, but more on its practicalities, focussing on how to structure a discussion. While this was
modelled and deconstructed in the DE experiences, the designers realised that they might need
to be more explicit that ‘it could be all these things, but definitely not this’ (designer). This lack of
understanding of principles of P4C became evident in the practitioner planning sessions, where,

as one designer noted:

Some people didn't yet appreciate that the crux of dramatic enquiry, or indeed any
philosophical question, is a kind of open-ended dilemma, where you are pulled in multiple
directions, or at least two directions at the same time and the way forward is not obvious

(designer).

And that when it came to the decision point, that the decision was open and not directed by the
teacher or facilitator. Through working with individuals in the training, the designers were able to

provide more direction in this area.

Within the DE design, the 4 Cs: critical, caring, creative and collaborative thinking in P4C were
extended to 6 Cs, adding in corporeal and contextual thinking (see Table 4).

Corporeal thinking feeling deeply, moving purposefully, using your senses, reading

gestures and bodies, being aware

Critical thinking questioning, reasoning, evaluating, weighing evidence, making

distinctions, testing ideas, applying criteria

Creative thinking imagining, connecting, giving examples, defining, explaining,

suggesting alternatives, considering other possibilities

12
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Contextual thinking

thinking in story, considering causes, consequences and

motivations, taking on a character, time or place

Caring thinking

actively listening, appreciating others, thanking people, showing

interest, being sensitive, waiting your turn

Collaborative thinking

joining in, responding, building on ideas, sharing, negotiating,

exploring other’s perspectives, inviting people to contribute

Table 4: the 6 Cs of DE, from Dramatic Enquiry: information for course delegates

These were introduced lightly within the training. While one designer wondered how useful they

would be without much knowledge of P4C, practitioners did find them useful in planning (see

Section 3.2,1) and, to an extent, in reflecting on learning and impact. They also acted as a

reminder of different ways of learning:

[6 Cs] they were useful because they essentially reminded me of the vast variety of ways
in which anyone can learn, if you can make a session varied then, that's good

(practitioner).

Generally, however, the designers chose to introduce theory as a frame for people to engage

with if they wanted to. This was most evident in the use of acronym to ENQUIRE to introduce the

elements of DE:

Establish the pretext

Name the people / problem

Question / question

Understand (emotionally)

Investigate (intellectually)

Resolve / reach a decision (in role)

Evaluate (out of role)

(Dramatic Enquiry: Information for Course Delegates)

The steps of the enquiry are set out in ENQUIRE in a specific order, but, as the designers

advised, there could be flexibility in their use, and also their ordering, which for one practitioner

was a little confusing:

13
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It's an acronym, if you want it to be, it doesn't have to be this order. There's things that

are in this order and aren't in this order, and it's so up to you a little bit. (practitioner)

For others, however, ENQUIRE was seen as useful and supported the planning of their own
enquiries. A lot of information was shared during the training, and practitioners requested access
to the materials and resources after, so that they could refer back to them, to support planning
and their use of DE.

Yet, the real introduction to DE came through its experience, and this was recognised when one
practitioner said: ‘the best way to actually understand dramatic enquiry is just experiencing it’
(practitioner). DE experience played a significant role in the DE training.

3.1.5 The value of immersion

Participants particularly valued the immersive experience that the training provided. The
facilitators introduced DE, around the fictious app Decide4Me, experientially through process
drama. Two of the designers took on leading roles, inviting others to join. This was enjoyable, as
one practitioner reflected:

Enjoyable. Very enjoyable. Jumping in the deep end. [...] And | think I've really enjoyed
the worlds that were created. With immediate effect, without, almost without explanation

(practitioner)

Some practitioners had not used, or had only used some process drama, so the training

introduced them to something new:

My experience in process drama is very limited, with that in mind. So, actually being able
to engage with it more through this, it's been a really good professional opportunity for

me, as well (practitioner).

The practitioners, and the designers, recognised that this was a group that was willing to try
things out and give things a go. As creative practitioners they were not daunted by being in role,
which had been a concern for one practitioner before the training. As noted above, the group
was diverse and within the training one participant felt that ‘it was a real sense of people coming
together in different directions, but converging on the same point’ and that all felt their experience
was validated, yet all learnt new things (practitioner). Equally, as creative practitioners, they also

appreciated the chance to be able to use their creativity:

In terms of actually having the space to play with other facilitators was also really

beneficial to me, to actually be in a room, and all of us take part in the training to actually

14
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play and to learn it, you have to do it, and to have that safe space where there is a bunch
of facilitators, and we all got to flex our creative muscles a little bit and be in role to know
what it would feel like for the young people, | thought, was a really nice way for it to be
formulated (practitioner).

The training asked them to be in role, and to respond to different questions and challenges in
role, to engage with different perspectives, and to also experience teacher in role. Practitioners
experienced the challenge, the silliness, the playfulness, the uncertainty of role, its potential
discomfort, and importantly how it feels to be involved in a developing enquiry; this provided

opportunities for learning, as one practitioner noted:

And, actually, it kind of made us all a little bit uncomfortable, but in a good way. And it
suddenly, it's that thing of kind of going. We ask this of our young people a lot. How does

it feel to ask it of you? And you can really learn from that (practitioner)

As a result, the training experience that was quite different to ‘a list of different games to play, or

different activities’ that one practitioner had expected.

While not originally planned, an over-night reflection led to a decision to re-run the initial
Decide4Me DE script again on the second day. This allowed for practitioners, who were not there
on the first day, to have a similar experience, although one practitioner saw this as a challenge,
in providing the authentic experience of the first day. Generally, the practitioners appreciated
being able to consolidate what had been learnt, and started to see how they might apply this in
their own practice, and recognise they had the skills to do it. They were able to inhabit the

teacher in role position, accomplished through ‘freeze tag’, and to see different scenarios.

| really enjoyed it because it was the second time round. So, then | could see the kind of
the structure of the Dramatic Enquiry, then kind of play out in in a completely different
scenario. And | kind of then started to understand what would be expected of me if | did it
in that kind of facilitator role (practitioner)

The final opportunity for an immersive experience was designed for practitioners to run through
their own dramatic enquiries that they had planned in groups. Challenges of time, however,
meant that not all groups were able to do that. This was disappointing in terms of learning from
the experience, and also being able to receive feedback, something recognised by other

practitioners and the designers themselves.

15
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3.1.6 Peer learning through groups

Along with the immersive DE experiences, the practitioners worked in groups to develop their
own enquiries. The groups were supported by the designers. Some felt this was beneficial as it
allowed them to check out ideas with and benefit from the expertise in the room:

We had plenty of time [on Day 2] to actually go. Okay, well, how are you applying this?
Speak in groups. And | thought that was really beneficial as well to share with other people
and question, does this idea work? Can you see this as something exciting? (practitioner)

There were many opportunities to speak to peers during the training, which was a feature of the
training design, and practitioners welcomed learning from each other, as well as from the
designers. It was through one pair sharing their design that helped in ‘unlocking’ another

participant, who was then able to see how they could integrate DE into their own work.

For some practitioners, working in a group left them with too many ideas and insufficient time to

contextualise them to their own context, as this practitioner experienced:

| think the planning time at the end was great to an extent, and | think we were all from very
different backgrounds. So, having the time to plan was great. | just don't know that | came
away with, | came away with almost too many ideas as to how | could use it in my context
and then and then the afterwards, | had to kind of backtrack a bit. And yeah, | think that that
kind of planning session at the end maybe could have been a little bit more tailored
(practitioner)

This meant that some practitioners did not feel sufficiently prepared for the application of DE in
their own practice. Following the training days, it was recognised that practitioners might benefit
from additional support and coaching in relation to their own DE plans, as not all practitioners felt
confident in its application after the training.

Coaching was added to the offer, with one of the designers being available to give feedback on
the plans. This was appreciated and provided reassurance for the practitioners that their plans

were going along the right lines:

But when I’d put together my own Dramatic Enquiry plan. They gave me the opportunity to
send it back to them to check it kind of fulfils the structure they're expecting, and that I've fully

understood it. (practitioner)

This additional support was beneficial for when the practitioners took DE into their own practice.

16
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3.1.7 Summary points

e Practitioners commended the training facilitators and the training environment

e The training provided an opportunity for like-minded creative people to come together

e The immersive DE experience of process drama was particularly valued

e With a strong focus on process drama, there was less explicit guidance on P4C and how
to facilitate an enquiry

¢ Alot was covered during the training, and the participants needed more support to

process what they had learnt to develop their enquiries

3.2 Area 2: The practice of DE

The second area focuses on practice of the DE, and responds specifically to the following

evaluation aim:

¢ How did participants experience the practice of DE during the DE pilot, and beyond?

What supported the application of DE, what challenged its application?

The practitioners developed their own DE to pilot within their own contexts. The DE were
designed to reflect the young people and the areas they were working in. The pilots involved
enquiries into lowering the voting age; fairness; worry and anxiety; identities during transition;

deciding whether to go to war; and relationships and sex education.

This section will focus on the practice of DE, looking specifically at the use of resources, the
impact of time, contextualising DE to support young people’s engagement, experiencing teacher

in role, and the importance of evaluation and reflection.

3.2.1 Working with the resources

In developing their DE, the practitioners were able to draw on session resources and the ongoing
support that was available to them following the training. Some practitioners returned to the
resources outlining the ENQUIRE steps, the 6 Cs and the Theory of Change model in developing
their DE:

| definitely looked at the ENQUIRE model and definitely went back to the Theory of
Change, the assumptions, the inputs, the initial, like thinking about all of those medium-
term outcomes. And then the, what would be the long-term impact, which for me is giving
children tools to go forward [and later ...] And also building in the 6 Cs into the language

and helping them think about the different ways of thinking (practitioner).
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While some of the concepts might well have been familiar, access to the resources enabled a

check that they were being understood in the same way.

I think | would need the resources to actually go back and make sure how I'm defining
them is correct, or in the terms of how [the designers] were using them (practitioner)

For some practitioners these resources were more explicitly drawn on than others, and some felt
that too close reference to the stages of ENQUIRE would have been restricting, as it was
important to have flexibility:

I think there is an element of freedom that you have to have because of your young
people. You don’t know how they’re going to react. So, there’s a limitation with ENQUIRE
(practitioner).

For some, reference to the original DE experience script was particularly helpful. This provided a
scaffold that helped to establish DE, where there was not yet confidence to develop their own
script. The script provided an example that could then be adapted, without having to start from

scratch:

| think because I'm still building my confidence in using it for the first time. | really start
from the script that [the designers] had produced and provided afterwards. So, | kind of
used that as my structure and scaffold, but then came up with my own concept to suit the
students that | was seeing, but | think there are a lot of parallels in the concept that I've

come up with, and their idea (practitioner).

A further support, introduced due to practitioner need, was recourse to the ongoing support from
the designers. Online meetings provided some practitioners with reassurance that they were
moving in the right direction, and some additional pointers. Not all practitioners were able to
benefit from the offer of developmental conversations, yet benefited from email exchange, due to

time to engage. Time was a pressing feature in relation to the practice of DE.

3.2.2 The impact of time

As a new pedagogical approach, engaging in DE took time. The DE sessions needed to be

planned, and additional planning time was sometimes challenging.

The DE often also required resources to be developed. This could include the development of
scripts, PowerPoint presentations, and video material. Even when an existing script was used,
there would likely be some adaptation to make it suitable for the class. To make the experience

believable, effort needed to be put in place to create those experiences.
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| think the timing is probably the most difficult part of it. It's possible. But again, you want it
to be a really believable thing that they can live in. So, to create that environment, it is
going to take a lot of effort, because otherwise they just won't buy it, and | don't blame
them (practitioner)

This required time that many busy practitioners often do not have; this led practitioners to make
suggestions around the sharing of ideas, resources and lesson plans to make the planning
process easier.

In the training, the DE experience was run over a couple of hours. This meant that practitioners
had to think about how they developed their DE over a longer timeframe:

Stretching it over twelve weeks was a challenge to ensure it stayed relevant and
interesting (practitioner).

This was an additional piece of work, but one that recognised that the young people might not
have been able to engage with DE at the same pace as a group of creative adults could within a
training session. For some practitioners, this led to some careful structuring of the flow of the DE
sessions, with a gentler introduction, more time for the young people to get used to DE and for

the practitioner to explain what was happening.

| think they [the students] wouldn't have been able to keep up with the pace of what we
did in that [training] session. And actually, they've needed a lot more, | think like | spoke
to you, because that kind of willingness, we were a bunch of adults who were all involved
in drama and really willing to get on with it and participate, but it has taken a little bit
longer with them being students who have also never really done much drama before, to
kind of take that time to get them into it. And | think after the first few sessions that's come
a lot more naturally. But yeah, it's meant that I've been able to kind of take my time.
(practitioner)

Another key challenge was in finding time and space within an already full curriculum; this can be

limiting, as one practitioner noted:

Honestly, | would like to be able to use it outside the umbrella of other subjects, but my

timetable is too full (practitioner).

Others looked to weave DE into existing projects, taking the DE experiences outside of the
formal curriculum through extra-curricular activities, or looking again at planning to see where DE

approaches could fit.
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I think for me. It's about looking at the curriculum, going forward and looking at where

there are the opportunities to build things like that in through the year (practitioner).

This is more akin to seeing DE as ‘a part of a range of pedagogical skills’, as described by one of

the designers, rather than a standalone project.

While it is possible to draw on resources and approaches to make DE easier, it is likely that it will
take more, or at least different kinds of, time. For this practitioner, the additional workload was
worth the effort:

Actually, it's going to be more work. It's always going to be more work. It'd be much
easier to sling them a load of books or read them a load of facts, but they wouldn't get out
of it what they got out of it [DE]. (practitioner)

The design process involved finding ‘the way for dramatic enquiry to fit into their context’
(designer 1), and that included the time that was available within that context, and also involved

an understanding of the young people within that context.

3.2.3 Contextualising DE to support young people’s engagement

Just as some of the practitioners were less experienced at being in role, so too were the young
people. This entailed some adaptations in the practice of DE, due to, for example, the students’
previous experiences of drama, their age, and whether they were a group that the practitioner
already knew.

Some the practitioners’ experiences of how they supported the practice of DE are summarised

below under the headings of buy-in, behaviour, and environment.
Buy-in and engagement

As indicated, during the training there was instant buy-in to the DE experience due to
composition of the group. When working within their own contexts, practitioners reflected on what

facilitated engagement and buy-in.

Practitioners recognised that for some groups of young people, it was easier than others. For

younger students, there was more readiness, while sometimes older students took longer.

[The young students] are fresh to it, so they are much more engaged and in general

they're just more engaged (practitioner)
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So, if | start with the [older group], they have really enjoyed it. It took them a little bit
longer to get into it. And | think that's largely down to that age group, just being a little bit

insecure. (practitioner)

When the class was not known by the practitioner, then there might be more of a willingness to
please, but generally, knowledge of the class was helpful, as the children would: ‘know me
already, will know, what is me and what is the role that I'm playing’ (practitioner).

Some practitioners felt that there needed to be more of an introduction and a slower pace to
build the experience and prepare the young people for engagement, so as to not confuse them.
For another, it was necessary to have an offer of an alternative when there was reluctance to

engage.

Particularly beneficial was having a small number of young people in the class who were willing
to try, as this would encourage others to join in, and also the acceptance, for practitioners and

young people, that it might initially feel awkward:

And | think as well, | think if there's one or two within that that are really keen, they kind of
really lift the others. So, you know, they see it being modelled before them. Well, So-and-
S0 is going along with this, so I'm going to do it, and who's probably quite a strong
character in class. So, I'm going to do this, too, whereas the other group, | think if they're

all a bit unsure, it kind of ripples throughout the class (practitioner).

You might feel a little bit awkward, and they'll feel a little bit, and you'll get through it.
You'll get through it together, because if everybody's feeling awkward, at least we're all

on the same page (practitioner).
Behaviour and behaviour management

For some practitioners there was a concern about behaviour and behaviour management when
engaging in a new approach. This might mean having an approach that involved coming out of

role to address behaviour:

| perhaps had to do a quick, a few quick timeouts to recap kind of classroom expectations

of discussion (practitioner).

For others, they experienced a freedom within the in-role sessions, where behaviour could be
contextualised to the story that was created, allowing the practitioner to call out unacceptable
behaviour in the specific settings that the role plays were happening in, as this practitioner
reflects on responding, in-role, to some class restlessness: ‘You're the expert here, and | don't

expect you to be doing XY and Z.” (practitioner).
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Creating the environment

The creation of the environment in which the DE was happening was seen as very important to
some practitioners. This could mean having a contract with the young people, so that the young
people know what was going to happen or spending time building the story world over a number
of sessions, so that the young people felt invested in it, and really taking to time to do that. This
was particularly apparent in the account of one DE experience:

They had a backstory to them, you know. | wasn't telling them to do this. [...] they were
coming up with their own backstory, for | [...] | suppose | didn't realize how important that
was, and looking back on it now, | think it was all that early investment in creating the
world (practitioner).

This meant using small-group discussions, as well as full group discussions in a circle.

Supporting engagement in DE required a flexibility, adaptability, and a willingness to follow the

lead of the young people:

If it feels like it’s going in a certain way, or the children are leading it in a certain way, be

open to change, because it could lead you somewhere really interesting (practitioner).

Practitioners shared examples of where they had done this, and how they welcomed the
contribution that the young people were making to the planning and development of the DE and

the questions that were asked.

I've not kind of stuck rigidly to the plan, the whole. I've been able to adapt it as I've gone
along, and if | were to do it again then, it's kind of helpful knowing that the students have

actually helped map the plan (practitioner)

| think it [the question] came more organically from them. And in the improvisation |

thought, Oh, okay, that's a question | could ask (practitioner)

And | think in the later sessions in week 7 and 8, | definitely felt | could be led by them a

little bit more (practitioner)

Engagement in DE provided opportunities for all participants (practitioners and young people

alike) to play with different roles, and for the practitioner this was specifically the Teacher in Role.

3.2.4 Experiencing Teacher in Role

A key part of the enacting the DE experience, as described by the practitioners, involved working

out their own role in the DE, how much, for example, of themselves would there be in the role,
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what was the status of the role, and what were they aiming to do in the DE. This involved gaining

an in-depth understanding of that character:

So, | think if you're leading it, solo, you need to know who your character is. And why,
why are that? Why are they talking? What's the point of them leading this situation and

not somebody else? (practitioner)

Practitioners talked of developing their understanding of their character over the duration of the
DE, which brought a certain level of confidence. With increased confidence came the ability to try
experimenting with different roles, and to say things that they would not be able to say in their

more familiar teacherly role.

One important feature was signalling to the classes how when they were or were not in role. This
was often done through a visible prompt, such as a pair of glasses, a lab coat, a hat. Once in
role, it was important to stay in role, wherever possible, and not step out unless absolutely

necessary, or when it was time to move into the evaluation:

There was a moment of acceptance of understanding that I'm in role now as well, and I'm
not dropping this character. And | don't want you to drop this character either. So | think
that was part of the confusion is that they were trying to ask me a question when | was in
role, and | stayed strong and stayed true to that character because | was like, this is
going to be what's most beneficial, if | start dropping it here and there, then we open up
that avenue in your enquiry, that then if somebody says something that somebody else
disagrees with, you're now going to come for that person individually, and not their

character (practitioner)

Equally important were the markers that prompted the young people to also go into role; that
involved, for some, establishing routines and rituals that were instantly recognisable, such as

wearing a visitor badge, or leaving and re-entering the room.

The training used a DE experience that was led by two facilitators, who were, as one practitioner
noted, ‘so in tune with each other that it made the DE seem effortless. Some practitioners did
have another person involved in the DE, a Teaching Assistant, or a partner from the project.
When the person was not known to the class this was particularly beneficial as it ‘added another

layer of the suspension of disbelief (practitioner).

Other practitioners were not able to run their DE with someone else, and recognised that for
many practitioners, working in pair would not be possible due to the resource implications. This

meant some further adaptation of how to manage the experience alone.

23



Evaluation Report — Dramatic Enquiry Pilot — April 2025

That's something | perhaps found quite challenging. It's almost kind of having to be those
two voices in one, someone that's kind of questioning and being the expert in the room on

the subject of the dramatic enquiry (practitioner).

One practitioner considered trying to run the dual roles, but most just managed, but would have
welcomed further guidance on how best to do that.

The experience of taking on a different role led one practitioner to reflect on their actions as a
teacher:

And | was kind of walking around the room and forced to speak to them in role. It kind of
enables you to think a bit more about how you respond rather than kind of my go to kind
of way | interact with students on an everyday level (practitioner).

Engagement in a new experience provided the stimulus for reflection.

3.2.5 Evaluation and reflection

The DE approach recognises the importance of stepping out of role and evaluating experience
(the final E in ENQUIRE). Practitioners recognised the importance of evaluation for the young
people’s experience; without evaluation: ‘it would be more of a performance, wouldn't it, than

actually an exploration of our thinking’ (practitioner).

Equally, some also saw the benefits of reflection and evaluation for themselves, even if they did
not always have the time: ‘I never have enough time to get around to that and yet it is one of the

most important parts of it, and that is, that is a real challenge’ (practitioner).

This reflection and evaluation could be individual, or with a partner. Some practitioners also saw

engagement in the evaluation as a means of better understanding:

Yeah, as a teacher quite often, just bury the scheme of work and then bring it out again in
a year's time. So, actually having the time to reflect on it has been really nice. So, thank

you. (practitioner)

The evaluation was a reflective space, and as part of the evaluation, practitioners were asked to
consider the impact that DE had had on their practice. Their reflections form the basis for the

next section.

3.2.6 Summary points

o Referring to the session resources and drawing on opportunities for ongoing support

helped in the development of DE

24



Evaluation Report — Dramatic Enquiry Pilot — April 2025

¢ Planning, developing resources, and running the DE took additional time

o The DE needed to reflect and be adapted to the context and cohort in which it was used
e Teacher in role required a deep understanding of the character being played

¢ Running the DE solo was challenging and needed some adaptation following the training

e Evaluation and reflection are important in terms of identifying the impact of DE.

3.3 Part 3: Impact of DE

The third area focuses on the impact of DE, and responds specifically to the following evaluation

aim:

o What impact did the application of DE have on participants (specifically in relation to

wellbeing, autonomy, confidence, and satisfaction)?

This section is separated into four areas: wellbeing and being in a safe space; the engaging,
enjoyable nature of DE; agency and autonomy in relation to powetr, role relationships; and a final
area on confidence. When discussing the impact of DE on themselves as practitioners, but also
in terms of their perception of impact on their young people, there was significant overlap
between these areas. An overlapping diagram represents a more accurate reflection of the rich
and layered experiences that the participants shared.

For simplicity, however, they are presented separately.
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3.3.1 Wellbeing

This section will address the wellbeing of the teachers and how it reminded practitioners of
previous practices that they returned to. It also considers practitioners who found it quite stressful

to fit in with existing priorities and finally how it impacted on pupils’ wellbeing.

Several practitioners discussed how DE reminded them of practice they used to do, connecting
them back to old ways of working and reminded them of their beliefs and values about good
practice in teaching and learning:

Think for me, it's made me go back. It's shone a light on what | always believed to be
good educational practice that actually doing something in a sort of corporeal way
actually. Yeah, acting something out and being in role, you know, gets you a much

deeper understanding of what it is you're trying to teach (practitioner)

Some practitioners also discussed how it helped them teach in a more engaging way, rather than
just focusing on memorising facts. They believed that this helped them to bring more creativity

into a restricted curriculum:

But actually, just teaching it in as a series of facts is never going to get the whole
understanding. And it's for me, it's made me just reflect on building opportunities in and
trying to make the restricted curriculum. Using dramatic enquiry to kind of teach the

same learning objectives in a more creative way (practitioner)

It was not always easy for all participants. Some found it difficult to find the time to understand
and put DE into practice with other commitments at work, such as a busy curriculum, and
therefore not having enough time to carry out the DE in a satisfactory way. Others remarked on
how it created an additional stress, because they did not have time to focus on it enough:

I think for us it's time. It's having that because we're already trying to get through the
other things, the other tools that we're giving children within the project. So, it's then
making that space for the dramatic enquiry and not feeling like we've got to rush through

it. (practitioner)

At the moment, it feels at times like, like a stress that | because | can't give it everything. |

can't give it my all (practitioner)

Others discussed how it was difficult to find the time to do this, being busy with other
commitments, which made it difficult to focus on it and understand it, nor to enjoy putting it into

practice.
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Some practitioners were worried about how they could make this work with a large class of
pupils compared to working with a group of willing adults at the training, whilst some were
concerned about working hard at making it a success but felt that there was still more to do and
that they were struggling to puzzle out how to make it work and create the story world:

Not sure it will work as well with a class of 27, compared to adults who want to be there

(practitioner)

Some also emphasised the importance of building rapport, trust and relationships with students
first in order to build the confidence to get into role alongside the students, suggesting this could

take a few weeks:

| got into role. Yeah. They're adults, you know, and so | would never do that week one, no
way, I'd need to know them definitely. So Yeah, yeah, you have to. You have to build that
that rapport, don't you? And the trust (practitioner)

Some practitioners remarked how DE creates a safe space for participants to talk and discuss
the issues raised in the DE. Other practitioners noted that getting into role in the DE supported
shy and quiet students to begin to engage and talk freely, since they were not talking as

themselves, which encouraged them to express themselves more:

It took us a while to kind of tease, tease them out of their little, little bubbles. They were

quiet. They were a really shy group. (practitioner)
But once the pupils went into role, it really supported them in talking and engaging with the story:

But what we found was, as soon as we started the dramatic enquiry, oh, my God, they
they're little, like they just, their mouths just opened up, and they had so much to say [...]
As soon as we gave them permission to be someone else and be a different character,
they really opened up and were a lot more expressive, a lot more creative with their

movement, you know, miming little things with each other’ (practitioner)

Some practitioners were amazed at the quality of the students’ talk and questioning in DE.
Related to this was how students felt their ideas were valued and important and that they were

listened to, since they had a space to speak and discuss:
I mean the quality of discussion and debate. It was incredible. (practitioner)
The questioning. | was blown away. (practitioner)

Wellbeing is linked to how much participants and students were engaged with the DE, which is

explored in the next section on how satisfaction was developed through DE.
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3.3.2 Satisfaction

Satisfaction was expressed primarily in terms of engagement and enjoyment, this was evidenced
in some of the words that participants associated with their experience of DE towards the end of
the project, words including: exciting, engaging, reassuring, pleasure and fun.

Many practitioners enthused about how engaged and motivated the students were with DE and
how willing they were to get into role and engage with DE:

My word would be fun actually. They really, really loved it. (practitioner)

And they were so engaged throughout the whole process. And really invested in the
characters and as the session moved along, they're invested in each stage of it as well.

(practitioner)

And creating a dramatic enquiry and they because they loved it, it was so effective you

could see pretty much straight away how engaged they were. (practitioner)

While recognising this engagement, several practitioners were surprised by how engaged and

invested the students were and had not expected them to be so animated during the DE:

They were much more invested in the whole process than | ever believed they would be,
because they're particularly [this particular Year]. [This particular Year’s] boys are deeply

cynical about life already (practitioner)

I did not think they were going to respond like that, and it was just beautiful to see how
they how they were. That was more than | expected (practitioner)

Engagement also led to other impacts; some practitioners discussed how the students’
engagement and investment in the dilemma of the story world supported their ability to make
decisions. They were emotionally engaged with how their decisions would affect the fictious
characters of the DE:

They really were invested - That was remarkable. To see a whole class, you know, not
just one or two, or a small number, but a whole class really wanting to, to know where this

is going to go and make those decisions. (practitioner)

Several practitioners reported that the students were so engaged that they did not want to come
out of role and wanted to carry on with the DE and continue debating and negotiating the
decision being explored. As one practitioner noted, the DE engaged and inspired the students so
much, that it supported them in feeling confident to continue without the teacher, fostering

autonomy:
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But you know and just being so encouraged by seeing the responses of the children too
wanting to like | say, wanting to just keep thinking to continue on and delve deeper

without being prompted by us. (practitioner)

We kind of stopped the drama. They didn't want it to stop, did they? ....... And they just
were not having that at all. They were like “negotiate.” You know, “we've got these ideas.
We want to talk to you about them” (practitioner)

Some practitioners outlined how enjoyable it was also for them to get into role and take part, as
well as the pupils, since they loved acting and because they found the freedom of DE very
engaging and exciting. Others found the impact of DE on students’ engagement with discussion
very satisfying as a teacher:

So, actually seeing a group of students being so kind of active and engaged through that
kind of panel discussion has just been like, really enjoyable, actually, as a teacher.

(practitioner)

While others were encouraged to continue to use the approaches more regularly in their future

teaching.

Several participants noted how the students loved being in role, particularly because the

students were in a higher status role, than they are normally in at school:

They've yeah loved it, loved it as much as humanly possible. And again, | think they've

really enjoyed the elevated role (practitioner).

It was evident that the students enjoyed being in role. The impact of the teacher in role on the
students’ engagement was also a feature of the DE. Several practitioners noted how the
students were so engaged and were so lost in the story world of the DE that they asked
practitioners when a character was coming back, when in fact the character had been the

practitioner in role.

The engagement of the students was often linked to the autonomy they enjoyed in DE,
particularly because of the changed nature of the normal teacher pupil relationship through both

students and teachers being in role.

3.3.3 Autonomy and agency

A lot of the autonomy and agency the practitioners noticed in the students was linked to being in
role in the story world, which encouraged the students to talk and question more than usual in

other lessons.
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Several practitioners noticed how teachers and pupils being in role opened up spaces for the
students to talk; some were surprised how much the young people had to say. This hints at how
much students can be underestimated and being in role can reveal what they are capable of

thinking:

Using the teacher in role stuff has been really, really beneficial. And | think, just an
understanding of giving. | mean, | will, | have, and | will continue to. But giving the young
people the space to talk, | think, has been really really clear and actually, the young
people that surprise you, that have more to say than you would imagine has been quite

nice because they've been in role (practitioner)

Some participants noted how being in role enabled them to ask big philosophical questions of
their students, but also for students to ask important questions themselves. This is interesting,
since in most classrooms it is normally the teacher who asks most of the questions, rather than

the pupils, who are not often given the space to do so. This also links with engagement:

They were in role, and the students were asking so many questions. That's when | just

saw kind of really the power that dramatic enquiry could have in terms of, they just got so
into it. And they weren't asking any like what we were talking about is something entirely
fake, you know. But they were just so. They were asking such important questions about

this entirely fictional thing. (practitioner)

Other participants noticed how they, as teachers, could stand back from the DE sometimes and
let the students take control, and that the students enjoyed being given that space to be in
control and have more autonomy and agency, which again is motivating and engaging for the

students:

But actually, they were listening to each other, they were invested so much in it. | just
kind of. | didn't also have to facilitate that so much as well. | could actually stand back and
really listen to what they were saying and just seeing that play out just really enabled

them. (practitioner)

It was noticed by some participants that some students enjoyed being able to experiment with
different roles and identities, since they could speak as someone else and express someone

else’s views in role:

I think it's the kind of the power that the students get out of the dramatic enquiry as they
can hide behind, or they can put on a different kind of voice and viewpoint, if they want to.

(practitioner)
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With such shifting roles, there was a flattening of relationships between teacher and students;
some participants found the change in relationships empowering for the pupils, who had to make

important decisions for people in the story world of the DE:

They then felt so much more empowered, didn't they? They had to make decisions [for]
the people that they were, you know, representing looking after. (practitioner)

Well, there's a power shift, isn't there? Because they hold the power because they have

the answers, and | don't. (practitioner)

The impacts were not just for the students; being in role made some practitioners feel they could
behave and talk in ways they could not normally do as a teacher, giving them more autonomy:

| feel like I've been able to do that a little bit with this kind of role.... In kind of maybe
asking questions or saying things that | wouldn't normally say in my teacher role in a way

(practitioner)

Having a level of autonomy also affected teacher and pupil confidence.

3.3.4 Confidence

Several participants remarked on how both the practitioners and students being in role changed
the relationships between them and the nature of the talk, and how confident participants felt
talking to their teacher, who was no longer their teacher but a different character:

I think the benefit from that was they weren't talking to me. And that's always a problem in
that. you want them to feel completely safe. Don't judge my opinion based on who | am,
and you can say a million times I'm neutral to this. Your opinion is your opinion, to
actually say that to a new character, and being a new character yourself as well, and it
felt like we were like it levelled the playing field between me and the young people.

(practitioner)

Some participants noticed how being in role supported the students’ view of themselves and their
ability to use language that they saw as grown-up language. They were positioned differently
and able to think and talk from a more powerful perspective, which is empowering for students,

building confidence and engagement:

There's so much with young people that we tend to give them roles that make them feel
smaller. And actually, in this place, we give them roles that make them feel bigger. You're
the expert in this situation. And | need you to give me your opinion because you stand out

and they revelled in it (practitioner)
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It was noted that DE gave the pupils the confidence to be able to change their minds, something

that many pupils feel unable to do for fear of being ridiculed or looking silly in front of their peers:

And one of the things they said, which | thought was really powerful was having had an
idea being able to go. ‘Actually, | was wrong. What | did believe was not the case, and |
had to be able to have the confidence to say actually “No, | can change my mind.”

(practitioner)

Similarly, some participants felt the culture of DE supported the students to talk and discuss and

express themselves more freely than normal, as these examples show:

During the DE practice they have become more outspoken and confident with their
thoughts and opinions (practitioner)

Facilitating conversation between young people, allowing them to embrace the role of the

expert and speak confidently and freely (practitioner)

The practitioners themselves varied in how confident they felt in using DE. Some are still

building their confidence, particularly in relation to teacher in role.

I don't quite have the confidence yet to kind of stray away from the kind of strict model
that we were given in terms in order to ensure, like a Dramatic Enquiry, is fully reached.
(practitioner).

But | think when you see someone do it really, really well, it then almost terrified me, of
doing it myself and making a fool of myself, in front of the students. (practitioner)
Others however were feeling confident and positive about using DE, being in role and how to

include it in their existing practice, but did discuss how initially they were more apprehensive:

I've definitely grown in confidence in how to run it with my young people over the time
(practitioner)

No. I think | was quite worried about it before. | have to say just kind of like it's quite
exposing for you, | think, as a practitioner, but actually, I've well and truly gotten into it
(practitioner)

I think once you gain your confidence with it, you can be a lot more playful. And it might
make, | think, maybe make me think a bit more about playing, playing a different
character, like playing a different role (practitioner)
Confidence was developed through use and experience, experience that was initially developed
through the training. Practitioners were encouraged to continue to use DE because of the impact

they saw on their young people and on themselves.
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3.3.5 Summary points

o Participants felt invigorated by rediscovering old practices, but some found DE stressful
to try to put into practice

e There was a positive impact on students feeling able to talk and express themselves

¢ Participants were surprised by the level of engagement and how some students did not
want the DE to stop and how they enjoyed being in role

e The participants enjoyed being in role and seeing the impact of their being in role on the
students

e Being in role changed the normal teacher pupil relationships, empowering students to
speak differently and ask questions as well as the teacher

e The teachers felt they could do or say things they did not normally as a teacher

e Being in role gave pupils the confidence to speak differently with their peers and the
teacher

e The DE gave pupils the confidence to change their mind in front of their peers

e The participants varied in their level of confidence, but most felt they had gained a lot of

confidence in using DE

3.4 Part 4: Development of DE

The final area focuses on the development of DE, and responds specifically to the following

evaluation aim:

¢ How can DE and the DE training offer be developed to support prospective participants to
apply DE?

This section will cover the development of the training, its extension beyond drama practitioners,

and movements towards a sustainable training offer.

3.4.1 Development of the training as it was piloted

As indicated in Section 3.1, the training was well-received by the practitioners and they enjoyed
the experience of working experientially in-role with other creative practitioners. They recognised
that they were an ideal group of a small number of creative and engaged adults working with two
skilled facilitators. The practitioners would have welcomed further guidance on working with

some of the challenges they would face in their own practice, for example:

e Dealing with disruptive or unengaged students

¢ Extending the DE beyond a single session
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¢ Facilitating a DE alone
e Working with a group that has not been worked with before
e Working with a larger group

e Integrating DE into the curriculum
And then there were recommendations on guidance on how to plan and run the DE, for example:

¢ More advice on the steps involved in developing a DE (i.e., starting from questions or
activities)
e More guidance on P4C, and philosophical questioning

e More emphasis on DE character development

It was through the application of DE, that practitioners’ deeper understanding came. This
emphasised the need for access to ongoing support and guidance. The practitioners would have
welcomed earlier access to the session resources, they benefitted from contact with one of the
designers, acting in a coaching role, and would have liked to have more opportunities for peer

support.
The practitioners made suggestions for ongoing support and development, including:

e Having cards with the supportive frameworks (e.g., ENQUIRE and 6 Cs) printed on to
refer to in DE sessions

e Developing a resource pack, resource bank of ideas, and/or a shared folder of resources
(including, for example, topic ideas, structured scripts, lesson plans, writing frames)

e Providing opportunities to share experience with other trainees, ask questions, and get
feedback.

The training was designed for practitioners who had experience of drama, as teachers, actors,
drama-practitioners, yet the potential of DE extends beyond those familiar with drama. This is

considered in the next section.

3.4.2 Broadening DE beyond drama practitioners

All the practitioners present at the DE training were confident drama practitioners. While they
may not have all had extensive experience of Teacher in Role, they were willing to have a go
and were comfortable engaging in drama activities. When thinking about how the training could
be extended beyond drama practitioners, some practitioners did question how the training, that
started with an immersive experience, would be received by teachers who did not have that

background and wondered whether there might be other ways to introduce it initially so that it
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was comfortable for those who are not so familiar with drama. Equally, some of the terms (for

example in the 6Cs) might be less familiar to those not working in formal education settings.

One suggestion, introduced by the designers, was to develop pathways and progression routes
for those with different experiences. This could include, for example: primers to introduce the
principles of philosophical enquiry, an introductory session, and further training in other areas as
familiarity develops and experience deepens.

Given the challenge of getting release time from school, and to enable a broader constituency of
people to engage with it, practitioners suggested:

e Condensing the training, and providing follow-ups
e Bringing the training into school, as part of a CPD offer, or INSET, and developing the
training offer to reflect the different background experiences that would be present, or to

develop training to respond to a specific priority or curriculum needs.

Such developments might well be needed if the practice of DE is to extend beyond its use by
drama teachers, so that the training is accessible to more subject areas and educational
contexts, although condensing the training would inevitably mean that some elements would
have to be left out.

3.4.3 Moving towards a sustainable DE training offer

The long-term aim of DE is to the make the DE training offer replicable and sustainable. The
recommendations above provide suggestions about how the training could be developed and
extended. Inincreasing uptake of a developed training package, the designers and
practitioners had the following suggestions:

o Emphasising the impact that it would have on practice and children’s learning (e.g., in
terms of creativity, writing, engagement, attendance, etc)

o Developing case studies from the projects piloted so far to provide examples of potential
use

e Showing DE in practice, through films and at dissemination events.

In sustaining interest in DE, the designers suggested fostering a network of DE practitioners,
‘who thought of this in different ways could work together to keep each other going and kind of
train each other up’ (designer). This idea was further developed by a practitioner who suggested

that ‘the trained become the trainers’ (trainee), which could enable learning to be spread.
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The same training offer could be extended out to other locations, where there is known interest in
such philosophical and drama-based approaches. This would support what the designers refer to
as hubs for dramatic enquiry. The hubs could then be connected, thus extending the network
of DE practitioners.

Finally, it was recognised that further funding would facilitate the move towards sustainability.
Funding would enable more practitioners to engage in DE, more examples of DE to be
developed, and further evidence of the impact of DE to be collated. To secure funding, the
experience of this pilot would be useful, drawing on the learning, case studies, and impact
already identified to support an application to external funders and make the case as to why
further work is needed in this area. Knowledge of potential funders, approaches to bidding (which
could, for example, be creative with and through film) and the partners who are best placed to

lead and collaborate on bids are key in formulating the next steps.

This evaluation has demonstrated that there are very positive experiences and impacts of DE,

with clear areas for development and extension that would benefit from further funding.

3.4.4 Summary points

o The DE training was well received generally — suggestions for development related to the
challenges of specific contexts, and further guidance around the practice of DE.

o The development of DE resources, and opportunities to share resources and experiences
would facilitate the ongoing practice of DE.

e The DE training was developed for people with drama experiences; adaptation or further
training may be necessary for those who do not have a drama background

e Condensing training and taking training into school may make the training more
accessible

¢ Increasing the uptake of the training, fostering a network of DE practitioners, and

securing further funding will contribute to the sustainability of DE.
4 Concluding remarks

The DE training was well received by the practitioners and their experiences of using it in
practice demonstrated a breadth of impact on them, and on the young people that they were
working with. DE provided a creative, engaging, freeing and interesting pedagogical approach
that was productive, but not always simple to fit into existing systems, time and curriculum

demands.
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The intensive training sessions helped to foster a community of practice around DE. These
practitioners were interested in each other’s ideas, approaches, and experiences. They are also
invested in developing DE, as shown through their engagement in this evaluation. They were
able to make recommendations about how to develop, extend and secure the sustainability of
the DE moving forwards.

In terms of developing the DE training offer, what was clear from the evaluation of this pilot, was
that the process drama element was successful, particularly in terms of the questioning that
came from it, and the discussion that ensued, and from the changed relationships that were
fostered through both teacher and pupil being in role. DE combines process drama and P4C.
While drama was dominant in practitioners’ reflections on their experiences, there was less
discussion about P4C, or philosophical enquiry more generally. This was recognised by the
designers, who felt more attention could be given to philosophical questioning in the training, and
in some of the areas for development suggested by the practitioners. In the descriptions of DE
practice, the practitioners often planned the question, rather than students raising questions and
then choosing the philosophical question for the enquiry, which is the normal practice within P4C.
The process drama was focussed on teacher and pupil in role, with few examples of other
process drama conventions, such as hot seating, conscience alley, freeze frame, and thought
tracking. There is potential, at this point, to reflect and consider the meld of process drama and
P4C and what makes for the uniqueness of DE, particularly with an eye to broaden to
practitioners who may be less familiar with either process drama approaches or philosophical

enquiry.

One of the long-term goals of DE is to develop a replicable and sustainable training offer.
Through the pilot, recommendations have been made around how this might be achieved. One
approach is through seeking ongoing funding; the outcomes from this pilot could support the
development of a bid for a larger-scale project. The evaluation itself has resulted in rich data that
could be further analysed for a more academic audience, and the potential to engage in further
sustained study of what happens in DE practice, tracking the drama, moment-by-moment, and

analysing interaction to provide evidence of impact.
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